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by

D
avid M

itchell

T
he developm

ental stages of childhood provide the bedrock for W
aldorf 

education. O
bservation and study of the child through these stages yield an un-

derstanding of the needs of children w
hich is then transform

ed into a rich and 

diverse curriculum
. 

Translating these significant “signatures” into goals and standards set by state 

authorities has been a task of this book, thus the title D
evelopm

ental Signatures. 

T
he research com

pleted by colleagues in G
erm

any that provided the m
aterial for 

this study on early childhood can be seen in parallel to the recent study in N
orth 

A
m

erica concerning W
aldorf graduates. Published by the R

esearch Institute of 

N
orth A

m
erica, the Survey of W

aldorf G
raduates, Phase II 1 strives to penetrate the 

results of the foundation set in the goals of this book. Together they should provide 

teachers, parents, and educators at all levels a w
indow

 into this com
prehensive 

education.

T
he photographs attem

pt to dem
onstrate visually w

hat the text describes and 

provide a w
arm

th that is a hallm
ark of this education. O

f course no structure or 

set of abstract concepts can guarantee the success of an educational philosophy. 

R
ather, it is the active, dedicated application by the W

aldorf teachers, along w
ith 

the m
antle of w

arm
th w

hich exists in every W
aldorf com

m
unity, that m

akes the 

education filled w
ith life.

1.�M
itchell, D

avid and D
ouglas G

erw
in. Survey of W

aldorf G
raduates, Phase II, W

ilton, 
N

H
: R

esearch Institute for W
aldorf E

ducation, 2007. T
his study is available through 

AW
SN

A
 Publications, ISB

N
 # 978-1-888365-82-5. 
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T
hree phrases can best describe the cornerstones of W

aldorf education: respect 

for the individuality w
ithin each child, love for the spirit of every child, and the 

transform
ation of the subject m

atter into living concepts by teachers w
ho are also 

w
orking on self-developm

ent. W
hen these forces are in harm

ony, the W
aldorf 

school is experienced, in its striving, as on a pathw
ay leading to the ideals im

agined 

by the founder.

It is our hope that this book w
ill serve the schools as they explain their philoso-

phy and also to help stim
ulate the greater educational debate in w

hich w
e w

itness 

a constant attack on “childhood” and the disregard of developm
ental stages that 

are necessary to allow
 for the em

ergence of self-m
otivated, m

oral, and capable 

hum
an beings.
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by

Susan H
ow

ard

W
e are very pleased to m

ake this publication available to E
nglish-speaking 

readers in N
orth A

m
erica and throughout the w

orld.  T
his book contains the 

results of the first tw
o parts of a three-part G

erm
an study on the education and 

schooling of the young child. T
he first tw

o parts are concerned w
ith the child 

from
 ages three to nine in the context of education from

 birth to age eighteen; 

the third part of the project, currently underw
ay, is exploring the education of the 

child from
 birth to age three. 

Traditionally, “early childhood” has been defined as the period of developm
ent 

from
 birth through age eight, or, as it is often referred to in W

aldorf education, 

the nine-year-change.  H
ow

ever, the schooling of children in this developm
ental 

phase has not generally been approached as a continuum
. Instead, it has been 

divided into preschool or nursery/kindergarten, and elem
entary school.  In m

any 

countries these tw
o realm

s have developed quite independently of one another. 

A
nd in m

any cases, kindergarten and preschool education w
ere seen as a phase 

of only general socialization and “child’s play” and largely ignored by school and 

governm
ent authorities.

In recent years, how
ever, brain research and other studies such as PISA

 (Program
 

for International Student A
ssessm

ent), conducted by the E
uropean O

rganization 

for E
conom

ic C
ooperation and D

evelopm
ent (O

E
C

D
),  have led to greater interest 

in the relationship betw
een early (preschool) education and later developm

ent.  A
 

positive benefit has been the grow
ing recognition of the im

portance of the form
ative 

early childhood years; m
ore questionable outcom

es have included political pressures 

for increased direct and explicit academ
ic instruction at earlier ages, “outcom

es-

based” learning, and extensive testing and assessm
ent for all children, even those 

of preschool age. In addition, school entrance age is being low
ered by governm

ents 
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and educational authorities around the w
orld to insure that national political and 

econom
ic inter ests are w

ell-served and that academ
ic and technological instruction 

is “available” to all. 

