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ABSTRACT 

This diploma thesis deals with the methodology of ELT in Waldorf lower secondary 

schools. The theoretical part focuses on the historical background and the 

philosophical premises of Waldorf pedagogy, as well as a general outline of this 

alternative educational approach. The subsequent chapters are dedicated to the 

anthroposophical concept of language and the Waldorf methodology of teaching both 

native and foreign languages.  

The goal of the practical part is to examine the distinctive features of ELT in this type of 

schools. The research study is based on the evaluation of the data obtained with the 

qualitative methods of lesson observation, namely in the 6th and the 8th forms, and 

interviews with the teachers. The thesis contains a survey of the Waldorf pupils’ 

attitude towards English and the sources of their learning motivation. 

 

ANOTACE 

Tato diplomová práce se zabývá didaktikou výuky angličtiny na 2. stupni waldorfských 

základních škol. Teoretická část nastiňuje historické okolnosti a filosofické základy, 

jakož i základní myšlenky waldorfského školství. Další kapitoly jsou věnovány 

antroposofickému pojetí jazyka a waldorfské metodologii výuky jazyka mateřského i 

jazyků cizích. 

Cílem praktické části je popsat specifické rysy výuky angličtiny na tomto typu škol. 

Základem výzkumné studie je vyhodnocení dat získaných metodami pozorování  výuky, 

konkrétně v 6. a 8. třídě, a prostřednictvím rozhovorů s učiteli. Diplomová práce 

obsahuje i dotazníkové šetření zaměřené na postoje žáků waldorfské školy k výuce 

anglického jazyka a na zdroje jejich motivace. 

 

KEY WORDS: ELT in lower secondary schools, Waldorf/ Steiner educational system, 

alternative pedagogy, stages of child development, Rudolf Steiner 
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INTRODUCTION 

The teaching of foreign languages has gained increased attention and concern in Czech 

schools. The Framework Educational Programme for Basic Education, which sets the 

national educational standards, includes teaching a foreign language in the curriculum 

starting in the third form, and recently a second foreign language has been added as a 

compulsory subject of basic education from the school year of 2013/2014 on. 

It also seems to be one of the requirements that parents have when choosing a basic 

school for their children, and finally of the headmasters who seek to present a high-

quality and attractive educational programme. For these reasons there are schools 

which go beyond the compulsory requirements and offer a foreign language as an 

extra-curricular subject from the first form. On the other hand, the teaching of foreign 

languages is often considered unsatisfactory and is the subject of repeated complaints 

by parents, pupils and the general public. 

The reasons for choosing the Waldorf educational system as the topic of my thesis are 

many-fold. It represents a learner-oriented system that has been functioning for about 

one hundred years, teaching two foreign languages from the first form and as such it 

may be a source of inspiration to consider. The other reason for this work is personal. 

Although I do not teach at a Waldorf school, my interest in the topic exceeds the frame 

of my thesis. This work will enable me to observe in depth the methodology, but 

primarily the practice of English teaching at Waldorf schools. 

The beginnings of Waldorf language education are very distinctive, and include 

immersion in language, the TPR method, teaching poems and songs in choral 

repetition. Several works have already dealt with the Waldorf primary school language 

education. I was interested in the continuation: what effects, if any, can be recognized 

after several years of learning. Therefore the objective of my thesis is teaching English 

as a foreign language in lower secondary school classes. 

I first encountered the Waldorf educational system as the parent of a child who did not 

fully fit in the conventional school system, looking for possible alternatives for her; 

later also in my professional career as a teacher of English constantly looking for new 

impulses and methods. Both of these practical reasons finally led me to take the three-

year Waldorf teacher-training course in Pardubice, which contained a two-year course 

for Waldorf language teachers led by Magdalena Geryšerová, an experienced Waldorf 

language teacher and a Waldorf teacher trainer. Later, I attended several weekend 
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courses dedicated to various methodological issues, including a seminar for Waldorf 

language teachers with Alec Templeton, who has been teaching English as a foreign 

language for many years and is a Waldorf teacher trainer. 

The Waldorf educational system1 is rooted in Rudolf Steiner’s philosophical system, 

anthroposophy. Though I have come in contact with the main anthroposophical 

educational concepts, I nevertheless lacked a general overview, and many questions 

remained unanswered or were mere isolated pieces of information, especially the 

anthroposophical reasons of the distinctiveness of the Waldorf methodology. This is 

why I found it inevitable to start the thesis with the recapitulation of the 

anthroposophical premises. Later, the general educational concepts will be outlined, as 

well as the aims of language instruction in individual years. 

After the theoretical chapters, the second part of my thesis is dedicated to qualitative 

research. My aim is to find out about the real process of teaching English as a foreign 

language in Waldorf lower secondary schools, as well as the attitude of the Waldorf 

pupils to their English lessons and their sources of motivation. 

 

 

  

                                                      

1
 In English speaking countries the system is known as the Steiner Waldorf educational system or the 
Waldorf Steiner educational system.   
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THEORETICAL PART 

1. History and Origin of Waldorf Pedagogy 

1.1 The Era of the Reform Movement 

The first Waldorf School was opened in 1919 in Stuttgart. It was a year after the end of 

World War I in a time of post-war chaos and coincidently the period when many 

educational reform movements originated. With the horrible memories and 

impressions of wartime in the background, people in different parts of the world 

began to dream and work on changing the educational systems.  

The result of the reform movement was the change of focus in education. Since then, 

education has been learner-centred. To state some examples of these efforts: the 

school reforms of John Dewey, Maria Montessori, Célestin Freneit, Helen Parkhurst’s 

Dalton Plan and Peter Peterson’s Jena Plan are among the most well-known. 

In this respect, the first Waldorf school was in line with the others. The child is 

important and is the centre of attention, especially the right of every child to 

education and care. The first school was founded with the idea of school being open to 

everybody regardless of their social status, where people could develop as whole 

human beings. 

This social idea of opening the school’s doors to all, especially to children from the 

lower social classes, may be specific to the period of post-war reformative efforts, but 

also leads directly to the underlying philosophical system of the founder and source of 

the Waldorf educational systém: Rudolf Steiner and anthroposophy.  

1.2 Rudolf Steiner and Anthroposophy 

Rudolf Steiner was born in 1861 in Kraljevac (Croatia) into the family of a railway 

officer. As a child, he did not like learning at school and was bored there. He is 

described as being a very intelligent boy, who from his early childhood had 

experienced the impulses of what he later recognized and described as the spiritual 

world. 

Seeking an explanation of these early experiences, he found geometry as a 

hypothetical expression of both physical and inner entities. His later studies of 

mathematics and physics in Vienna seem a logical next step. His teacher in Vienna, K. J. 
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Schröer, introduced Goethe´s scientific concepts to him, marking the direction of 

Steiner´s efforts for many years afterwards. 

To investigate it more deeply, Steiner started to study philosophy at the University of 

Rostock. After graduating in 1891 with the thesis “The Truth and the Science“, he 

moved to Weimar to work in Goethe´s archives, preparing Goethe´s texts for 

publication. This is where he started to work on his crucial text "The Philosophy of 

Freedom“. This text is the philosophical basis of his subsequent spiritual research. 

Following Goethe, Steiner claimed that spiritual knowledge, arising from inner 

experience, could provide the same scientific evidence as knowledge arising from 

physical experience. Three books are dedicated to the methods of spiritual research 

and outline the spiritual science that was later to be called anthroposophy 

(“Theosophy“, “Knowledge of Higher Worlds“, and “Occult Science“). 

During this time Steiner found a platform for his ideas of the research of inner, 

spiritual experience in the Theosophical Society. But very soon his concepts and 

methods started to be considered problematic; they were not approved of and 

accepted by the authorities of the Society and finally Steiner and the whole German 

branch were expelled from it. This led to the foundation of the Anthroposophical 

Society in 1913. 

The last period of Steiner´s life is the time when his theoretical thinking found its way 

into practical life. The students of anthroposophy were inspired to apply it in 

numerous fields: architecture, biodynamic agriculture, education including special 

needs education, and medicine. He inspired eurythmy, a new form of art connecting 

dance and speech, and the Christian Community (a community open to all Christians 

and also to the influences of eastern thinking). Rudolf Steiner died in 1925. 

1.3 The First Waldorf School 

Although Rudolf Steiner gave his first lecture on pedagogy, “The Education of the Child 

in the Light of Anthroposophy“, in Prague in 1907, the opening of the first Waldorf 

school had to wait till 1919. The exact date is established as April 23, 1919, when 

Steiner lectured the workers of the Waldorf Astoria cigarette factory on the necessity 

of a twelve-year educational system. Consequently, the factory owner Emil Motl, who 

was a student of Steiner’s, decided to establish a school and invested the necessary 

finances in it. The school was dedicated to the children of the factory workers with the 

idea of a school open to everybody regardless their social status. The process was, in 
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fact, very swift. Rudolf Steiner chose several candidates and held lectures and a 

preparatory course for them (today the lectures are known as “A General Knowledge 

of the Human Being“, or “Study of Man“) and the school opened in September of the 

same year. 

The most specific features of the newly founded school included: 

 Twelve- year educational system, 

 School for everybody regardless of social status, 

 Co-education, 

 Language education: two languages from the 1st form, which was revolutionary 

because the learning of languages had been a privilege of children of the 

middle and upper classes up till that time. 

The above-mentioned features may have been striking at the time, but nowadays are 

seen as a common part of the educational system. 

Of the many applications of anthroposophy, the Waldorf educational system seems to 

be the most successful one. In 2007 there were about 1000 Waldorf schools all over 

the world. In the Czech Republic, eleven towns have Waldorf primary and lower 

secondary schools, four towns have Waldorf upper secondary schools and there are 

many Waldorf kindergartens. 

 

2. Anthroposophical Premises of Waldorf Education 

“Anthroposophy is not a form of religion. Neither is it a final system of dogmatic ideas. 

It is instead a path for attaining a knowledge of the world and mankind” (Carlgren 71). 

It is “a school of thought open to people of any religious origin. Its prerequisites are 

that man originated in the spiritual world, and the aim of man is to connect 

consciously and freely his/her terrestrial existence with it” (Dvořáková 14, as 

translated by Alena Kellerová). 2  

Waldorf pedagogy is rooted in anthroposophy and its spiritual values, which makes it 

different from other alternative approaches connected with the reform movement of 

                                                      

2
 Je “myšlenkovým proudem otevřeným lidem přicházejícím z jakékoliv náboženské tradice. Vychází z 

přesvědčení, že člověk má svůj původ v duchovním světě, s nímž se má ve své pozemské existenci 
svobodně a bděle znovu spojit“ (Dvořáková 14). 
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the 1920s. It has to be stated that anthroposophy is a spiritual or philosophical system, 

not a religious one, though Christianity is one of its important sources. Anthroposophy 

may be literally translated as “wisdom of man“, or, better, “knowledge of one’s own 

humanity“. It is concerned with man and his inner structures; it employs methods 

outlined by Johann Wolfgang Goethe and further elaborated by Rudolf Steiner in his 

concept of spiritual science. 

Several features of anthroposophy need to be mentioned because they underlie the 

Waldorf educational system, each of them in a different way. They do not relate 

directly to language teaching but they nevertheless add logic and sense to the 

individual phenomena and approaches. 

2.1 The Concept of Man 

In the series of lectures dedicated to pedagogy and later published as “Study of Man“, 

Steiner suggested that man, at his current evolutionary level, is a being consisting of 

four parts or bodies: the physical body, the etheric body, the astral body and the ego.  

“Through his physical body, Man maintains a connection with the inorganic mineral 

world” (Childs 26). The physical body itself is lifeless. The element of life and 

movement is described as the etheric body, sometimes also life-body. “The presence 

of etheric forces is manifested in the difference between the inorganic and the 

organic. It is the agent of preserving the shape, form and function of the bodily organs, 

which remain in spite of the continuous renewal of the matter which constitutes 

them” (Childs 26, 27). Aside from human beings, etheric forces are also inherent to 

plants. 

The third member, or body, of a human being recognized by anthroposophy is the so-

called astral body, or the sentient body. It is the bearer of all of the different feelings, 

of whatever polarity: pain, pleasure, joy, passion, instincts, thirsts, etc. In their specific 

way, animals also participate on this level of sensations and sense-perceptions, 

because they have the channel for it: a nervous system. 

The fourth sphere is purely human; it is the human ego or “I”, which is described as 

self-awareness, the expression of the uniquely human faculties as well as human 

individuality. The goal of the evolution of man is to extricate himself from egoism with 

its countless interests and impulses and to consciously re-join the spiritual spheres, the 

state that in anthroposophical literature is referred to as freedom. Steiner devoted the 

book “Philosophy of Freedom” to the topic. 



 

- 13 - 

2.2 The Idea of Freedom 

Being independent of any outer impulses and incentives and acting solely on one’s 

inner self is described as the ultimate state of human development. It eclipses all other 

types of acting. Even the following of moral principles, which is highly appreciated and 

supported, is lower on the scale. Man is viewed as a free spiritual being, or rather, a 

potentially free being. 

From the standpoint of free morality it is not asserted that the free spirit is the 

only form in which a man can exist. Free spirituality is the ultimate stage of 

man’s development. And it is not denied that conduct according to rules has its 

justification as a stage of development. (Steiner, Phil. 184) 

The deeds of a person who acts solely because he acknowledges a definite moral 

standard, come but as a result of a principle which is part of his moral code. He is 

merely the agent. He is a higher kind of automaton. (Steiner, Phil.  176) 

Steiner strictly divides the outer and inner motives. When trying to find a driving force 

which can help to recognize real chances and options, Steiner acknowledges only love.  

Only when I follow my love for the object is it I myself who acts. At this level of 

morality I do not act because I acknowledge a ruler over me, an external 

authority or a so-called inner voice. I do not acknowledge any external principle 

for my conduct, because I have found the source of my conduct within myself, 

namely my love for the deed. (Steiner, Phil. 176) 

As set in Goethean epistemology, a possible starting point of any inner work is the 

cultivation of thinking. There are numerous levels and types of thinking. Thinking has 

the capacity to doubt and destroy, but also to set free and develop. Based on his 

spiritual research, Steiner argued that thought, in its supreme aspects, is of the 

spiritual substance. He called this the intuitive thought and considered it a source of 

real free activity. Intuition here means following inner individual motives, without any 

outer interference, so that people recognize and apply a moral rule or behaviour best 

in a particular case. Steiner used the term ethic individualism for it.  

I do not ask myself: How would another person act in my place? Rather, I act as I, 

as this particular individuality, find my will motivated to act. I am not guided 

directly by what happens to be the usual thing, the general habit, some general 

human code or moral standard, but solely by my love for this deed. I feel no 

compulsion – neither the compulsion of nature which rules me through my 
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instincts, not the compulsion of moral commands. Rather, I simply carry out 

what lies within me. (Steiner, Phil. 177) 

This does not necessarily lead to egoism and the endless plurality of opinions. The 

world of ideas, as a source, is one and the same for all. 

The difference between me and my fellow men is not at all because we live in 

two quite different spiritual worlds, but because from the world of ideas which 

we share, he receives different intuitions from mine. He wants to live out his 

intuitions; I mine. If we both really draw from the idea, and are not obeying any 

external impulses (physical or spiritual), then we cannot but meet in the same 

striving, in having the same intentions. A moral misunderstanding, a clash 

between men who are morally free, is out of the question. (Steiner, Phil. 180) 

The difference between men with  their own intuitions, the very basis of people as 

individuals, is caused by our different choices. 

Various ways can lead man towards personal freedom; anthroposophy also presented 

its own way. It is a life-long activity, and, as Rudolf Steiner outlined in lectures on 

Waldorf pedagogy, a fulfilling and healthy childhood can either help or not add 

additional obstacles to it. 

2.3 Social Concepts 

After a chapter on the individual development of man, it seems necessary to comment 

upon Steiner’s social concepts as well as the social character of Waldorf education.  

In the sphere of social theories, Steiner presented the concept of a threefold social 

organism. Society is viewed as a unity, an organism, comprised of three spheres of 

social activities – legal, economic and cultural. All three domains are equally important 

but each is subject to different laws and principles and should be maintained strictly 

independently from one another. 

The economic sphere concerns itself with production, services, business, and its basic 

driving force and leitmotif should be brotherhood. In the legal sphere of politics, laws, 

rights, it should be equality, and in the sphere of culture, which comprises also spiritual 

and educational activities, liberty or freedom should be the ideal. Although these social 

theories have never been carried out, individual principles still echo in the 

fundamental ideas of Waldorf education. 
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An education free of partition interests is one of them. Schools should not create their 

curricula based on the momentary practical needs and requirements of industries and 

the labour market.   

Open access to education and the support of social solidarity practised at Waldorf 

schools is another one, with many practical consequences, e.g. the problem of school 

fees. Even though there is a tendency towards private Waldorf schools with fees, in 

the Czech Republic as well as in many countries worldwide, Waldorf schools make 

efforts to keep the education as accessible as possible. They try to charge low fees, or 

institute indirect support, e.g. scholarships. Families in financial difficulties always have 

the possibility to negotiate or, as the case may be, the parents of other pupils are 

motivated to consider their help in individual situations. 

The sense of co-responsibility of all participants (teachers, parents and hopefully 

children) for the functioning of the school is another strong social aspect. Parents are 

invited to join and take part in school life. Communication between the school and the 

family is obvious. This social openness, as well as the relative independence from 

official institutions, is the reason why many Waldorf schools like adding the adjective 

“free” to their official names. 

2.4 The Developmental Phases of Childhood 

As stated before, a fulfilling and healthy childhood is essential for man. The 

anthroposophical theory of human development operates with phases of roughly 

seven years in length, three of which refer to the development of the child. 

In each of these phases, different faculties are born, different growth forces are 

operating and the child learns in correspondingly different ways. To provide 

meaningful support for the child in the journey from infancy to adulthood, 

curriculum and methodology must be based on a deep comprehension of these 

phases. It is of the greatest importance that each stage is experienced fully and 

not cut short — the aim of our education is to help children develop strengths 

for a lifetime.3 

                                                      

3
 Steiner Education Australia. [online]. [cit. 2012-11-04].  
http://steinereducation.edu.au/steiner-education/child-development 
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2.4.1 The Phases of Childhood 

Early Childhood (0 – 7 years): Tremendous life forces are present in the first seven 

years and the early experience is crucial for adulthood in many aspects. The small 

child, up to the age of 6/7, is essentially imitative. The period of imitation ends with 

the second dentition. Up till then, the child has an unconditional trust in the world; it 

identifies with its surroundings. It is the age of total openness to the world. The child 

absorbs all which is around him or her. The world is worth imitating. The life of pre-

school children is full of action, forces of will prevail and doing is the basic mode of 

getting experience. 

The moral qualities which he absorbs in this way from his environment are 

decisive for his future existence. If a child at this age is neglected, above all by a 

lack of real inner contact with his parents, then he will always remain an imitator 

– an unstable, dissatisfied person, who not infrequently runs after the most 

primitive examples which he finds before him in life. (Carlgren 21) 

The Core of Childhood (7 – 14 years) up to sexual maturity: At the age of 6/7, there is 

a huge change. School starts to be attractive, the child wants to learn, is ready to open 

up to the teacher and trusts in everything that the teacher says and does. The child 

changes from imitator to follower. External support and authority is viewed as a 

developmental necessity in this period of childhood. Authority is understood in terms 

of a respectable and reliable source or expert in his/her field of scope and children are 

truly able to accept the authority of the teacher if it is not forced on them, but based 

on respect. 

At the age of nine, children cross a critical developmental bridge, the so-called 

“rubicon” of anthroposophical psychology. This marks the real end of spontaneous 

imitation and openness towards the world. The dichotomy of I versus the world arises. 

The apprehension of the world changes and children start asking about the reasons, 

start to be interested in the world, the world is attractive. 

The faculty of imagination culminates, which brings about the beginning of the 

internalization of experience. There are germs of critical and causative thinking, and 

looking for patterns and rules behind the phenomena. The school curriculum reflects 

this change by adding new subjects, e.g. the principles of natural sciences, history, 

geography, physics.  

Third phase – from puberty to adulthood (14 – 21 years): Now children are prepared 

to discover the world of ideas, to understand the formulae and principles intellectually, 
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the faculty of discrimination and independent judgement develops. Everything is 

subject to questioning – they themselves, parents, social values, children seem to be 

urged to look for the truth of, or in, the world. The desirable aim of this period is the 

faculty of independent judgement and clarity of thought. The activation of 

independent judgements and thought can activate a desire to act, to do something, to 

find one’s own place and role in life. 

2.4.2 Mottos of the Phases of Childhood 

Goodness, beauty and the truth are the key words of the phases of childhood, 

respectively. In the first phase the child considers the world good, moral, and this 

allows the direct absorption of the phenomena of the surrounding world. 

In the second phase, children get to know the world. They are astonished by the 

variety and beauty of the phenomena and the motto is “the world is beautiful”. The 

pictorial form of instruction is crucial in this period, including visual arts, music and 

language imagery. Arts and music are not only individual subjects but penetrate to all 

the other subjects. 

The motto and the crucial challenge of the third phase is the search for the truth and 

the sense in things and phenomena, looking for sense in one’s own life, emancipation 

of thought. 

 

In the field of psychology Steiner presented the anthroposophical contribution to the 

theory of temperaments. He described the manifestations of four temperaments in 

various areas, e.g. behaviours, arts, and also described the corresponding 

somatotypes. As it is useless to try to radically change these characteristics, he urged 

teachers to work with, and not against, children’s temperaments, i.e. not to try to 

foster opposite qualities. Once aware of them, the teacher can take advantage of their 

temperaments and, for example, form working groups based on them, which may help 

to increase concentration. 

Studies of temperaments also supply material for the teacher’s self-development. The 

teacher should strive to exclude extremes of temperaments in his or her own 

behaviour when dealing with pupils. This is one more reason why Steiner regarded the 

knowledge of human nature and development as a necessity for teachers. 
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2.5 The Phenomenological Method 

The main question of epistemology, the theory of knowledge, is: What kind of relation 

is there between our thoughts about objects and the objects themselves? Steiner 

dedicated his first text to the topic (“Goethe´s Theory of Knowledge: An Outline of the 

Epistemology of his Worldview“, 1886).  

Goethe and Steiner claimed that it is not possible to separate the pure sensory 

perception of an object and a thought about it. There is nothing truly like an objective 

experience of the world we live in, or perception without thought, as Cartesian science 

states. Experience is never “pure“, thought always interferes and can never be omitted 

from this process. This contradicted the scientific methods used not only in his time, 

but until the present day. It represents a different paradigm and, unfortunately, it also 

constitutes a source of possible criticism. 

Experience is where all knowledge starts, exactly where we are, with our senses, 

emotions and feelings, with the capacity of perception and attention.  The ultimate 

goal may be the ability of exact judgements, exact reasoning. 

Young people need to learn that their own experiences and observations, if 

trained properly, also hold the kind of validity all knowledge is based on. This 

means that, in school, the process by which some law of nature is found is at 

least as important as that law itself. (Templeton 166) 

That is why the Waldorf curriculum employs the phenomenological method of 

observation. It consists of three phases: 

1. Tuning-in (entering into inner relationship with the object of observation): 

at this beginning stage the teacher tries to help pupils to find their own way 

to the subject of observation - uses descriptions, lots of images, pupils’ 

emotions and interests are encouraged. Theories or formulas are not 

welcome. 

2. Experiment, observation: the stage of mere experimentation, pure 

observation, sensory experience. The more complex the experience, the 

better. The teacher can describe the experiment, but not explain it. 

3. Intellectual reflection: ideally the following day is the time for possible 

reflection. Pupils start from as detailed a description as possible, then try to 

make explanations and conclusions. They have time for generalizations, 

finding rules and formulas. They write notes, draw plans or pictures. After all 
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of the theoretical work has been done, the teacher can add possible 

connections with everyday life and the world. 

The Waldorf method always starts with experience, examples. This inductive approach 

is relevant predominantly in the natural sciences, but has possible consequences in the 

humanities and it represents important premises in the process of the choice of 

methods. Learning languages, poems and songs by heart, as well as the listening input 

experienced in the first years of school, add material for possible future structural 

analyses. Perception is the first stage. The main message is – everybody can do it this 

way. It teaches pupils to observe closely, investigate, generalize and find connections, 

which is the true basis of thought. 

 

3. Goals, Forms and Methods in General 

3.1 Goals of Waldorf Education 

We shouldn’t ask: “What does a person need to be able to do in order to fit into 

the existing social order today?” Instead we should ask: “What lives in each 

human being and what can be developed in him or her?” Only then will it be 

possible to contribute constant new forces to the existing social order. Only then 

will the existing social order always reflect the deeds of authentic people who 

have entered it. Our concern is not to mold the young generation to fit into the 

existing social order. (Rudolf Steiner in Tobias Richter 2, as translated by A. K.) 4 

The curriculum of Waldorf schools is based on Steiner´s concept of man’s development 

in terms of physical, psychical and spiritual spheres, as in his Study of Man. The stages 

of development of the child represent a platform for formulating the contents and 

approaches in individual stages of the educational process. 

As in any other Czech school it is obligatory to follow the Framework Educational 

Programme. The Association of the Waldorf Schools of the Czech Republic created a 

model document to be implemented and modified in each Czech Waldorf school 

                                                      

4
 “Nemáme se ptát, co potřebuje člověk vědět a umět pro současný sociální řád, nýbrž: Co je v člověku 
jako vloha, kterou můžeme rozvinout? Pak bude možné z dorůstající generace dodávat sociálnímu 
řádu stále nové síly. Pak bude v tomto řádu vždy žít to, co z něj utvoří plnohodnotní lidé, kteří do něj 
vstoupili, z dorůstající generace bychom neměli dělat to, co z ní chce udělat existující sociální řád“ 
(Rudolf Steiner in Tobias Richter 2). 
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individually. The main goal proposed in this document is the support of pupils’ 

individuality, which is described as free and autonomous. Students develop their 

talents, are educated towards creativity and flexibility, motivated to further their 

education and function in society in various social situations (more details in 

Dvořáková 18). 

The curriculum represents a framework. The main aim and responsibility of each 

teacher is to apply the curriculum with utmost respect to the class they teach. The 

relative freedom of the teacher is nevertheless defined. They cannot make any 

deliberate modifications. Their work plan has to be based on the close observation and 

relationship to their pupils; modifications cannot be made without a deep 

consideration of the necessity and benefit in each individual situation. 

3.2 Principles, Forms, Methods 

The summary of Waldorf principles below contains the principles most frequently 

mentioned in the scientific literature: 

The holistic approach means the development of a versatile personality. Theoretical 

instruction is complemented by practical and experiential activities; the methods try to 

address all of the senses, to inspire thinking, feeling and willing. Children of both 

genders gain experience in compulsory practical subjects such as the construction of a 

model house, agricultural work, knitting and crochet work, weaving, spinning etc. All of 

this may help them find a field in which they can succeed. 

Pupils in the 8th form prepare an evening-long theatre performance, and prepare and 

present an essay on any practical or theoretical issue they are interested in. 

Form of education: The core subjects, i.e. native language, mathematics, history and 

natural sciences are taught in so-called “block periods” or “courses”. A block period 

means that the main lesson of the day is dedicated to the same subject for a period of 

about three or four weeks. A period of one subject should be repeated at least twice in 

a school year. This organization of instruction creates periods of deeper concentration 

on one subject. 

Specialized subjects that need continuous work are taught in standard 45-minute 

lessons (foreign languages, arts, P.E., eurythmy). 

The typical structure of a “main lesson”: in Waldorf pedagogy, rhythm is viewed as 

something highly beneficial, especially for the lower forms. The teacher has to balance 
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physical, artistic and intellectual activities. The main lesson is the first one and lasts 

about 100 minutes. It consists of an introduction with rhythmical elements, an 

instructional part and a story-telling (final) part. Cross-curricular links are supported; 

no strict barriers exist between them. The teachers of the standard 45-minute lessons 

try to follow, or rather adapt, the structure of the main lesson with respect to the 

limited time span. 

Assessment: pupils are assessed verbally. The assessment is a kind of feedback, a 

report on the individual pupil’s progress. It does not have a comparative quality and it 

is not meant to be an incentive to learn. It is based on the continuous observation of 

pupils. Class teachers of the lower years have one additional task. They write the 

feedback in the form of a poem individually for each pupil. Some Waldorf schools have 

adopted the system of portfolios. This instrument is used to present what students 

have done and may contain the students’ self-assessment. 

Textbooks: it is typical that pupils do not use textbooks. The main written source of 

information is pupils’ notebooks. Note taking belongs to the final stage of the 

phenomenological method. Much care is dedicated to the keeping of notebooks. 

 

Here are the “golden rules of the Waldorf educational system”, which is the output of 

the international project “Lesson Planning in Primary and Lower Secondary Waldorf 

Schools” (Utváření výuky v 1. – 8. třídě waldorfské školy). It outlines the general 

methods of Waldorf pedagogy: 

 All contents are taught within the context of man, and his/her everyday life, 

 First do (observe doing) then try to find the principles. This rule is unacceptable 

for most adults but is nevertheless valid for children, especially in the early 

years, 

 Present the learning material through images, not ready-made formulas and 

patterns, 

 From the whole to the parts, from unity to division. This is why listening and 

speaking precedes writing, which is viewed as rather analytical. 

 The world is beautiful. As stated previously, this is the motto of children aged 7 

- 14 years, 
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 All school activities need rhythm. This corresponds to the important 

requirement of a healthy education. It is up to the teacher to find the proper 

rhythm in an individual class, 

 Be in contact with practical life, point out the possibilities of practical use, 

 Support healthy development at all school levels. 