In this atm
osphere of grow

ing pressures, W
aldorf educators throughout 

the w
orld are increasingly challenged by governm

ents and licensing authorities, 

parents and the public to articulate how
, or w

hether, W
aldorf education m

eets 

such externally-im
posed curriculum

 goals.  In G
erm

any, w
here W

aldorf education 

began and is now
 w

idely established, the nearly tw
o hundred W

aldorf schools and 

m
ore than five hundred and fifty W

aldorf kindergartens have been challenged to 

articulate their core values and practices in language that allow
s them

 to engage in 

productive dialogue w
ith the authorities and the public. 

T
he G

erm
an A

ssociation (B
und) of W

aldorf Schools, together w
ith the 

International A
ssociation of W

aldorf K
indergartens, form

ed a collaborative w
orking 

group to explore and articulate how
 W

aldorf education m
eets current expectations 

for educational standards and to attem
pt to expand the param

eters of the w
ider 

educational debate.  C
om

prised of kindergarten teachers, class teachers, researchers, 

and m
edical doctors, this collaborative w

orking group chose to focus first on the 

educational needs of the developm
ental period of early childhood from

 age three 

to age nine, looking at the educational process as a continuum
, beginning in 

nursery-kindergarten and extending through the low
er grades to the nine-year-

change, and then on into adolescence. A
 result of the first tw

o phases of the study 

is the booklets called “G
uidelines I and II,” w

hich w
e com

bine and publish here. 

T
he group is now

 in phase three, exploring the developm
ent and education of the 

child from
 birth to age three, in order to com

plete the picture of a com
prehensive 

education of the child extending from
 birth to age eighteen. 

T
he result of the w

orking group’s study is a com
prehensive educational 

fram
ew

ork articulating the core values and practices of W
aldorf education.  A

t its 

center is the acknow
ledgm

ent of the individuality of each developing child. 

T
he kindergarten is seen as a place w

here children can acquire essential 

foundations for later life. Its curriculum
 includes free creative play, m

ovem
ent, 

language, sensory experiences, rhythm
ic-m

usical-artistic activities, a playful 
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exploration of nature, and surroundings w
here adults are engaged in m

eaningful 

w
or k processes. T

hese elem
ents provide a foundation for elem

entary school learning 

in such areas as m
athem

atical-scientific thinking, literacy and linguistic capacity, 

artistic ability, and m
edia com

petency. In addition, and perhaps ultim
ately m

ore 

significant, is the developm
ent of qualities such as authenticity, independence, 

ethical values, social aw
areness, resilience, and health; these are the larger goals and 

“desired outcom
es” of W

aldorf education and form
 the basis for a fullfilling life. 

T
he w

orking group also explored the conditions required for successful 

schooling: w
hat is needed for a healthy educational experience to take place. T

he 

group identified and described the follow
ing elem

ents: 

•   T
he self-education of the teachers, engagem

ent in a process of lifelong  
 

pr ofessional developm
ent 

•   C
lose collaboration betw

een teachers and parents
•   C

ooperation betw
een the kindergarten and the elem

entary school
•   C

ollaboration betw
een teachers, doctors, therapists and specialists

•   C
olleagues engaged in research into the nature of their educational   

 
w

ork and the learning of children
•   C

ollegial self-adm
inistration w

ith an entrepreneurial attitude, w
orking  

 
together w

ith other W
aldorf schools

•   Integration into the w
ider social and cultural com

m
unity

•   A
ttention to architecture and the shaping of the educational  

 
 

 
environm

ent itself

T
he results of this w

orking group’s study in G
erm

any are a great resource 

for reflection for deepening and renew
ing W

aldorf and non-W
aldorf educational 

practices both w
ithin the E

uropean com
m

unity and throughout the w
orld. A

s w
e 

strive to adapt in insightful and m
eaning-filled w

ays to m
eet the changing cultural 

clim
ate in w

hich our W
aldorf schools and kindergartens find them

selves, and to 

articulate both to ourselves and to others w
hat it is that w

e stand for, this study by 

our colleagues in E
urope can serve as a helpful stim

ulus and support. 

T
his has been an enorm

ous collaborative endeavor. In this spirit, this 

E
nglish language translation is a joint project of the W

aldorf E
arly C

hildhood 
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A
ssociation of N

orth A
m

erica (W
E

C
A

N
), the A
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aldorf Schools 

of N
orth A

m
erica (AW

SN
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), and the R
esearch Institute for W

aldorf E
ducation. 