The instruction should address not only the pupils’ intellect but also their imagination 

and heart. Cognitive processes in subjects like biology and botany are complemented 

with artistic activities such as drawing or painting. Music and arts play an important 

role because pupils can make use of their feelings and work with their inner 

experience. 

In all of the above-mentioned principles, the Waldorf educational system is child-

centred. Its key aim is the idea of the support of a healthy childhood in all its aspects. 

Such an orientation conforms with the current humanistic educational approaches. 

 

4. Participants in the Teaching-Learning Process  

As mentioned above, the social aspect is very strong in the Waldorf educational 

process.  Not only is it involved in the goals, but it is also crucial for the success of the 

process itself. The cooperation includes not only teachers and pupils, but parents 

contribute to the process as well.  

4.1 The Teacher as an Artist 

A fact repeated many times by Rudolf Steiner is that he had dreamt of a school with 

creative teachers, able to have responsibility for what they teach. Part of this 

responsibility refers to teaching pupils the content; part of it is to appeal not just to the 

intellect, but also to the imagination and the heart. That is why teachers at Waldorf 

schools are granted considerable independence in making decisions about their own 

instruction. They are viewed as artists rather than appliers of a curriculum, with the 

necessary prerequisite of personal commitment to pupils and high involvement in the 

teaching process. The teacher has the responsibility and the right to choose and apply 

methods and approaches individually in his or her classes. They can speed up or slow 

down with respect to the individual class. 
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Another specific feature of Waldorf education is that the class teacher should remain 

the same for the whole second developmental phase (ages 7 – 14). In higher years the 

class teacher does not usually teach all of the subjects but is nevertheless there to help 

with the problems and issues of individual pupils or of the class as a whole. In any case, 

the relationship is deeper and closer if the teacher remains the same. 

Teachers meet once a week at a staff meeting in order to have more discretion in 

decision-making. Many pedagogical and organizational issues are decided by mutual 

agreement. Teachers share their experiences and speak about individual pupils, their 

problems and progress. The ideal, which is not accomplished in the Czech Republic, is a 

school democratically led by a college of teachers, without a director. 

4.2 Pupils 

Whenever the instruction is not strictly lockstep with pupils sitting at their desks, it is 

necessary to set and maintain a level of social interaction in class. In the early years the 

teacher’s role is dominant. He or she creates the atmosphere and order in the 

classroom, through firm standpoints and intentions rather than through strict direct 

actions. Most of the class work is collective and a lot of behavioural problems may be 

avoided with the principle of rhythm and rhythmical activities. 

Simultaneously, the principles of cooperation, tolerance and respect to others are 

present from the very beginning, first in the teacher’s attitude and later as a working 

principle of pupils’ interaction. It is introduced, it is taken care of and it is one of the 

underlying motifs of Waldorf education. If there are problems the three parties 

(teacher/s, pupil/s and parents) participate in finding a solution. 

In upper classes, pupils are encouraged to make democratic decisions or prioritize the 

interests of the whole. Competition and comparison are not supported. Classes are not 

divided according to talents. Each pupil is unique and able to be successful in his or her 

field.  

4.3 Parents 

As the social element is of high importance, parents play a significant role. Firstly, it is 

necessary to emphasize that all Waldorf schools are born only of parents’ wishes and 

wills. They grow from the initiative of future parents and teachers. At the moment 

there are several parental initiatives in the Czech Republic. 
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In normal school life, the relationship between the school and the family tends to be 

very close. Not only does the class teacher visit the family (at least once, usually in the 

first form), to see the “living space“ of his/her pupils and to understand them better. 

Not only are there class meetings with the class teacher approximately once a month, 

but parents are invited to participate in the community life of the school. Typically, 

there are “councils of parents,“ which are legally non-profit organizations that support 

after-school activities and events (organization of public festivals, performances, 

excursions, etc.).  

The effect of such a close relationship is that whole families are involved in school life 

and spend time together. For parents it may be very demanding and time consuming, 

though. And last but not least, it is the parents’ responsibility to choose a school for 

their children. It is advisable to study information about it carefully, so as not to be 

surprised later on. 

 

5. Language Teaching in the Waldorf Educational System 

5.1 The Anthroposophical Concept of Language 

Dostal (2007) describes language as a living organism, which may be reflected as a kind 

of being. It is not primarily considered to be the invention of man, but is ascribed to an 

operating genius or spirit behind it. 

Steiner contended that the various languages express various human elements in 

particular, this being true not only of primitive tongues but of European 

languages as well. Thus the different elements of will, feelings, intellect, music, 

imagination and so on come to expression in characteristic form in the different 

languages. (Childs 182) 

On the other hand, language is viewed as a witness of how groups of language users 

(nations) or individuals specifically approach outside reality. Steiner recognized three 

basic faculties of language: the faculty to imitate natural sounds, the faculty to express 

experiences with the outside world and the faculty to express human inner states and 

movements. He dated them back to the pre-thought period of language formation.  

When trying to express their perceptions, emotions and reflections on their 

surroundings, people chose from a limited, but relatively wide continuum of sounds 
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and used some of them to express themselves. Consequently, their speech organs 

developed to accommodate certain particular pronunciations. 

Steiner did not consider the process of connecting phonemes to certain meanings 

arbitrary. He ascribed it to the capacity of the human mind to create symbols and 

images corresponding to its state, and viewed it as closely connected to the etheric 

body of man. The symbolizing process is subject to certain principles or logic similar to 

human dreams. Thus, somebody may wake up dreaming about a gunshot while a chair 

has fallen down next to the bed where they have been sleeping. Other important 

parallels may be found in the world of music where the choice of intervals suggests a 

certain range of emotions. It is somehow taken for granted that major scales evoke joy 

and cheer, minor scales bring about melancholy, sadness and sentimentality. Similarly, 

in Steiner’s theory, phonemes convey some very elemental qualities. 

Conceptual analysis may not contribute much to the understanding of the process.  

If we tried to define “what individual phonemes represent”, we would fail. We 

need to dare to explore and comprehend the non-intellectual qualities of speech, 

and this can be realized only through personal experience. Intellectual references 

are only vague indicators, but do not truly help to explain the phenomenon. The 

experience is of utmost importance, whereas the description serves as a mere 

indicator. (Dostal, Tvořivá řeč 10, as translated by A.K.) 5 

As languages were developing complex grammar systems, the conceptual meaning of 

words and sentences became prominent, and the significance of the three original 

faculties of language, along with the awareness of the expressivity of phonemes, 

gradually declined. In spite of this development, numerous examples referring to the 

original faculties may be found in, for example, onomatopoeic words like hissing or 

swishing, in which the consonants /s/, /ʃ/ recall the sound of moving air; the consonant 

/g/ in words like ugly, disgusting evokes a notion of something unpleasant; the sound 

group /əul/ as in bowl may evoke a kind of roundness of the object. Steiner’s view of 

language displays many similarities to the approach of sound symbolism. 

Steiner also mentioned differences between languages. He indicated that one source 

of difference is constituted in the distinct ways in which reality is reflected. Even in the 

                                                      

5
 “Kdybychom se snažili definovat “co vyjadřuje určitá hláska”, ztroskotáme. Tady potřebujeme odvahu 
odkrývat a chápat v zážitku mluvy její nemyšlenkové prvky, ty, které se sice dají pomocí myšlenkových 
poukazů vzdáleně naznačit, ne však doopravdy uchopit. … Důležitý bude prožitek, kdežto jakýkoli popis 
bude moci sloužit jenom za poukaz na něj” (Dostal, Tvořivá řeč 10). 
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case of the same referent, the signifying process may have differed considerably. 

Dostal (2003) presents an example of a concrete word, which was reflected from two 

different perspectives, as in the case of the Czech expression “ruka” versus the English 

“hand”. “Ruka”, as it is pronounced - two-syllable, with a vowel at the end, may 

suggest movement, possibly work; “hand” may resemble something which can hold, 

stroke, but is not so active; it is not viewed primarily as a means of faster movement or 

work, as in the case of “ruka”. Studies of this kind form the basis of speech eurythmy. 

In language teaching it represents an opportunity to compare languages. 

Language is primarily a means of communication between people. Nowadays it is too 

often reduced to the communication of ideas and emotions connected to everyday 

life, and it is has been adapted to that. Steiner viewed such a reduction of language as 

unsatisfactory and considered one of the aims of language education to allow access 

to the poetic means developed in a language. His main concern was to provide a 

means to express and communicate contents, which refer to other than everyday 

states of mind, which are bound to material existence. He aimed not only at spiritual 

or extraordinary moments and experiences, but rather at moments when people try to 

describe non-material contents like a sunset, or express their relationship to a close 

friend, and experience a lack of words. Poetic means are an option to satisfy such 

needs of communication.  

As Dostal asserts, “the very aim of poetry is to convey contents which are not 

communicable in any other way. That is why it is irreplaceable in human life. To 

view it as mere artistically adorned language represents a misunderstanding of 

the real sense of poetry. (Tvořivá řeč 6, as translated by A.K.) 6 

For this reason the Waldorf curriculum contains studies of literary traditions and poetic 

principles in literature, starting with fairy tales and legends, up to the studies of 

individual authors in the higher years. 

                                                      

6
 “V tom je také základní úkol poezie: tlumočit to, co jiným  způsobem tlumočit nelze. Proto je poezie 
pro život nenahraditelná. Kdo v ní vidí jenom řeč uměle vyzdobenou, nepochopil, co je poezie” (Dostal, 
Tvořivá řeč 6). 
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5.2 Manifestation of the Treatment of Language 

5.2.1 Productive Speech and Eurythmy 

Steiner proposed two disciplines to arouse and cultivate sensibility towards the 

imaginative expressivity of language: productive speech and eurythmy. Productive 

speech, Sprachgestaltung, is a set of exercises to practise speech, a new methodology 

of reciting and acting. Its basis is pronunciation exercises. The aim is not the technical 

perfection in pronunciation but personal experience with the character of phonemes, 

immersion in pronounced sounds, games with sounds and later more conscious and 

individualized production. These exercises are not dedicated to children, but hopefully 

children may profit from their teachers’ conscious speech. 

The second discipline is eurythmy, or literally “beautiful movement”. It is a mergence 

of language or music and movement.  

Basically, there are two kinds of eurythmy: speech-eurythmy, in which the bodily 

movements are made according to the sounds of the various vowels and 

consonants, and tone-eurythmy wherein the bodily movements are made in 

accordance with musical tones. There are definite principles involved in how the 

movements are made and the “choreography” devised, nothing is arbitrary. 

(Childs 189) 

Speech eurythmy begins with the smallest phonological units (vowels, consonants), 

continues with words and ends with whole poems or literary texts. Later, other 

associations, for example emotions, spatial orientation or colours may be employed 

and used in free artistic expression. 

Eurythmy has sometimes been called “visible music” or “visible speech” or “the art of 

the soul”. It is now practised also as a form of art therapy, and as “meaningful 

movement“ it has found its way into the Waldorf curriculum and is a subject in every 

school year with the aim of more intensive speech and music experience, improved 

pronunciation being a welcome side-effect. 

5.2.2 The Spoken Word in Instruction: the Necessity of Vivid Images 

Teachers are encouraged to use their mother tongue consciously, through all of the 

subjects. They should carefully plan what they say. Preparing their own verbal 
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material, inventing their own stories, or re-telling texts in their own words have always 

had priority over reading, let alone electronic media, especially in the lower years.  

Teachers should go to the trouble of mastering the details of whatever fairy 

stories, folk-tales, … and making them their own, immersing themselves in the 

pictorial element always present in such narrative material. When they tell the 

class a story, there is nothing coming between them, direct contact is 

maintained. (Childs 100) 

Reading is found in the Waldorf curriculum in the literary studies in higher classes. 

The aim of story-telling is to supply vivid images that can speak to the pupils’ soul, to 

arouse interest, to activate. This material should provide examples of imagery in the 

mother tongue. It is so important in Waldorf pedagogy that it constitutes one of the 

three parts of the main lesson. The Waldorf curriculum sets general topics for each 

year as follows: 

 1st form - fairy tales 

 2nd form - legends 

 3rd form - Old Testament 

 4th form - national myths 

 5th form - classical mythology (Greece, Rome) 

 6th form - stories and legends of the Middle Ages 

 7th form - stories of discoveries, travels and inventions 

 8th and 9th forms - biographies of famous people 

Story-telling may be a practical and useful means to employ when there is a 

problematic situation in the class. It is advisable to try to find or invent a story, which 

could fit and reflect the situation. Although its reason is to impart a moral to the 

children, a powerful story should never contain a moral explicitly, such as the 

explanations in the end of Aesop’s fables, and should not be explained in any way, but 

the imagery should be allowed to do its work. This is the true art of story-telling. And 

last but not least, the story time part of a lesson represents a calming down, a 

counterpart to the active part of the lesson. It is worth noting that form is also an 

object of special concern. When telling a story, the teacher should speak clearly and 

musically, with no exaggerated gestures or over-acting. 
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5.3 Native Language 

The teaching of the native language in the early years will serve as an illustration of 

how language instruction is conceived. The Waldorf approach is probably the most 

distinctive at the beginning of the learning process therefore it will be described in 

more detail. 

Listening and speaking are the prominent skills in the first three years, active listening 

especially is considered a desirable outcome. The teacher tries to present stories that 

suit his or her class. A good story arouses the imagination. After listening, pupils are 

encouraged to express their images in an artistic way, e.g. paint a picture. Pupils grasp 

the same story in many different ways. 

Speaking is represented by reciting, from chorus recitation in the beginning to 

individual recitation starting in the 3rd or 4th forms. The aim of recitation is to 

introduce language as a work of art. Children are inspired to play with language 

through various word puns and tongue twisters, which helps to train correct 

articulation. From about the 4th form, pupils are encouraged to express themselves, to 

describe their own experiences, re-tell stories previously told by the teacher and 

invent poems. 

Learning the structure of a language, even a native one, is considered a highly abstract 

activity, too demanding for children in the first years of school to approach directly. 

This is why it proceeds at a very slow pace, unlike the teaching of mathematics which, 

at this elementary level, is connected with rhythm, repetition and therefore closer to 

the children’s world. 

Writing is introduced in the 1st form. The curriculum starts with the most basic speech 

elements – vowels, consonants and the connection of spoken and written form. 

Letters as abstract forms based on cultural conventions have no significance to the 

pupils yet. To make them comprehensible, the Waldorf principle is to teach the 

abstract forms of the letters as meaningful signs deduced from pictures. The teacher is 

expected to approach the letters imaginatively, connect them with objects that 

physically resemble them, and invent a story. Arts and physical movements are 

employed, and so pupils run the forms of the letters on the classroom floor, trace 

them in the air, form the shape of some letters with their own bodies (for example T or 

Y) and paint their images. Gradually pupils are supposed to discover the abstract form 

of a letter in it and learn it. Whole first form is dedicated to this process, as well as to 
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writing only upper-case block letters. In the second form children write in lower-case 

block letters. Pupils do not start writing in cursive until as late as the third form. 