W
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aldorf C
urriculum
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SN
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 Publications for 
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In the present political situation regarding education w
ith increasingly 

blurred boundaries betw
een kindergarten and elem

entary school and younger 

m
andatory school age dictated by law

m
akers, it is im

perative to take a closer look 

at the totality of child developm
ent. T

he principle of transform
ation is critical, 

the transform
ation of physical processes (grow

th, sensory-m
otor faculties, and so 

forth) into m
ental and spiritual faculties. Every step of this process takes tim

e in 

order for these faculties to m
ature into long-lasting abilities. E

ducation, w
hether 

in kindergarten or grade school, that is geared tow
ard w

holeness and sustainability 

m
ust be founded on these stages of developm

ent.

T
he follow

ing overview
 sketches the guidelines for this kind of education. 

T
he different phases of developm

ent from
 ages three to ten w

ill be illum
inated 

from
 various perspectives in order to m

ake it clear that this is a com
plex process. 

T
he individual stages of developm

ent build upon one another and m
ay not be 

arbitrarily shortened or skipped w
ithout seriously endangering the physical and 

m
ental foundation for lifelong learning. Even though each child goes through the 

educational process quite individually, there are certain anthropological law
s that 

apply. T
he health, creativity, and achievem

ent potential of a young person depend 

upon the attention, or lack thereof, paid to these law
s.

W
hat is described here is only the outline of this educational process and in 

no w
ay claim

s to be com
plete. W

e have m
et our goal if w

e have helped the reader 

understand the basic principles of W
aldorf education. 

T
his study w

as com
m

issioned by the B
und der Freien W

aldorfschulen and 

the International A
ssociation of W

aldorf K
indergartens, and w

as conducted by 

a com
m

ission of physicians and educators including ourselves, D
oerthe B

aganz 

(B
erlin), 

H
elm

ut 
E

ller 
(H

am
burg), 

R
egina 

H
oeck 

(Ü
berlingen), 

T
hom

as 

Jachm
ann (V

illingen-Schw
enningen), M

argarete K
aiser (D

ietzenbach), K
ristin 
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von 
B

leichert-K
rueger 

(Leipzig), 
H

elga 
M

atthes 
(B

erlin), 
C

laudia 
M

cK
een 

(Stuttgart), M
artyn R

aw
son (Stuttgart), and A

lm
uth V

oges (K
assel). M

any 

colleagues from
 the elem

entary schools and kindergartens contributed to the final 

draft of this publication w
ith their productive criticism

 and suggestions. W
e give 

you all our heartfelt gratitude!

–  D
r. R

ainer Patzlaff and 

     
D

r. W
olfgang Sassm

annshausen
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Steps on the W
ay to H

um
an Freedom

C
om

m
ensurate w

ith the view
 of hum

an beings that R
udolf Steiner put at 

the center of his anthroposophical Spiritual Science, W
aldorf education sees an 

inviolable individuality in every child. T
his individuality exists before conception 

and birth and, from
 its past, brings a very personal destiny w

ith it into a present 

earthly existence, joined w
ith still hidden im

pulses for the future that gradually 

em
erge as a guiding them

e or ideal in life, in the sense of Schiller’s declaration, 

“Every individual person carries w
ithin him

self, according to his disposition and 

purpose, a pure, ideal being, and the great task of his existence is to com
e into 

harm
ony w

ith the unchangeable w
hole unity, in 

all its diversity, of that ideal.”

T
he degree to w

hich a person is successful in 

living and acting in harm
ony w

ith his or her ow
n 

“disposition and purpose,” to that degree he or 

she is also free. It is the yearning for this freedom
 

that connects all hum
an beings. It is com

m
on to 

all and at the sam
e tim

e individual. It is the task 

of education to support and guide young people 

on their w
ay tow

ards this freedom
.

E
ducation and Self-E

ducation of the C
hild

If one w
ere to view

 the child as a m
ere object of teaching and conditioning, 

this w
ould be the sam

e as show
ing contem

pt for a person’s individuality. In his 

early years, the child has the ability to “teach him
self” (Schafer 2004). Further, he 
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has the optim
al prerequisites: an am

azing, 

nev er-relenting drive to act and learn on the 

one hand, and on the other hand, lim
itless 

openness and the ability to devote him
self 

to all im
pressions and influences from

 his 

environm
ent. Prim

al trust in the w
orld 

and in his ow
n capacities are w

hat form
 the 

child’s “startup capital.”

B
ut the ability for self-developm

ent is 

stym
ied w

hen not m
et w

ith a w
illingness 

of adults to responsibly provide for an 

appropriate environm
ent in w

hich the child 

shall grow
 up. Lim

ited by instinct an anim
al’s developm

ent is largely predeterm
ined. 

In contrast a hum
an being is born into the w

orld as an unfinished, not yet defined 

being w
hose path is dependent on surrounding conditions. T

herefore adults m
ust 

create an environm
ent conducive to developm

ent, an environm
ent that offers 

stim
ulus for necessary experiences that encourage social interaction and is, at the 

sam
e tim

e, a protected environm
ent w

herein the child can develop unham
pered.

T
he inseparable dual aspects of self-developm

ent and form
ation through the 

environm
ent have been affirm

ed by m
odern research. B

rain research has determ
ined 

that hum
an beings are the only living things w

ho have the freedom
 to continually 

change their brain functions through their ow
n exercise and learning processes 

(E
liot 2001, H

uenther 2001, 2002). Social research has determ
ined that freedom

 

and autonom
y of personality cannot develop in later life if the young child had no 

opportunity to firm
ly, securely bond w

ith a caring adult during the first few
 years 

of life (B
ow

lby 1966, A
insw

orth 1978). From
 the first m

om
ents of life, the child 

needs both education and self-education.

T
he P

hysical, V
ital and M

ental Instrum
ents of the “I”

E
ducation in light of anthroposophy draw

s a distinction betw
een the “I” as 

the unchangeable spiritual core of a hum
an being and the three organizations 

that serve as instrum
ents of the “I,” allow

ing it to exist in the w
orld and develop 
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the individual’s life them
es. T

hese three 

instr um
ents are the physical organization, 

the vital force organization (that keeps 

the life processes going until death), and 

the m
ental organization.

T
h

e th
ree o

rgan
izatio

n
s (o

r 

“m
em

bers of the hum
an organization,” 

as Steiner called them
) can serve only 

w
hen the “I” has gained control over 

them
 and com

pletely penetrated them
 

so that they becom
e the expression of 

the individuality. H
ow

ever, this is a 

lengthy process that requires careful tending throughout childhood and youth by 

parents, educators and, w
hen necessary, by doctors and therapists, until the “I” has 

successfully penetrated these three instrum
ents. W

hen that tim
e com

es, w
e speak 

of the child’s having reached his m
ajority, and w

ith it, form
al education com

es to 

an end. A
fter that a person can only educate him

- or herself and m
ust take on the 

responsibility for realizing his or her ow
n “disposition and purpose.”

It is therefore the task of education to support the child in his efforts to anchor 

his individual “I” into the three organizations, or, to use an old expression, to 

incarnate, in order to fulfill that task. A
dults need to have accurate know

ledge of the 

developm
ental law

s of the threefold organization and its com
plicated interactions 

in general. B
ut they also need to sharpen their diagnostic gaze to be able to discern 

very individual problem
s present in different children. W

herever such problem
s 

occur, they are not to be evaluated as deficits of personality but rather as obstacles 

or challenges w
hich the “I,” as an integral spiritual being, m

eets on the w
ay to 

com
plete integration into the threefold body.

Salutogenesis as a Foundation for the E
ducational P

rocess
T

he interplay betw
een the “I” and the threefold organization is not a routine 

occurrence in either children or adults. It is an extrem
ely sensitive process prone to 

disruptions, requiring continual and renew
ed efforts to bring the w

hole organization 
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into healthy balance. It is part of hum
an freedom

 that these efforts can fail or be 

tem
porarily im

pair ed. H
erein lies the significant cause of illness.

T
herefore, the goal of any true “art of education” m

ust be to im
part to the child 

the ability to m
eet the challenges of this process and m

aster the obstacles. W
hen this 

is successful, w
e speak of “health.” B

y this w
e do not m

ean an absence of illness, but 

a possibility for the individual “I” to perm
eate the threefold organization in such 

a w
ay that the full potential of the physical, m

ental and soul aspects can develop. 

T
hrough this one gains the freedom

 to act according to one’s ow
n “disposition 

and purpose.”