Reading is introduced as the last of four language skills. Listening and speaking are 

naturally prioritized as activities familiar to pupils. With the two other skills, writing 

precedes reading as a more physical activity, with reading being more intellectual, 

involving only eye movements and little else. This approach conforms with the Waldorf 

principle of “doing first”. Reading starts in the 2nd form when pupils try to read what 

they have written, or what they have learnt by heart. 

The first grammatical concepts come at the age of nine or ten. 

Now is the time to teach the laws of grammar, as this assists in the development 

of the new self-consciousness. With the child's newfound sense of independence 

the time is now ripe for the introduction of the rules of grammar objectively. 

Hitherto the use of language has been instinctive, and many rules unconsciously 

absorbed, and the bringing of these rules into full consciousness is one of the 

healthiest ways of developing the human understanding. (Childs 125) 

To support the practical aspect of language, the Waldorf curriculum introduces the 

writing of simple transactional letters in the 4th form and stylistics in the 6th form. 

Later come literary studies based on the literature read, and the study of poetic 

language. Drama is the topic of one block period in the 8th form. Pupils not only study 

it theoretically, but also prepare an evening-long performance, usually a classical play 

by a Czech or world playwright to be performed for parents, friends and the general 

public. 

 

6. Methodology of ELT with Focus on the 6th to 9th Forms 

6.1 General Aims of Teaching Foreign Languages 

All of the subjects in the Waldorf curriculum are derived from the fundamental aim to 

“develop the child in such a way that it may later reveal the qualities of full adulthood, 

and be able also to find its true place in the world” (Childs 182). 

Foreign languages represent an important part of the Waldorf curriculum. Two 

languages are taught, both of them from the first form. Languages are seen as a source 

of enrichment, the diversification of inner life, with a powerful formative force. They 

represent a possibility for pupils to learn how experience can be encoded differently. 
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Learning foreign languages involves a strong social and multicultural aspect. “The 

ability to operate in other languages means developing intra-cultural competence and 

broadening the pupil’s own perspective“ (Templeton 165). „Education of this kind 

would prevent children from growing up into narrow-minded nationalistically 

prejudiced adults. Instead of encouraging attitudes that ultimately separate people 

and nations from one another, tolerance and mutual understanding between nations 

should be consciously cultivated“ (Jaffke 2). 

6.2 The Main Features of Foreign Language Teaching 

Choice of languages: The choice of languages is based on pragmatic reasons, which 

may comprise tradition, the availability of teachers or other practical reasons. Most 

Czech Waldorf schools teach German and English, although the combination of two 

Germanic languages is not viewed as ideal. 

Time allocation, division of classes: In the first years of school the time allocated to 

language teaching is limited, usually 1 lesson in each language a week. It is up to the 

teachers of the two languages to deal with this task. They may teach the language as 

specified in the curriculum in full 45-minute lessons, or divide the weekly time 

allocation and teach more often in smaller time spans (for example two 20-minute 

lessons), which would better correspond to pupils’ smaller capacity of concentration at 

this age. Similarly to the main lesson subjects, they may even decide to teach the 

languages in block periods, i.e. take turns teaching only one of the languages for a 

specific time period. The pupils in a class are usually are not divided into smaller 

groups in the lower forms, which is in line with the collective character of the work.  

Specific structure of a lesson, rhythm: Rhythm is essential in Waldorf instruction, so 

the lesson should comprise parts dedicated to different types of activities, 

metaphorically described as breathing in and breathing out. Obvious opposite 

activities are physical movements and quietening down through listening or artistic 

work; switching productive and reproductive skills. Even though the language lessons 

are shorter, the structure of the main lesson is followed, so it consists of an 

introductory prayer, a rhythmical part with choral recitation often accompanied by 

movement, a working part of the lesson, and a final part with recapitulation or story-

telling. Individual parts have different importance at different ages, so the rhythmical 

part is the most important in the first three years and then its importance declines. 

The story-telling part may not be present at the beginning of the first form and also in 

the last forms of the upper secondary school. 
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Waldorf schools do not have a bell signalising the beginnings and the ends of lessons. 

The teachers employ rhythm to organize the time of the lesson. Pupils are used to it, 

they know the succession of activities and it creates a safe atmosphere which enables 

better concentration on work. 

Prayer: It is a term used for the introductory poem of the main or specialized lesson. 

The prayer of the main lesson remains the same over a longer period of time. It does 

not necessarily have to have a religious content, but it often has a spiritual one. The 

language teacher may do something similar at the beginning of a language lesson. It 

may be a poem or a song adequate to the age of the pupils. A prayer is often 

accompanied with movement in the lower years. It is a signal of the beginning of a 

lesson. A different prayer may be included at the end of the lesson to indicate the real 

end of it. 

Choral repetition: Prayers are recited chorally in all forms. Otherwise choral repetition 

is extensively used in the lower years, where it is often connected with movements. 

Speaking is first practised chorally, later individually. Choral repetition keeps pupils 

active in a relaxed, safe atmosphere. The advantage is that it stimulates memory and it 

is possible to use it from the very beginning of the first form, because no aids or 

previous knowledge are necessary.  

In teaching languages, choral repetition as well as rhythm helps pupils to remember. 

The teacher, however, has to be careful to avoid falling into a routine; he or she may 

change details or make surprising or humorous “mistakes” to ensure that pupils are 

concentrating. Both keeping and disrupting rhythm is a powerful means in language 

teaching. The teacher can employ emotions and volume (from shouting to whispering). 

As Dvořáková (2010) states, choral repetition provides an outlet for pupils too shy to 

speak individually. Pupils can recite together with their whole class or be divided into 

two or more groups, gradually ending up in individual recitation. 

Poems, songs, drama elements, performances: They represent an important source of 

language and should be present in all of the years from the 1st to the 9th forms. They 

have two main functions: to introduce poetic language and to provide language 

material for analysis in later years. It is crucial for the teacher to choose appropriate 

texts to capture their pupils’ interest, mood and capacity. 

The choral declaration of poems may gradually change into more individualized work 

on drama dialogues and sketches. Sometimes, a performance for parents is prepared, 
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or some schools organize a monthly public school performance for which all classes 

prepare a performance to represent what they have learnt in the previous month. 

Teaching aids: Waldorf pedagogy is very specific as to the question of teaching aids. 

Generally, pupils do not use textbooks and so the only source of information is the 

teacher and the notes in their notebooks. The most substantial argument is that 

teaching is considered a social activity par excellance and mechanic or electronic 

media should not interfere with it. As Childs (1991) states, Steiner strongly opposed 

teachers consulting textbooks during instruction. The most important reason was the 

professional authority of the teacher. Consciously or unconsciously, pupils want their 

teachers to be experts and not to look for information in a book. Also, it is usual that a 

textbook does not fully correspond to the teacher’s concept. 

In language teaching, using textbooks may be viewed from a slightly different 

perspective. The teacher deals with the problem of the phenomena of language 

practice. It is time consuming, sometimes even impossible, to prepare one’s own 

exercises, and cutting them out and copying them may entail a breach of copyright. 

Therefore a situation may arise when a textbook is introduced, usually in the 8th form. 

In any event, in such instruction note taking becomes highly important, and not only 

note taking, but generally the care of notebooks. The entries are prepared by the 

teacher or in cooperation with pupils who may participate in formulating rules and 

principles (the last part of the phenomenological method). The aesthetic dimension of 

the notebooks is important, pupils are instructed to number the pages, write a table of 

content at the end, and keep their notebooks as a source of information. It is advisory 

for the teacher to keep his/her own notebook, too, and write all the entries down 

himself/herself.   

Language of communication, translation into the mother tongue: Ideally only English 

is spoken in the lessons, at least with the beginners. Words are accompanied by 

movements; pupils are encouraged to match words to objects or activities in a direct 

way as in the TPR method. They learn a lot of vocabulary directly from poems with 

only general comprehension. Exact concepts come gradually and later, after acquiring 

the form. The native language may be reserved only for “emergency situations“ in 

which it is necessary to address the class directly and quickly. It is advised not to mix 

languages. In the higher forms, the teacher may consider first to discuss the content of 

a text in the native or foreign language (depending on the level of English and the 

topic) before reading, thus dividing the time for speaking in the native language and 
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the English language work. Direct translation may be employed and welcome in the 

8th form. 

Cross curricular links, teacher cooperation: Both are strongly supported in the 

Waldorf curriculum. Teachers of foreign languages in one class are advised to be in 

contact with each other as well as with the class teacher and the teachers of the main 

lesson subjects. Firstly, it is useful to monitor the progress of the grammar in the 

mother tongue. Secondly, the language teacher monitors the subjects and topics of 

the block periods and may consider introducing the same or similar topics in the 

foreign language. The advantage is that pupils are familiar with the content and do not 

need as much translation. Lastly, language may sometimes be incorporated into the 

main lesson as one of its parts, e.g. choral repetition, or may even be included as one 

of the block periods of the main lesson. 

In exceptional cases, this may lead to the implementation of the CLIL (Content and 

Language Integrated Learning) teaching method. “There is a definite tendency for 

subjects like the sciences, biology or history to be taught “immersively” in a foreign 

language for students that would like that” (Templeton 193). This decision depends on 

the development of the pupils’ language skills.  

Many of these features are recommended but not compulsory. The teacher has the 

final responsibility for his or her instruction and many variables are in play: the 

curriculum itself with its specific goals, the particular class of pupils, the teacher’s 

personality and abilities, or the context of the society. 

6.3 Teaching English to Children Aged 6 to 11 (1st to 5th Forms):  

General Outline 

“One of the first objectives is to develop a feeling for the chosen language” (Wilkinson 

122). 

The process follows similar patterns as in the acquisition of a mother tongue. It starts 

with immersion in it. Steiner speaks of the child´s capacity of imitation and absorption, 

which are the basic means of learning at the early stages. Although it has had its peak 

in the pre-school ages, it is still present even in the first years of primary school and 

can be prolonged by exclusively oral instruction. 

Another prominent feature of the early acquisition of a language is repetition – 

repeating words, word play, not necessarily meaningful but always creative. This 

principle, too, is extensively used in the lower forms. Language instruction is 
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connected to movement (poems and songs with movement), which can help to get the 

pupils involved even before they actual know the meaning of the words. Many poems, 

games and “formulaic phrases“ are used and children are invited to join the teacher in 

speaking as well as moving. Children draw, listen, speak, move, sing. The safe 

atmosphere is supportive because positive emotions are a tremendous help in 

learning, as well as rhythm. Another reason for such collective work is that most pupils 

are not willing to express themselves individually at the beginning. 

Listening and speaking are the prominent skills at this age. Reading and writing are 

introduced much later at the age of about 9 – 10 (3rd or 4th form). Some authors, e.g. 

Alec Templeton, suggest to start with writing, as is the case with the native language. 

There is a lot of spelling. By the 3rd form children should have learnt a lot of complex 

chunks of the language and idioms by heart. The teacher and the children can get back 

to the material learnt previously and can start to analyse it (try to find regularities, 

rules). Pupils practise small talks and other conversational exercises to introduce the 

practical aspect of the language, while simultanously writing transactional letters in 

the mother tongue. Learning poems and songs by heart may still be accompanied by 

movement, but the need for physical movement is fading and gradually gives way to 

inner work, the creative formation of inner images. 

The late introduction of writing and reading is in accordance with the approach in the 

native language as well as with the anthroposophical view of the stages of childhood 

development. Pupils are introduced to phenomena in their native language and only 

then can they proceed to similar concepts in foreign languages. This rule of teaching 

specific features after they have been taught in the native language is generally 

observed. 

Lessons based on repetition, listening and speaking are quite demanding to prepare. 

As Alec Templeton suggested at his course for Waldorf teachers of foreign languages in 

Prague, when planning the lessons it is advisory to consider even such details as 

children´s birthdays, or any possible irregular situation like the first snow or a new 

child in the class. Teachers should be prepared to take an unexpected direction and 

spontaneously abandon the lesson plan. Pupils are aware of the existence or non-

existence of such deeper concentration on the subject and the lesson. 
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The Distinctive Features of Early Language Education  

Language is learnt mainly through oral/aural experience. There is a lot of 

memorization. The focus of the instruction is on the imagery of language as a source of 

language enrichment and experience, and on speaking. 

 Two foreign languages from the 1st form, 

 Succession of skills – listening, speaking, writing, reading, 

 Late introduction of writing and reading, 

 Emphasis on activity, not the language, 

 Emphasis on poetic and dramatic elements, 

 Poetry is repeated in chorus by imitation, 

 Translations are avoided, 

 No textbooks. 

6.4 Teaching English to Children Aged 12 to 15 (6th to 9th Forms) 

6.4.1 General Characteristic of the Age 

The whole phase between seven and fourteen years of age (the second dentition and 

puberty) is based on speech, its perception and production. During this period pupils 

are highly sensitive to what people say; language is a powerful source of imagery and 

can enable children to be active, and not just receptive, in the world of images, which 

marks the way to active thinking at the end of school attendance. 

Up to the age of about twelve, the sixth form, the teacher may have had 

unquestionable authority. Now the pupils’ relationship to the teacher is slowly 

changing. The teacher´s new concern is to deal with often strongly expressed 

emotions, opinions, attitudes of approval or rejection. The task is to try to view it as a 

developmental necessity. A calm and firm attitude on the part of the teacher is the 

best choice to maintain authority. 

Pupils start to develop the capacity for critical thinking and logical argumentation 

based on cause and effect, or rather pupils develop a desire to master these capacities. 

The teacher´s main task is to support the development of these thinking capacities 

with appropriate school work, e.g. Alec Templeton (2007) advises to introduce topics 
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concerning the contemporary world or events, or discussions about how various 

phenomena and events are related, but on the other hand try not to mingle too much 

in pupils´ argumentations. 

Pupils seem to lose interest in learning, to have other more interesting issues to think 

of. The carefully created and trained structure of a lesson is forgotten. Individual 

talents start to be apparent, the differences between the pupils deepen. The teacher´s 

challenge is to prepare lessons with respect to individual interests of the pupils. An 

important concern is to support cooperation and let pupils help each other. 

6.4.2 Outline of the Methodology 

Grammar and Vocabulary 

Up till now, fluency strategies have been prominent; now accuracy joins with focused 

work on vocabulary and grammar. The learning process starts to be more conscious,  

texts may start to be analysed and finally translated. The phenomenological method is 

recommended for the exposition of grammar issues. The prerequisite is pupils´ wide 

language input from previous forms or years. Alec Templeton (2007) gives details 

about his work on grammar:  

1st stage: the teacher recalls the phenomenon and gives examples, while miming, 

drawing, evoking pupils’ everyday situations… until he/she is absolutely sure that 

pupils understand what the topic is. The class can also switch into Czech because they 

are used to think in it. Each child should find out or recall their own examples, 

experiences. 