H
ealth does not com

e about just by nature, so to speak. It requires certain 

conditions that need to be created and supported by education. In this, W
aldorf 

education is in com
plete agreem

ent w
ith m

odern research. Investigations into 

salutogenesis (w
ell-being and health) have resulted in the know

ledge that health 

depends only in sm
all m

easure upon biological factors and to an am
azingly high 

degree upon certain m
ental/spiritual conditions that a person can or can learn to 

produce for him
- or herself (A

ntonovsky 1993, 1997, Schueffel 1998, G
rossarth-

M
aticek 1999). Specifically, this research into salutogenesis has identified three areas 

in w
hich special conditions m

ust be m
et for com

prehensive good health.

T
he physical-bodily organization of the hum

an being m
ust gain the ability to deal 

w
ith foreign substances com

ing from
 the outside so that they are either successfully 

transform
ed into bodily substances by the m

etabolic organs (as happens w
ith food) 

or are successfully rejected by the im
m

une system
 (as happens w

ith a splinter or 

germ
s). T

his ability, as can be observed in infants and young children, can in no 

w
ay be taken for granted. It has to be developed over tim

e. Salutogenesis research 

has looked especially at the aspect of conflict and overcom
ing resistance, w

hereby 

the physical-bodily organization gains strength 

and the ability to assert its ow
n form

.

T
he soul organization is dependent on 

a strong experience of coherence, a secure 

feeling of connection w
ith the w

orld. T
his 

surely can com
e about only if the child has 

appropriate experiences that lead him
 or her to 
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the absolute certainty that the w
orld is a) principally transparent (understandable), 

b) m
anageable and pliant, and c) m

eaning ful, so that also one’s ow
n efforts have 

m
eaning, and it is rew

arding to try and m
eet the challenges of life.

T
he spiritual organization is strengthened to m

aster problem
s through 

experiences of coherence. It is an unconditional requirem
ent for developing courage 

and security in life. In w
ellness research this is usually referred to as “resilience” 

(O
pp 1999). T

his m
eans the individual can m

eet the hardships and adversities 

of life because he or she view
s them

 not as unchangeable facts, but as challenges 

that m
ust be m

et. R
esilience is rooted in the know

ledge that one’s ow
n forces w

ill 

grow
 in strength through conflict and that challenges provide opportunities for 

self-developm
ent.

Self-assertion of the physical body, coherence, 

and resilience together form
 the foundation that 

m
akes it possible for the individual to put into 

action his or her ow
n very personal im

pulses and 

plans in life, thereby becom
ing productive and 

creative. T
his autonom

y does not com
e about 

through intellectual learning processes but from
 

active interaction w
ith the w

orld through direct 

experiences of all kinds, from
 achieving m

astery of 

the physical body, from
 free, im

aginative play, and 

from
 m

eeting life’s challenges head-on. In short, 

self-education creates the foundation for health. 

E
ducation that strives to provide the highest possible 

freedom
 for the individual to unfold his ow

n strengths and abilities w
ill therefore 

w
ork in accord w

ith the know
ledge of salutogenesis dow

n to every detail.

D
eveloping a H

ealthy P
hysical O

rganization
V

arious m
easures can be taken to strengthen the physical organization. T

he 

responsibility for these m
easures lies m

ainly w
ith parents, but should also be 

acknow
ledged in kindergarten and elem

entary school. T
hese include body hygiene, 

nutrition and food, exercise and a healthy environm
ent w

ithout pollutants and high 
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noise em
issions. T

here are other factors im
portant to the healthy grow

th of children, 

one of the m
ost im

por tant being, for exam
ple, the aesthetics of the environm

ent, 

w
hich are perceived by the child very strongly, although entirely unconsciously. 

T
he architectural design of the classroom

s, colors and pictures on the w
alls, the 

m
aterials used, the w

ay they feel and sm
ell, the acoustics, and so forth, all affect 

the child clear dow
n into his finer m

etabolic processes. T
he effects can be either 

strengthening or w
eakening (R

ittelm
eyer 1994, 2002).

T
he structure of tim

e also has a profound effect on the child. H
aving a healthy 

rhythm
 to the days, w

eeks, m
onths and years has an extraordinarily strong positive 

effect on a child’s m
ental constitution and physical organization. T

he younger the 

child, the stronger the effect. (T
here is m

ore on this them
e later on.)