2nd stage: the teacher may elicit pupils´ examples on the blackboard. Children may 

recall many strange or exceptional examples, and here the teacher has to be fully 

present to handle them, not by approving or rejecting, but trying to find the common 

features together. It is welcome if this stage is interrupted and continued during the 

next lesson. At the next lesson pupils continue with recalling, but the language 

material is now sorted out. 

3rd stage: represents looking for and formulating a rule. The process may not be 

straightforward. The real core of the teacher´s work is to let the pupils formulate the 

principle themselves and thus find their own “living concepts”. Each pupil needs a 

different time span to understand the abstraction of rules or the particular usage of a 
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word. It is impossible to make somebody understand when he or she is not prepared. 

Steiner considered this the crucial moment of Waldorf education. 

 

After the experiential part is finished, Steiner (Všeob. 133-142) insisted on the only 

output of the above process in the form of a rule. Once the phenomenon and the 

abstract concept has been linked, there should be no assistance in the form of 

examples and pupils should rely on their own memory. 

This inductive approach is definitely time consuming, but very satisfactory in terms of 

understanding the concepts. It may help to explain the main argument against using 

textbooks at Waldorf schools: they would prevent the exploration of unknown 

grammar territories, grammar discoveries, the first steps in individual thinking. 

Obviously, after finding out a rule, pupils need a lot of practise so even with having the 

above objections in mind, the teachers of 8th and 9th forms may consider using a 

textbook. An option is a grammar reference book with rules and exercises. Pupils also 

work with dictionaries. As for work with mistakes, Steiner recommended discussing 

them while letting pupils speak freely. It is the time when they often experience a lack 

of language means and so learning may be more effective. 

The specific approach to vocabulary is based on Rudolf Steiner´s linguistic concepts. 

Attention is paid to proper pronunciation, the links between the phonemes and 

concepts in the languages, and the imaginative means of language. When asked about 

vocabulary, Alec Templeton suggested that he preferred writing down vocabulary 

entries comparing at least three languages, so that attention is drawn to the linguistic 

differences or links and not drilling the corresponding term in the other language. Such 

a mechanic approach should not belong in a language class. Pupils should not get the 

impression that word-to-word translation is possible. Templeton suggests learning 

vocabulary in meaningful segments. 

Development of Skills 

The core of the work is to start working on accuracy, which may be viewed as a kind of 

habit of thinking. In all the language work on skills, grammar as well as vocabulary, this 

seems to be a new and important aim – to insist on accuracy, to show pupils the 

beauty of accurate expression. 

As Childs (1991) describes, pupils still are not able to go into deep explanations, but 

they are able and willing to discriminate between things. Description or narration 
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seem to be the proper form of expression at this age stage. Pupils are encouraged to 

speak about incidents in their everyday life. The teacher leads them to closely observe 

and accurately report. The objective is to teach pupils the difference between the 

objective description of facts and subjective evaluation and thus develop a 

discriminatory ability to recognize truth and untruth. 

Rudolf Steiner emphasised that up till the age of thirteen or fourteen, writing 

compositions should be based only on topics previously discussed with the teacher. 

The teacher is an authority and pupils produce their essays under his or her influence. 

In such a way, all of the details of the subject are made familiar and pupils may feel 

safe and supplied with sufficient language means to write the composition themselves. 

This principle is applicable up to the age of about fourteen, when the critical powers 

and the ability of objectification are developed enough to separate facts from 

fantasies. 

This requirement may come as a surprise considering that supporting the imagination 

is one of the main concerns. Childs tries to deal with the question and argues that  

very little truly original work is ever produced by children before the age of puberty. … 

Moreover, what manifests to adults as original work is very often the result of lack of 

expertise in language usage on the part of the child; the seemingly original turn of 

phrase is invariably due, not to imaginative use of language by the child, but to lack of 

skill in verbal expression. It is in the very nature of the child, at least until the age of 

ten, to imitate, to copy; to expect anything from a child of below this age which is not a 

reproduction of what has been previously seen or heard is to expect impossible. (127) 

Enclosed are two examples of the curriculum of foreign languages. The first is Tobias 

Richter´s proposal of a curriculum of foreign languages. Tobias Richter is the editor of 

the book The Educational Tasks and Content of the Steiner Waldorf Curriculum, which 

was translated into Czech and represents an important Waldorf curricular source. The 

second enclosure is an extract from the School Educational Programme of the Waldorf 

Basic School in České Budějovice.  
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PRACTICAL PART  

7. Research Study: the Distinctive Features of ELT  

in Lower Secondary Waldorf Schools 

7.1. Introduction and Research Questions 

The last part of my thesis is dedicated to my research work. Based on the objectives of 

my thesis, I decided to use a qualitative research paradigm based on the case studies 

of two Waldorf classes with two different teachers, with the aim to identify distinctive 

Waldorf features and compare the instruction of two classes. In my thesis I tried 

answer these research questions: 

1. Does Waldorf school instruction primarily concentrate on the process of 

learning and not on the outcome? 

2. What are the main features of an English lesson in a Waldorf lower 

secondary school? 

3. What are the sources of the pupils‘ motivation to study English? 

7.1.1 My Position as a Researcher 

Although I can consider myself an insider in the wider sense of the term, I am a parent 

and parents form one party in the process of Waldorf education, I cannot consider 

myself an insider with respect to the instruction. This means I participate in school 

activities, but not in the activities of the observed classes. I was also familiar to about 

one third of the pupils from the observed classes. Naturally, I was considered an 

outside element in the instruction by all pupils, but only the pupils (of the 6th form) 

who did not know me tried to show off at the beginning of my observations. 

Also, my contact with Waldorf English teachers exceeds the frame of this work. I know 

all of the teachers from previous Waldorf or Waldorf language courses. I was also in 

contact with several other language teachers at Waldorf Schools during my research, 

though these conversations are not the  topic of the thesis. 

My involvement in the researched situation inevitably brought advantages and 

disadvantages. It was advantageous that I had been in contact with the practical as 

well as with the theoretical background and so presumably could more deeply observe 
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and categorize the observed material in more detail and range, which Hendl (2005) 

describes as a wide angle lens view. The disadvantage is possible biases due to the 

personal preference of the method. In reality, I, as an insider, am a person oscillating 

between favourable and critical positions on this approach. Bearing in mind the 

threats, it is a challenge for me to include these prerequisites when interpreting the 

collected data.  

7.2 Methodology 

7.2.1 Method of Sampling 

Based on the objective of my thesis and also on the fact that the targeted population is 

quite narrow, I decided to apply the criterion sampling as the most appropriate and 

virtually the only applicable method. I determined two criteria when deciding about 

the sample:  

 forms of lower secondary school (forms six to nine), preferrably without a 

textbook, 

 I wanted to contact qualified and/or experienced teachers. 

Space accessability also played a significant role in the choice, as I needed to stay in 

contact with the respondents during a longer period of time. Under these conditions 

only two Waldorf schools comformed to my requirements. One of these schools 

started to use textbooks in the lower secondary school forms. This feature not being 

typical for Waldorf English teaching, I only asked the teacher in these classes for an 

interview to triangulate the data collected through the interviews with the teachers of 

the observed classes. 

By this process of sampling I finally restricted my sample to the classes of the Waldorf 

school in Prague 5. Out of the four classes of the lower secondary school I chose the 

6th  form and the 8th form: two classes with two different teachers to be observed 

over a longer period of time with the objective to compare the two school years, but 

also the two different teaching styles: the 6th form as a form at the beginning of the 

lower secondary school, and the 8th form where I could expect a possibility to analyse 

the results of this type of education. 



 

- 42 - 

7.2.2 Sample Description 

The sample group No. 1 comprised the pupils of the 6th and 8th forms, present at the 

observed classes. The number of participants oscillated corresponding to their absence 

at school. In the 6th form (hereafter referred to as Group A) the questionnaire was 

filled in by 25 pupils: 14 boys and 12 girls. The teacher has been teaching them since 

their 4th form. The class is known to be active, with behavioural problems. They do not 

use a textbook. It is necessary to note down that Group A has had a rich experience in 

research work as their class teacher is open to it. This experience may negatively 

influence the willingness to answer the questions. 

The 8th form (hereafter referred to as Group B), consisted of 10 girls and 2 boys (one 

language group). The class has been taught English by the same teacher since their 1st 

form. The class is very musical. They do not use a textbook. 

The sample group No. 2 was formed by the teachers. To keep the principle of 

anonymity, the teachers will be referred to by their initials. Group A is taught by the 

teacher K.S. She also teaches German and her children attend this Waldorf school. She 

is Slovak, a graduate of the Department of English and American Studies, Faculty of 

Philosophy, Comenius University in Bratislava. She is the graduate of a three-year 

Waldorf seminar in Prague, attends the summer Waldorf teacher-training course in 

Pardubice every summer, and tries to attend a yearly Deutschwoche in Berlin, which 

gives her inspiration also for English teaching. K.S. taught English in a conventional 

school (primary and lower secondary) for four years and has been teaching in the 

Waldorf school for three years, classes of both primary and lower secondary school. 

M.E., the teacher of Group B, is American with Czech roots as his mother is a Czech 

emigrant to the U.S. He is a graduate of the High School of Science, Bronx, New York. 

After spending some time in the U.K., he arrived in the Czech Republic. He started to 

teach English in Prague and got his experience through practical teaching. He first 

taught one-to-one or small groups of adults. He has been teaching at this Waldorf 

school since 2005, English in all the forms. Recently he has started teaching geometry. 

He has been attending the Waldorf seminar, Prague, and participates in regular 

meetings (Pardubice summer one-week course, annual internal meetings of Waldorf 

teachers). 

M.H. is an English teacher at the lower secondary Waldorf school in Prague 6. She 

graduated from the Faculty of Education with a degree in Russian and Czech languages 

and later gained the qualification in teaching English in the teacher-training course of 
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Akcent, a Prague language school, and also in the former Jaspex language courses. She 

has completed the three-year Waldorf seminar in Prague, and attends regular as well 

as irregular Waldorf teacher-training courses. She taught English for one year at a 

conventional school, then taught English parallelly in Waldorf and conventional 

classes. This year she is also a class teacher. She teaches English, Czech and History, 

mainly at the lower secondary school. She has been teaching in a Waldorf school for 

six years. 

I consider all three teachers as experienced ones, which was my main criteria for 

contacting them. 

7.2.3 Methods of Collecting Data 

Based on the research questions, I decided to build my research work on the following  

three methods: lesson observations, a pupils´ questionnaire and interviews with the 

teachers. 

Lesson observation 

According to Jan Hendl´s classification of observation types (2005) and bearing in mind 

my rate of participation, I would characterize my observation as overt, as the 

participants were informed about the observation openly and in advance. My position 

in the classes was that of a participant as an observer. I used observation sheets for my 

observation. I was mainly focused on the teacher´s and the pupils´ activities, their 

interaction and rapport. 

Regarding the pupils, I concentrated on the pupils being momentarily involved in the 

instruction, including their behaviour, but I could not fully cover the behaviour of all 

the pupils in the class, or only occasionally. I was interested in the teaching material 

and I noted down my unselected perceptions and reflections for future analysis.  

Method of Implementation of the Pupils´ Questionnaire 

The pupils´ questionnaire was dedicated to the pupils´ attitude toward English 

instruction and their motivation to learn. Keeping in mind the age of the participants, I 

prepared a short questionnaire with several types of simple questions. I used yes-no 

questions, a question with the Likert scale of five points, and several free response 
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questions. Open questions seemed the nearest to the Waldorf educational approach 

and so the pupils should be used to it, see the appendix No. 3.7 

The content and form of the questions in the questionnaire were discussed with both 

English teachers as well as the class teacher of Group A, and slightly modified in their 

formulations. The questionnaire was to be filled in anonymously during the lesson. 

In Group B, the questionnaire was handed out on April, 19th, 2013. It was the last 

lesson I had observed and the pupils had known me for a certain time. Twelve pupils 

were present and twelve pupils filled it in.  The pupils  were quite inquisitive and happy 

to fill it in. They had a question about the necessity of answering if they have nothing 

to say about the issue. I offered them the possibility of not answering. On average, it 

took 15 minutes. 

In Group A, the questionnaire was handed out on April, 29th, 2013 by their class 

teacher. She offered to have them fill in the questionnaire during the main lesson 

(lasting about two hours), so as not to lose time in the English lessson, which is of 

normal length. Twenty-five pupils were present, and all of them filled in the 

questionnaire.  

Interviews with the Teachers 

The last part of my research work was based on interviews with the two teachers of 

the observed classes, plus one more interview with a Waldorf English teacher from a 

different school to add another experience and triangulate the collected data. 

Triangulation represents a means of verifying information. I concentrated on the 

teaching techniques and methods, with possibl e generalizations. 

One set of questions was based on the observed lessons, but I also prepared a set of 

open questions to cover the areas of my interest. I needed to compare my reflections 

of the instruction with the reflections and experience of the teachers, and ask about 

the features which could not be observed in such a limited time span. To do so, I tried 

to save the teachers’ time dedicated to the interviews. 

 

                                                      

7
 Likert scale of five points: * Strongly agree * somewhat agree * neutral * somewhat disagree * 
strongly disagree *. More details in Gay, 179. 
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8. Lesson Observations: English Lesson at a Waldorf School 

The purpose of my thesis is to find out about the role of the instructional process as to 

the instructional outcome, as well as about the teaching techniques and aids. As such 

it seemed inevitable to start with the field observation in the classes. All the 

methodological details are included in Chapter 7.2.3, Methods of Collecting Data. After 

describing one lesson in both Group A and Group B, an analysis of the lesson structure, 

methods, teaching aids will follow in order to recognize the distinctive features of the 

Waldorf approach. In accordance with the Waldorf approach, I will divide the lesson 

description into three main parts: introductory, main and final. I decided to describe 

the teaching-learning process from two points of view, therefore my descriptions and 

comments will be completed with the teachers´ feedback in the part dedicated to their 

teaching style. 

8.1. Group A: Lesson Observation 

The observation took place on April 8th, 2013, 12:30 p.m. – 1:15 p.m. Five boys and 

five girls were present. The teacher, K. S., described the class as very lively, the only 

class in the school where she experiences problems with pupils´ behaviour. There were 

two pupils with learning disabilities.   

1. Before the beginning of the lesson, the teacher was answering various 

organizational matters and she announced a test the next week. The lesson 

started and the pupils stood up. After a routine greeting K.S. swiftly started 

to recite tongue twisters and the pupils joined in. 

How much wood would a woodchuck chuck if a woodchuck could chuck wood? 

Peter Piper picked a peck of pickled peppers. 

Which wristwatches are Swiss wristwatches? 

 They repeated them several times, speeding up, and the activity finally 

ended with individual pupils reciting them. After the tongue twisters, K.S. 

started to sing a song about King Arthur. The song was quite long, yet they 

sang it by heart. 

 Then, the teacher announced in Czech that they were going to check 

comparatives and superlatives. She reminded them of various grammar 

rules and started to call out adjectives in English. The pupils were putting 

their hands up when they knew the answer. After successful formulating 
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comparative and superlative forms and translating, they could sit down. 

Most of them were quite concentrated. 

2. No new elements were introduced in the lesson. The objective was to revise 

comparatives and superlatives. Now the pupils were sitting and the teacher 

explained the next task: “Let´s compare a car and a bike.” This was time for 

individualized oral work. The pupils were quite challenged and tried to make 

comparisons, sometimes asking the teacher to translate an adjective to 

them, for example hlučný. After they had prepared their sentence, they put 

their hands up. Many sentences were correct, if not, the teacher re-

formulated, always when an article was missing. After some time, the 

teacher changed the task to compare three objects, which they could see in 

front of them – a globe, a ball and a candle to practise the superlative. Some 

of them were trying very hard to express what they wanted. The pupils 

generally let others express themselves no matter how long it took. They 

were paying attention, listening to each other. 

 Next the teacher handed out worksheets with grammar exercises to fill in. 

There were many geographic names of mountains and rivers from all over 

the world. The teacher was not sure about the meaning of some geographic 

expressions and immediately the class became distracted. Still, they were 

quite concentrated. They filled in several gaps together and continued 

individually. Finally, the teacher elicited what they had written, and wrote it 

on the blackboard. The pupils were checking their answers with the 

blackboard. It was difficult for them and they were getting tired. 

3. After that one pupil suggested that they could play a game. The teacher let 

them decide to either play a number game or listen to her story. They 

decided to play a number game. They knew the rules because they had 

played it many times before. As they were really motivated to find out what 

the number was, they kept the noise level considerably low. They were 

putting their hands up to say numbers, were not shouting, but the thrill was 

too much for some of them. Some pupils may have been distracted but not 

many. The teacher intervened only to correct missing words; the pupils were 

trying hard to coordinate the activity themselves. 
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 It was time to finish. Some of the pupils simply packed and wanted to leave. 

The teacher insisted on ending together. She called them back and they 

greeted each other, as well as me. 

8.2. Group A: Description of the Main Features 

Interaction: The prevailing language of the lesson was English. The teacher used 

English as a means of communication and gave instructions such as “Let´s try it faster,” 

“Let´s compare a car and a bicycle,” “If you have any problems, ask your schoolmate to 

help,“ or “Whose question has not been said?” “Ready, steady, go!” Sometimes the 

teacher simply started the activity herself with the pupils joining in. The pupils were 

partly used to the English instructions, partly trying to work out the meaning. They 

seemed to react properly. Once, when the pupils were not sure about the meaning, 

they asked in Czech.  K.S. sometimes re-formulated the message or translated it. 

She nevertheless gave some important instructions in Czech (Kdo chyběl, musí si to 

dopsat. Mluví pouze ten, kdo má slovo. Založíme si kopie do sešitu.). Even though the 

immersion in English was not complete, it was the predominant feature. Once the 

communication switched to Czech, when they discussed the geographical expressions, 

the impact was quite abrupt, as if they had switched to another mode of 

communication. Their concentration disappeared and they started to chat in Czech. 

As for the teaching aids, K.S. used real objects, the blackboard and worksheets with 

exercises. They also used readers in other lessons. Without textbooks the pupils 

depended on their teacher as the only source of information, which may have 

deepened their attention. It seemed to be functioning well in this class. 

The pupils´ notebooks are worth special attention. It is the main source of information 

and they are used to writing entries carefully. They usually prepare the entries in class 

with the teacher, although the final layout is up to them. In the feedback discussion 

after the lesson, K.S. described that she also kept her own notebook with the basic 

concepts for them to write down. 

The class seemed quite playful and competitive and K.S. gave them small tasks such as 

a number game, or making up a word in Czech from individual areas (e.g. food and 

drink) for others to guess. Such individualized tasks seemed to activate their 

motivation and language skills in a more natural way than teacher-controlled revision 

of vocabulary. The problem is that such activities were often time consuming. 
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Apart from the final game which was coordinated by the pupils themselves, the lesson 

was lockstep, teacher-controlled, with the pupils sitting at their desks. Most of the 

lesson, about 30 minutes, was led orally.  

K.S. followed the recommended structure of a Waldorf lesson, though not fully. She 

dedicated nearly 20 minutes to the introductory rhythmical part but did not offer 

them any prayer. The final activity had the form of a game. The lesson was clearly 

structured, with a focused atmosphere. Together with the pupils’ natural 

pronunciation these were the prominent features of the lesson. 

Teaching Style 

K.S. is an open and organized teacher, which seemed the only applicable style in this 

class. She was fully concentrated on the subject matter and her pupils and reacted 

very fast in the event of a problem, for example a pupil losing attention or a chatty 

one. Most of the activities of her lessons were teacher-controlled; nearly all the pupils 

were given a chance to be active. On the other hand, she tried to support their 

individual work and responsibility. The pupils respected her. 

She highly appreciates rhythm and movement, which may accompany poems or 

grammar activities. As she described, children have a huge capacity for auditory and 

kinesthetic memory, and rhythm and movements may substantially help them to fixate 

some language elements. Although Group A is too old for whole-body movements, the 

pupils still enjoy “micro” movements exercised only with hands and fingers, a kind of 

minimal physical response. K.S. gave an example of learning irregular verbs 

accompanied by three different movements for three possible irregular forms 

occurring in these combinations: 1-1-1, 1-2-2, 1-2-1, 1-2-3. The connection of a 

movement and a concept is also faster than switching between two languages. 

She would like to add more artistic elements to her lessons as well as to start 

practising sketches and drama elements. In the period of my observations K.S. 

introduced dialogues. The pupils got dialogues to learn by heart in the lesson in a 

limited time span and afterwards each pair was to perform them in front of their 

classmates. The activity was difficult to organize, time-consuming and a bit chaotic, 

with some pupils forgetting their lines, some pupils speaking slowly in a machine-like 

way, and others in the “audience” prompting the lines eagerly. As she commented, the 

pupils needed time to get used to such type of work, to let each of them express 

themselves, which is more a social than a linguistic competence, but K.S. was positive 

as to the future. 
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She does not use a textbook and prefers creating the texts for her lessons herself, 

which enables her to respond to the current situation in class, but also to other 

requirements, for example cross-curricular links. She is aware of her pupils´ need to 

see their progress and therefore prepares several tests a year. She included many 

different types of activities in her lessons: songs, games, drilling rhythmical elements, 

small individualized tasks but also highly controlled written work on grammar. All of 

them seemed to have a common denominator – the need to be relevant to her pupils. 

Her lessons were based on a set succession of activities, which created a secure 

atmosphere and space for the pupils’ more individualized expression. K.S. mentioned 

later that she considered the atmosphere of safe social interactions, as well as the 

establishing of a good rapport, vital for the success of the learning process.  

8.3. Group B: Lesson Observation 

The observation took place on April 10th, 2013, 1:25 p.m. – 2:10 p.m. Nine girls and 

two boys were present. The teacher described the class as open and generally willing 

to work. The pupils were relaxed, with several active (and chatty) girls. Sometimes they 

seemed cheeky, often inquisitive and rarely absent-minded. Several pupils were very 

shy and about two nearly passive. As to the interaction, they were a bit reserved but 

still their teacher seemed an indisputable authority for them, as a native speaker, 

source of real information, and probably also a helpful person who thinks positively 

about them. 

1. After the greeting, the teacher started to recite the initial poem. The pupils 

joined in, a bit hesitantly. This was a long-term initial poem, and did not 

need any comments. 

Substance of Earth, 

Essence of light, 

Grace of heaven, 

In us unite. 

 The second one was a spring poem, which had been introduced to them in 

the last lesson. The text was written on the blackboard, see the appendix 5. 

The teacher recited it line by line, the pupils repeated. After the pupils´ 

attempt to persuade the teacher to sing another song, they started singing 

the new song known from the previous lesson. First, the teacher sang the 

song alone but was not totally sure about some parts of the tune. They were 
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listening, they laughed a bit and applauded him. After, the teacher read the 

lyrics line by line with the pupils repeating after him. 

 The atmosphere was very relaxed and the pupils started to discuss the 

vocabulary of the poem and the song, with interest, a bit cheekily. They 

discussed garden work and herb vocabulary, asked the teacher about some 

terms, e.g. chives.  M.E. wanted to explain to them the expression “wave of 

green”. First he elicited their ideas, then continued to describe the image in 

English, with occasional Czech words. They seemed to get the general image. 

2. “Take out the text about the family outing,” M.E. started to check the 

vocabulary and spatial expressions: “Where is the camp stove?” “What is she 

holding?” He wrote some other expressions on the blackboard, the pupils 

copied them into their notebooks. He was naturally switching from one 

language to the other, but English prevailed. 

 Now the task was to copy ten replies from the blackboard. 

 1. On weekends. 

 2. Only when the weather is nice. 

 3. She’s 12 and he’s 11. 

 4. They like to fish, swim or go canoeing. 

 5. Yes, they’ve become expert campers. 

 6. She likes long walks in the woods. 

 7. They bought it last year. 

 8. Because it makes camping easier. 

 9. It sleeps four people. 

 10. Yes, it has a kitchen and a bathroom. 

 While copying, there was total quiet, later the pupils started humming the 

new song. M.E. encouraged them to form the questions. It was difficult so 

they checked it often. He always made them read the text until the part 

containing the relevant information. While they were forming the questions, 

M.E. reminded them of various grammar features (Co je to za čas?). The 

pupils occasionally asked about the meaning of some words. Some 

expressions were successfully explained, half in English, half in Czech (be 

fond of), some not (to please somebody). This could be easily seen because 

whenever they lost track, they started to chat. It began to be tiring after 

twenty minutes. 
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 M.E. asked them to shut their notebooks and say something that they 

remembered from the text. They were putting their hands up and saying 

sentences. Some of them even read them from their notebooks, which was 

not a problem for their teacher. 

3. M.E. reminded them of a dictation they were going to write on Friday and 

asked them to stand up, which they were a bit reluctant to do, and they 

ended the lesson reciting the final poem. 

To see a world in a grain of sand, 

And a heaven in a wild flower, 

Hold infinity in the palm of your hand, 

And eternity in an hour. 

8.4. Group B: Description of the Main Features 

Interaction: M.E. grew up in the U.S.A, so his English is authentic. He does not teach 

English communication, he practises it. In such a natural language situation he did not 

insist on “English only” and tended to switch between both languages, but English was 

dominant. The communicative situation in Group B was a bit difficult, they either 

spoke too much in Czech or did not speak at all. But generally it was possible to engage 

them in a discussion over the text. Most of the class interaction was of a teacher-

students type. 

Teacher-controlled work on the text: Grammar and vocabulary work was integrated in 

the work on the text so the main focus was on the text, understanding the text, the 

ability to speak about it. The text called “Family Outing” was quite short. They started 

with reading, a discussion of the vocabulary and the description of the picture. Many 

different activities followed, such as answering the teacher’s questions, forming 

questions, recalling moments of the text, a dictation. The last activity was a dialogue 

about holidays based on a set of questions. The text was worked on for about a week. 

As I saw in my observations, the text was discussed so much they must have learnt it 

nearly by heart. I assume this approach may give the pupils the opportunity to feel 

confident. When working with the text, M.E.´s method resembled the direct method 

with asking questions and answering them in full sentences. 

Vocabulary work: They did not do translations of the whole text, only re-telling a story 

in Czech afterwards. M.E. wrote down new vocabulary on the blackboard. The pupils 

were to find it in the text, guess the meaning and finally the words were translated. 
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The pupils occasionally asked about the meaning of words. Some expressions were 

successfully explained (be fond of), some not (to please somebody). The reason was 

that this new meaning interfered with the old one (please x to please). They got the 

explanation in English but not all the pupils picked it up. As I noticed, they simply tried 

to integrate the new explanation somehow. It seemed that they had developed a 

certain tolerance towards ambiguity – they accepted the fact that English has different 

concepts, which cannot always be grasped through one to one translation. 

Poetry, imagery: When M.E. introduced a new poem or song, he first wanted pupils to 

experience it. He wrote lyrics on the blackboard but more importantly, he recited or 

sang it himself. Next day he read it again, now pupils joined in and repeated it line by 

line. They discussed the vocabulary and grammar. Next day he omitted some 

expressions of the text and let pupils fill in. Finally they wrote down the lyrics into their 

notebooks. By doing this he followed the Waldorf approach of experience first. 

Some of the poems which they recited were not primarily educative, but parts of real 

literary pieces, with quite difficult messages. He was trying to explain the vocabulary 

meaning as well as the imagery behind it, including concepts such as infinity, eternity. 

In these explanations the pupils were immersed in real language. It didn’t matter that 

the class sometimes switched into Czech. But often they were not given a Czech 

equivalent and had to guess, which they seemingly succeeded to do. In the observed 

lesson, he was explaining to them the expression of green wave. Though the image is 

the same in Czech, it was poetic to listen about waving grass under a blowing wind. 

This was not the utilitarian language of classroom, it was the language of imagery, 

which may open access to genuine language concepts. 

To sum up, the observed lesson was lockstep, teacher-controlled. The interesting 

feature of the lesson was the introductory and final poems. The lesson proceeded 

from a collective beginning with reciting and singing, to individualized writing work. 

Even though not all the pupils spoke individually, everybody could speak in the 

collective part of the lesson, which may be the advantage of this form of instruction. 

This also may be the reason why the pronunciation was surprisingly natural. For most 

of the lesson, the pupils paid spontaneous attention, which may be connected with the 

prevailing oral feature of the instruction and working without textbooks. If they had 

not been concentrated, they would have been lost. Still, the overall atmosphere was 

not so focused as in Group A. 
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Teaching Style 

M.E. had absolute authority in the language sphere and he has experience in what 

Czech learners need. As he commented, he wants to lead his pupils towards language 

confidence and competence. He characterized his style in the following words: 

The style which I consciously consider my personal style is based on the 

sensitivity to the individual, listening to them and trying to find what they need, 

what is their weakness. I have the curriculum but often it is more like therapy. 

It´s a process of really listening to them and of course making learning 

interesting, being able to ask interesting questions, to make them forget that 

they are weak. 

One of M.E.´s main focuses was on communication. As he described in the interview, 

his approach to communication had changed. Originally, he had a grammarian 

approach and insisted on at least a short answer, now he heads toward real 

communication and nearly any reply, even nodding, is acceptable and often nearer to 

real communication. In this respect M.E.´s big concern was namely question formation. 

He considers it vital to train it until it is nearly instinctive. 

In the feedback M.E. explained that he combines communicative activities with the 

recitation of poems. This may provide material to nourish the pupils’ imagination, 

which is considered an important aspect in Waldorf pedagogy. Although recitation is 

not viewed as a communicative activity, it brings about the opportunity to practise 

language: 

I give them a very short poem and I get them from speaking like a machine , 

reading one word after another, to the point when they recite it with rhythm, 

melody and fluency. Then I try to increase their confidence by letting them hear 

themselves speaking or using English in a way that actually sounds like English. 

This is something like a preparatory technique to get them to feel English. 

M.E. combined controlled concentrated work with poems and imagery explanations 

and generally tended to integrate work on different language elements together as the 

class came across them, so while reciting a poem, singing a song or reading a text, he 

often drew attention to grammar, pronunciation or other ad hoc aspects. 

M.E.’s lessons were quite relaxed but on the other hand he is far from being a sheer 

entertainer, which may be an easy choice for a native speaker. On the scale of a 

teacher’s interactive styles set by P. Gavora (2005) M.E. could be described as a helpful 
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and understanding teacher. Sometimes he seemed not to be a good organizer. He did 

not need to be reproaching or unsatisfied, nor was he strict, which may both be 

personal as well as cultural features. 

8.5. Final Comments 

To conclude the observation part, I would like to sum up the techniques prominent in 

the lessons, some of which may be recognized as Waldorf techniques. Some of them 

were intently chosen, some, such as lockstep, teacher-controlled instruction are the 

results of compromises, which the teachers have to make based on the concrete 

situation, time availability, curriculum, children and the teacher’s own personality and 

abilities. 

It seems I could not choose two more different teachers in terms of their personal 

styles. I tried to recognize similarities and differences in their approaches. M.E.´s is a 

more relaxed, more diverse approach containing poems and language imagery versus 

K.S.’s more focused approach with more cross-curricular links, games, tests, 

homework. 

I recognized several similarities: they both use teacher-controlled, learner-centred 

work, they do not use textbooks and pay high attention to note taking. They use 

abridged readers or photocopies. Their pupils respect them. 

The most prominent common features of the pupils were their nice pronunciation and 

concentration on work. During my observation time I was trying to recognize the most 

distinctive features of Waldorf instruction. This formed the basis of my interviews with 

the teachers and can be found in Chapter 10. 

 

9. Pupils´ Questionnaire: Pupils´ Attitude Towards English 

Instruction 

The questionnaire was aimed at the pupils´ motivation to learn English as well as their 

attitude to the language and the instruction. Without entering into a discussion on 

what motivation is, it suffices to state the definition as in Harmer:  

Motivation is some kind of internal drive which pushes someone to do things in 

order to achieve something.” As he states later on the same page, “children’s 
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goals … are often more amorphous and less easy to describe, but they can be 

very powerful. (98) 

9.1. The Motivational Characteristics of Waldorf Education 

Waldorf schools lack some of the main extrinsic incentives of today’s education. The 

very basis of the Waldorf approach is to give pupils time to arouse inner forces and 

motivation towards learning and not to connect it with extrinsic ones. The annual 

assessment of pupils is neither a criterion-referenced one, nor is it based on marks. On 

the contrary, it is verbal and tends to assess the achievements and efforts in the 

subjects. Mistakes and errors are means of learning; they may be reflected as small 

efforts in a subject, but not as a direct assessment measure. It is not usual to repeat a 

year of school. The Waldorf approach avoids competition as well as the direct 

comparison of pupils in a class. 

9.2. Presentation and Summary of the Pupils´ Responses 

Extrinsic Motivation 

Do you think you will need English in your future life? 

 total no. of 
respondents 

strongly 
agree 

Agree neutral disagree strongly 
disagree 

Group A 25 18 4 3 - - 

Group B 12 12 - - - - 

Tab 1: Results of the questionnaire: Importance of English 

 

“It´s a must to speak English today!” (Group B)8 

All of the pupils of Group B acknowledged that they consider the knowledge of English 

highly important. Ten pupils out of twelve added their comments: “English is 

important,” “I think everybody should speak English today.” Repeated reasons were 

travelling; working abroad was mentioned once. One pupil even stated an integrative 

                                                      

8
 All pupils’ statements translated by A.K. 
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reason (“I’d like to move abroad in future”), and an intrinsic one (“I’d like to speak 

perfect English”). 

The answers in Group A were more uniform. 13 (out of 25) pupils did not add any 

details. Apart from one pupil who wants to be a programmer, the only reason written 

down was communication and/or travelling. This may indicate that they still do not see 

any personal perspectives or have no personal prospects for the future. 

Intrinsic Motivation 

In the evaluation of the intrinsic reasons I will consider reasons connected with pupils´ 

affects, attitudes towards learning, their evaluation of activities, and the general type 

of work they enjoy or lack. This approach is based on Jeremy Harmer´s (2007) 

classification of intrinsic motivation. 

General Attitude: Satisfaction or Dissatisfaction 

Questions Group A Group B 

yes both no yes both no 

Do you have friends at conventional schools? 25 - - 12 - - 

Do you discuss school? 19 - - 10 - - 

Do you like your English lessons? 18 7 -   9 2 1 

Total number of respondents 25 12 

Tab 2: Results of the questionnaire: General attitude 

 

The initial questions were dedicated to the general attitude but also offered a 

possibility to compare. In their responses, the pupils commented upon the issues they 

considered the most prominent. The only comments on the Waldorf approach came 

from Group B:  

“I think the Waldorf approach is better because the teachers have no problem 

explaining anything repeatedly if the pupils need it.”  

One opinion was not directly critical but expressed a lack of something: “I like some 

things but in my opinion the system of conventional schools is better in some aspects.” 

In one case a pupil expressed dissatisfaction: “I do not like my English lessons, I learn 

more effectively with my grandma. I lack textbooks and marks.” 
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The reasons of satisfaction or dissatisfaction varied but can generally be divided into 

three groups: 

1. Teacher and his/her style, 

2. Personal reasons, 

3. Social reasons. 

Seven respondents in Group B liked the teacher or enjoyed his teaching style, two 

pupils stated personal reasons (“It depends on my mood,” “I am not good at English.”). 

One pupil expressed a negative attitude, and the rest did not comment on the 

question. 

In Group A, the prevailing reason for satisfaction (9) was their teacher. The reasons for 

dissatisfaction were personal, mostly tiredness, or social, namely behavioural 

problems and the noisiness of the classmates (“The boys are naughty and noisy and I 

cannot concentrate,“ “I am sometimes tired and noisy!”). No criticism was involved. 

To sum up the responses, the pupils were satisfied, with some objections. Apart from 

personal reasons, Group B mentioned behavioural problems and a lack of quiet, which 

are somehow typical for this class. The issue to consider is the pupils’ tiredness, which 

may be caused by the late timing of their lessons or learning disabilities and disorders. 
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Interesting Activities in the English Lesson in Succession of Popularity 

Types of activities  
in the lesson 

Group A Group B 

No. of 
positive 

responses 

Succession 
(1 – 10) 

No. of 
positive 

responses 

Succession 
(1 – 7) 

 

Games 22 1st 5 4th 

Tongue twisters 22 1st 3 6th 

Dialogues 18 2nd 8 2nd 

Drama activities 18 2nd 3 6th 

Vocabulary revision 14 3rd 3 6th 

Songs 13 4th 8 2nd 

The teacher’s story-telling 11 5th 2 7th 

Note taking 11 5th 5 4th 

Vocabulary work 10 6th 6 3rd 

Writing stories   9 7th 4 5th 

Poems   9 7th 2 7th 

Reading books   7 8th 10.5 1st 

Grammar   6 9th 5 4th 

Something else   1 10th 0 - 

Nothing   0 - 0 - 

Tab 3: Results of questionnaire: Popular activities 

“I enjoy the activity if I understand it.”(Group B) 

“I enjoy forming sentences in all the tenses.” (Group B) 

“I enjoy reading books, vocabulary work, songs and much more!” (Group B)  

“I like preparing dialogues outside the building.” (The pupils of Group A who are 

not naughty may go out to the garden while preparing the dialogues.) 

The only negative undertone came from Group B: “I like reading books because it is 

fun, at least there is always something we really learn.” 
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In analyses of the popular activities, several variables may be recognized: the 

individual choice, the teacher’s general influence (what he considers important and 

how he presents it), the developmental influence (maturity of the pupils) and probably 

also current activities in the lessons. 

It seems that Group B evaluated the activities with respect to all the school years and 

not only to the current one. From the activities not present in their lessons this year 

games got a high rating, while the memory of tongue twisters and drama activities 

were not so favourable. The favourite of Group B is reading books, which may be 

explained in several ways. It may correlate to their need to increase vocabulary, which 

they repeatedly expressed in the questionnaire. In a developmental sense, the pupils 

may start to appreciate more individualized or introvert activities. The popularity of 

the dialogues contradicts this, though. Dialogues were very popular also in Group A, 

which is understandable because it was the currently introduced element of their 

lessons. But maybe pupils are generally fond of dialogues as they represent an 

opportunity for more relaxed and personalized practical language work. 

Songs and poems belong to the activities which have been present in classes from the 

very beginning. Surprisingly, they ended on a totally contradictory rank in Group B. In 

deeper analyses the popularity of songs may be explained in two ways. As said before, 

songs are ever-present in Waldorf schools, which may be confirmed by their relatively 

good position in Group A. Secondly, Group B is simply fond of music. During my 

observations, they not only sang, but spontaneously accompanied the songs with the 

recorder and piano, and continued during their break. 

Apart from songs and dialogues, Group B seems to prefer “serious work on language 

development” (reading books, vocabulary work, grammar, note taking).  

Contrarily, the popular activities of Group A are headed by games and tongue twisters 

and followed by dialogues and drama activities, vocabulary revision and songs. It 

seems that Group A wants to enjoy learning English in class without much individual 

work and learning. 
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Activities Which the Pupils Do not Enjoy, Which They Are Bored with, Which 

They Lack 

Only about 50 % of the pupils commented on the least popular activities (5 pupils of 

Group B and 16 of Group A) and, apart from some exceptions, there was not much 

accord in that. Group B included personal reasons, which correspond to their age, and 

also their supposed higher level of English: 

“It’s embarrassing for me.” (Group B) 

“I often do not manage.” (Group B) 

“I do not like vocabulary revision but it is impossible to learn a language without 

it.” (Group A) 

It is possible to deduce that Group A writes tests and therefore does not like them. 

Apart from writing tests, the respondents in Group A mentioned reading (5x), 

grammar, vocabulary, but also songs and poems (2 points respectively). The least 

popular activities in Group B are songs and poems (2 points both). Is it possible that 

even such small numbers fit the general tendencies towards “more serious work” in 

Group B and more playful elements in Group A? 

Nearly the whole Group B (10 pupils out of 12) felt strongly about answering the 

question “What do you lack in your English lessons?”, though four with only a short 

negative response (I don’t lack anything.) 

“I lack textbooks and also assessment with marks.” (Group B) 

“I lack homework and more intensive home preparation.” (Group B) 

“I lack going out and going to the theatres.” (Group A) 

One pupil of Group B would evidently prefer different kind of work (with a textbook). 

The others nearly in accord called for more vocabulary work. 

This type of question did not seem relevant in Group A and only half of them 

responded. Again, the item mentioned most often was vocabulary, but it is necessary 

to bear in mind that vocabulary was also a relatively appreciated activity of this form. 

The specific feature of Group A is the behavioural problems, which was reflected by 

three pupils as a demand for more peace and quiet in the class. 

The responses to the last open question: “When do you most often lose attention?” 

are again a specimen of the age difference between the two forms, especially because 



 

- 61 - 

of the accompanying comments in Group B. Eleven pupils of Group B responded, with 

nearly eleven different answers. I would distinguish several types of reasons: 

 The activity is not considered useful (poems, tongue twisters, songs: 4x) 

 The activity is tiring and not interesting enough (note taking, forming sentences 

the teacher’s story-telling: 3x) 

 Pupil’s lack of knowledge (re-telling texts): 1x 

 The activity is annoying (repeatedly explained issues: 1x) 

18 pupils responded to the question in Group A. Similarly to Group B, the responses 

are very varied with one exception: eight pupils were in accord on the same item – 

reading books. The interpretation does not have to be only the negative attitude, 

though: 

“I lose attention while reading books, I am interested, though.” 

9.3. Comments 

In their responses, especially to the open questions, some information was repeated to 

finally construct two different images. The following section will summarize what the 

pupils revealed about themselves in the questionnaires. 

Group A 

The difference in age between the two forms was obvious at first sight. Many of the 

pupils responded by merely copying the offered terms without adding their reflections. 

The responses were generally in favour of their teacher, nine pupils stated her as the 

source of the popularity of English among them. Most of the pupils who responded 

consider English important. They repeatedly mentioned the social element, namely the 

atmosphere in their classes and characterized themselves as noisy, with behavioural 

problems.  

Group A likes playful activities such as games, tongue twisters, but also vocabulary 

revision, which has the form of a rhythmical activity and may be perceived as a 

competitive game, or dialogues, which was the brand new activity in their lessons. 

They agreed on the dislike of reading books. 
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Group B 

The pupils seemed open and willing to answer the questions, they added details and 

their own opinions. Many of them understood the questionnaire as an evaluation of 

the Waldorf system as a whole as well as of their teacher. All but one answered in 

favour of the Waldorf system. They are generally fond of English and this kind of work, 

but find some typical Waldorf activities like poems a bit boring, maybe useless, and 

would welcome more intensive work, which they expressed as not sufficient 

vocabulary work. 

The class proved to be very musical, its most prominent features are: they like reading 

books, singing, but also games, although they do not play them in their lessons any 

more. They comparatively often stated personal reasons such as embarrassment, lack 

of knowledge.  

M. E.´s Comment on the Need for More Intensive Vocabulary Work in Group B 

In his feedback M.E. contemplated on the need for more intensive and “real” language 

work. For him, the intensive work means working with a text or a picture, a situation, a 

story, an image, being able to talk about it. For the pupils, it may mean writing down 

rules, lists of vocabulary. M.E. added that in the field of vocabulary, his bigger concern 

is fluency and described his work on fluency, where repetition plays important role: 

I think the point is not always to learn something new, but to use the language, 

even if we’ve done it already five times. When I meet somebody in the street and 

give directions, I also repeat the same thing many times. I use the same 

vocabulary because they know all the words and then they can stop thinking 

about the meaning of individual words and can think of communication.  I very 

often repeat the same words and those words which they know, they know really 

well. But they don’t know many words when they get specific, we have never had 

a lesson with lists of specific vocabulary. We learn vocabulary through literature, 

when they come across a new word we explain it. 

He agreed that with his approach they may feel a lack of systematic vocabulary work, 

but he doubts if such work is necessary or helpful. Still, such general pupils´ tendency 

towards accuracy is worth reconsidering. 
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9.4. Conclusion 

The questionnaire may not have fully answered the questions concerning the main 

type of motivation of each pupil, but it surveyed the attitude towards elements 

present in the lessons. The questions no. 1 – 6 showed how the pupils like the English 

lessons. In question 5 most of them did not use the possibility to express their dislike. 

Open questions targeted at negative experience or missing elements were a real 

challenge for some pupils of Group A, which shows such types of question may not yet 

be relevant at this age. 

An age difference of 12 to 14 years of age seems to be the most prominent variable. 

The responses of Group B tend to be more personalized, with a desire for “real 

learning” and reading books, whereas the responses of Group A seem to reflect more 

the momentary situation, the joy of playful activities and are based on the offered 

options. Apart from the age difference, the other variables may refer to the teachers´ 

styles, the current activities in the lessons and the momentary popularity of the 

Waldorf system among them. 

The pupils were generally satisfied with the activities in their lessons, with one 

exception: a lot of them lacked systematic vocabulary learning. Vocabulary seemed to 

be drawing attention, both positively and negatively, maybe because when pupils want 

to express their ideas, they often experience a lack of vocabulary. Therefore, the desire 

to improve their vocabulary may be understood as a sense of lack of language 

competence or the need for more accurate work. It may also correspond to the need 

for more agency, as described by J. Harmer: “When students have agency, they get to 

make some of the decisions about what is going on, and, as a consequence, they take 

some responsibility for their learning“ (103). 

When they mentioned their teachers, both groups viewed them as people who care 

about them but also acknowledged them as professional authorities, especially Group 

A seem to like English because of their teacher and simply ticked as popular most of 

the activities presented by her. Such standpoints should not be surprising, bearing in 

mind that the building of a stable rapport is one of the focuses of Waldorf education, 

as well as finding the activities relevant to the age and the class itself. Such an 

approach should reflect the pupils’ motivation, as the responses proved. 

Even though it is impossible to generalize with such a small numbers of respondents, 

some tendencies repeated in the responses to the individual questions may be traced. 

Nearly all pupils consider English important, all but one like their English lessons. The 
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attitudes towards individual activities and methods differ so much that a 

generalization may be made only with respect to the group in question. Satisfaction or 

a positive attitude seems natural and ever-present and would be worth comparing 

with a class in a conventional school in order to make any generalizations. 

 

10.  The Teachers´ Approach to the Selected Topics: Summary of 

the Interviews 

Chapter 8 was devoted to the description of individual features as observed in the 

lessons. In the present chapter I will exemplify the Waldorf approach to ELT in several 

cases, as reflected in the interviews with the teachers. I selected several features 

which I have found methodologically distinctive. I intentionally chose just several of 

them to illustrate the general approach of the teachers, which as I suppose may be 

applicable in other situations, too. 

A Waldorf lesson has a set basic structure which starts with rhythmical elements, often 

recitation of poems or singing songs. This part of the lesson is often dedicated to 

revision or artistic elements. It is followed by the learning part concentrated on new 

elements, with observation, note taking, individual practise; and the last part 

represents closing sections, and often consists of story-telling. The lesson proceeds 

from collective and speaking activities to individual activities. In individual school years 

the content of the parts may change substantially, but the interviewed teachers more 

or less follow it as it represents a lesson plan familiar to the pupils, and thus provides a 

safe atmosphere which may be viewed as a prerequisite to effective learning. 

Both observed classes worked without a textbook. This topic will serve as an example 

of how the Waldorf teacher decides and chooses teaching techniques and aids. All 

three teachers independently prefer to work without a textbook in the primary school 

years. However, the teaching strategies change in the lower secondary school, mainly 

because of the methodological need of wider sources for language practice. M.E. 

expressed his opinion: 

Working with texts would probably be a good method but in that case you´d 

really need a broad source of texts, a collection specific for teaching certain 

vocabulary. For me this is the core of the problem of not having a textbook. …. I 

am controversial, but I think we should have a Waldorf textbook, for example a 

collection of texts and activities. This is not a popular opinion because teachers 
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always say that each teacher is different and they want to collect their own 

material. 

It has to be added that the teachers use sets of abridged readers and there are also 

Waldorf resource books, which are mostly focused on the support of the artistic 

feature, but not the practice of the language. 

Surprisingly I found out that one of the interviewed teachers uses a textbook. M.H. 

described that she had finally decided to use a textbook and also had found one which 

was acceptable for her. Now she introduces the textbook from the 6th form on. There 

were two major reasons for this decision: parents needed to know what their children 

were doing at school, and the pupils´ notebooks. The pupils often did not write the 

entries carefully, or were absent from school, did not complete their notes on 

returning to school, and subsequently did not know what to learn, the last being the 

decisive reason for her. With the textbook her challenges have changed, so now she 

has to keep in mind and stress the artistic and creative elements in class. She 

nevertheless admitted that there is much less time left for adding something extra to 

the lesson and also less possibilities for the cross-curricular links. 

I realized that working without a textbook is not as set in stone as it seemed. All three 

Waldorf teachers did not take it like that, anyway. Teaching is constituted by the social 

interaction of the teacher and pupils, it is an encounter of people in unique situations 

and as such the Waldorf teacher is granted full responsibility for his or her instruction 

as to the applied techniques, methods and aids, obviously within the framework of the 

compulsory curriculum requirements. As M.H. summarized: 

Each class is different and so must be the teacher´s methods. The choice of 

methods, aids, activities always depends on how much the teacher is convinced 

about using them. The teacher has to have inner convictions about it. Also, it is 

necessary for him or her to be aware of how the pupils react to individual types of 

activities. 

Therefore many of them view the conventional textbooks with the ready-made 

options as limiting. But, without a textbook the teacher is the only source of language, 

which may be quite demanding. 

As M.H. indicated, one of the teacher´s important tasks is to help pupils to organize 

their notes so that they could use them. “Note  taking” here means writing down rules 

or vocabulary to form a kind of reference book. Formerly, I considered note taking a 

distinctive but rather subsidiary issue until I realized that it does not comprise of only 
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writing notes, but also organizing work and ideas. Pupils do not write their entries so 

often but when they do, it should follow the phenomenological method. The teacher´s 

challenge is not only to create a habit of focused observation, abstraction, and the 

ability to write down entries; but he/she should also insist on the diligent treatment of 

the notebooks. K.S. explained how the phenomenological method may work in ELT: 

The process of learning a rule ideally starts orally and unconsciously in early years 

of education with learning it through poems by heart. From the 4th form on the 

pupils try to recall the learnt examples and deduce the rules, or we work with a 

text. I prepare my own general outline of the grammar in advance but wait to 

formulate a rule together with the pupils so that it makes sense to them. The 

pupils are quite cooperative in that. After the deduction they write down the 

grammar entries in their special grammar books. The final entries do not have 

the form of an abstract grammar concept; the pupils use various mnemonic 

symbols, for example colourful dots to make it easier to remember. 

K.S. allows her pupils to discover the rules themselves although such a process takes a 

lot of time. Better time disponibility seems to be also one of the consequences of not 

having a textbook. 

The absorbed language input consists mostly of poems, songs, tongue twisters so the 

language is not communicative but rhythmical, playful, even meaningless. Thus, the 

pupils learn authentic language structures, but also may enjoy the language in its 

poetic function.   M.E. metaphorically described the input as a “bank of examples”, or 

an “audio textbook”: 

Poems and songs learnt in previous years are stored in a kind of a bank full of 

what they know, though they don´t know why it is that way. They have it deep 

inside, as a reference. 

Later, when he wants to introduce a new grammar point or when someone makes a 

mistake, M.E. sometimes simply starts reciting the poem containing the correct form, 

and need not explain more because the pupils remember it. This is an advantage of 

continuous work with the same teacher for several years. 

K. S., who has also taught at a conventional school and is able to compare the systems, 

thinks the Waldorf teaching method is more effective: 

My experience with the conventional intellectual way of explaining grammar 

rules, for example questions, was quite negative, because pupils were not able to 

use the rules in free communication. Now my 6th form is making slow but steady 
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progress in question forming. They are able to make questions which they have 

previously learnt through dialogues or poems. 

Collective recitation is also a tremendous pronunciation aid and the most probable 

reason of the pupils´ natural pronunciation. 

I was trying to find a common denominator for one feature, which was present in the 

lessons of both observed classes and seemed to be consciously supported by both 

teachers. It may be called economical use of sources, here the oral input and 

worksheets. Firstly, the oral input is used in various ways. It may be recalled and used 

again after several years of learning, once as a joyful activity, later as the material to 

analyse, or to improve the rhythm, intonation in a more conscious way, as M.H. 

described. 

The second point concerns the use of copied material. As M.E. told me, he had learnt 

to make maximal use of copied materials, which also comprises careful treatment of it. 

If he prepares worksheets, he oversees that the pupils stick them to their notebooks. 

In this way the worksheets make sense. In the past when he was not so experienced, 

he was unhappy about copied material ending in the waste bins after the lesson. Once 

he has copied a text he tries to make maximal use of it. I would call his style as the 

maximal use of minimal material. 

During the interviews with the teachers I realized that often it is not the technique but 

the teacher´s attitude, which is distinctive. The teacher is obliged to meet the 

requirements of the curriculum, the developmental needs of the pupils, as reflected in 

the Waldorf methodology, including  the context elements such as cross-curricular 

links. Although the interviewed teachers differed in their styles all of them insisted on 

the necessity to choose the lesson elements based on the pupils, with concern to the 

developmental needs and the situation. 
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11. Conclusion 

This thesis deals with the methodology of ELT in Waldorf (Steiner) schools with a focus 

on forms 6 - 9 (lower secondary school). The theoretical part begins with an outline of 

the philosophical principles, namely those relevant to pedagogy. Although they do not 

relate directly to ELT, the methodology is always the expression of the principles. This 

approach proved to be effective in the scope of my work, and the knowledge of the 

premises repeatedly helped me to understand the distinctive approach in individual 

areas. The theoretical part is completed with a summary of the Waldorf educational 

principles as well as the foreign language methodology. 

The objective of the practical part is to illustrate how ELT works in the lower secondary 

school forms. The thesis has the design of a qualitative study. The data was collected 

using research methods of observation, a questionnaire, and interviews with the 

teachers. During the course of my work, the research questions turned out to be not 

specific enough. It was necessary to re-formulate them and reduce them to just three 

questions, each aiming at one area of the educational process: the teachers and their 

teaching styles; the pupils´ motivational sources; and the third question was dedicated 

to the general classification of the Waldorf instructional process. The instructional 

examples were selected not only to exemplify the Waldorf approach but hopefully also 

to enrich the current foreign language methodology. 

The process of ELT is described in Chapter 6. The distinctive features comprise the 

specific lesson structure, the use of recitation and singing, no textbooks, use of 

notebooks as the main reference source, the use of real objects, prevailing English 

interaction, work with language imagery, and the general willingness and openness of 

the pupils. Due to my fortunate choice of teachers, both of whom have experience and 

enough language competence, it was possible to recognize most of the relevant 

features during my observation period. 

In some aspects the Waldorf approach is similar to other methods, for example 

Krashen and Terrell´s the Natural Second Language Acquisition with its immersion in 

the target language, emphasis on transmitting messages and not conscious theoretical 

learning. Nevertheless, the Waldorf system seems to be unique in one aspect: the use 

of poetry, choral recitation and singing in the instruction. It provides not only the 

opportunity to study poetry in the classes, with the possibility to experience language 

imagery, but also invaluable pronunciation practice. 
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The prevailing oral mode of instruction classifies this system as a part of oral pedagogy. 

Starting in the 1st form with solely oral input, the pupils get used to receiving 

information orally. Even though this feature is less important in the lower secondary 

school, it still continues to be the main informational channel. The prevailing oral 

mode as well as a special kind of concentration, which as I deduced was a consequence 

of it, belong to the most striking results of my research study and may represent a 

source of pedagogical inspiration. 

Before working on the second research question, it was necessary to summarize the 

Waldorf motivational system: pupils are assessed verbally, the assessment is not 

criterion referenced, but is based on pupils’ achievements and efforts; mistakes are a 

learning aid. The questionnaire was handed out in two Waldorf classes, the 6th and 

the 8th forms. Both classes consider English important and enjoy it and most of them 

are satisfied with their teachers. If any generalization should be made, then only as to 

the relevant class. The results reflect the different developmental phases of both 

classes and give access to the area of the pupils´ individual motivational sources. In 

order to make any generalization it would be necessary to compare the results to the 

attitudes of conventional school classes. Nevertheless, the results reflect the prevailing 

positive atmosphere in the lessons, which may substantially support the effectiveness 

of the learning process. 

The last research question of my thesis was directed towards the importance of the 

educational process. The best method seemed to summarize the relevant features 

found in the research data. By doing so, I do not answer the question of the 

importance of the outcome, which would need separate research. Three relevant 

principles were present in the lessons: 

 Oral mode of obtaining information 

 Phenomenological method of observation 

 Consideration of developmental phases 

An oral mode of obtaining information is the process by which pupils are taught the 

subject matter orally without the necessity of writing and it represents a typical 

Waldorf feature. The phenomenological method, as described in the theoretical and 

practical parts, is one of the real fundamental principles of Waldorf pedagogy. Starting 

from close observation and acknowledgement of the pupils´ perceptions, feelings, 

reflections, it leads the pupils to formulate their own judgements and principles. It is 



 

- 70 - 

aimed at developing tools and methods through which to explore the world. The 

emphasis is not on the result of the taught matter, but the whole process of finding it. 

The developmental phases of a child, as formulated by anthroposophical 

developmental psychology, describe the child´s development in many areas, e.g. 

emotional, cognitive, and social. Developmental psychology represents an important 

Waldorf curricular source as well as the reason why Waldorf methodology is designed 

in this specific way. It sets the character of the Waldorf process to be protective and 

supportive of the child´s natural potential. To illustrate, we may mention the emphasis 

on artistic elements and the support of the pupils’ imaginative forces in the lower 

secondary school years, as outlined in Chapter 2.4. 

Finally, the educational process is also characterized as a unique encounter between 

the teacher and the pupils in pedagogical situations. The teacher may utilise the 

freedom in choosing teaching techniques and aids with respect to his or her classes, 

and is also responsible for it. The teacher´s work is viewed as highly creative and the 

teacher is considered an artist. It makes Waldorf pedagogy not only learner-centred, 

but rather human-centred, and thus in line with the contemporary humanistic 

tradition in education. 

Based on the above arguments, it may be stated that Waldorf pedagogy pays 

maximum attention to both the methodological description of the features of the 

pedagogical process, and to the process itself, as confirmed by the data of my research 

study. 

Future Proposal 

This thesis answered the research questions, but more questions are left for future 

consideration. It would be interesting to compare and contrast the motivational 

sources and attitudes of Waldorf pupils to pupils in conventional schools, or to further 

research the methodological possibilities of rhythmical parts and repetition in English 

lessons. 
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