D
eveloping a Sense of C

oherence through D
irect E

xperience
First and forem

ost, the young child’s task is to form
 and perm

eate his physical 

organization. T
he child dedicates him

self, though unconsciously, to this task out 

of his ow
n im

pulse w
ith the greatest intensity and from

 the first m
om

ents of life. 

N
evertheless, the child w

ould not accom
plish this goal w

ithout caring adults because 

standing, w
alking, and speaking are not genetically program

m
ed. R

ather these 
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abilities are gained through interactivity, 

thr ough exam
ple and attention provided 

by adults. A
ccom

panied and encouraged 

by carin
g adults, the child builds up 

his sensory faculties through practice, 

gradually gains m
astery over his m

uscles 

used for m
ovem

ent, and thereby gains 

freedom
 to m

ove around and get to know
 

his environm
ent. A

ll of these efforts result 

in the building of differentiated neural 

netw
orks in the brain, and these in turn 

form
 the basis for w

hat later appears as 

im
agination and cognitive thinking (E

liot 

2001).

O
f significance for self-developm

ent is having a lot of direct experiences w
hen 

interacting w
ith the w

orld, that is, experiences gained w
ith and through one’s ow

n 

body. T
he child m

ust first be able to 

stand before he can understand the 

w
orld. H

e m
ust first grasp things 

physically before be can grasp them
 

m
entally. A

 child m
ust sm

ell things, 

taste, touch and handle them
 before 

he can experience the w
orld as a 

m
anageable and transparent place. 

A
 feelin

g of coheren
ce does n

ot 

com
e about through in

tellectual 

com
prehension but through hands-

on activities. T
hese experiences in 

turn affect the structure of the brain 

and the developm
ent of m

otor and 

sensory skills, all contributing to 

the child’s being able to m
ake an 
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increasingly stronger connection to 

his physical organ
ization

 an
d his  

environm
ent.

T
h

e 
lo

w
er 

sen
ses 

(to
u

ch
, 

m
ovem

ent, balance, w
ell-being) play 

a special role w
hich is not directed to 

the w
orld outside, but to the inside, 

to one’s ow
n body. T

hey signal one’s 

position
 an

d m
ovem

en
t in

 space 

(senses of m
ovem

ent and balance), 

com
in

g in
to con

tact w
ith thin

gs 

and conditions (sense of touch), and 

perception of the internal organs as 

a w
hole (inner sense of w

ell-being). 

T
hrough m

ovem
ent in space, contacts 

through the skin, and the effect of 

gravity, the child experiences 1) his 

ow
n body and 2) the spatial-m

aterial outside w
orld in w

hich the body exists. H
ere 

experience of the self and the w
orld flow

 together.

E
ngendering a sense of coherence requires as m

any such dual experiences of 

self and the w
orld as possible through the low

er senses. A
nd that is just w

hat m
any 

children today are m
issing. Trust in one’s ow

n strength and the m
anageability of the 

w
orld w

ill not com
e about by talking to or cajoling the children. It happens by w

ay 

of concrete, physical experiences through the senses. C
ultivating the low

er senses 

and m
ovem

ent are am
ong the m

ost urgent requirem
ents in preschool, kindergarten 

and elem
entary education today. C

om
plete developm

ent of sensory-m
otor skills 

is required to create the space for healthy soul and spiritual developm
ent. In this 

early phase, electronic m
edia do nothing to prom

ote developm
ent. T

hey m
erely 

give the child the illusion of encountering the w
orld and at the sam

e tim
e prevent 

any real encounters (Patzlaff 2004, Spitzer 2005).
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D
evelopm

ent of R
esilience

W
hat the child m

ost urgently needs is a netw
ork into the im

m
ediate w

orld, 

a social netw
ork of caring adults w

ho set exam
ples by their ow

n behavior of w
hat 

it m
eans to stand in the w

orld in such a w
ay that one is not overw

helm
ed by the 

challenges of life. T
hrough them

 the child learns to put events in perspective, m
aster 

situations, be accepting and able to find m
eaning in events. Such experiences give 

the child a certainty that even those events that at first appear problem
atic can be 

put to rights. A
 positive attitude and joy in life are given their foundation, and these 

in turn give rise to the strength to m
eet today’s challenges and grow

 from
 them

.

A
 sense of coherence that is built upon resilience in this w

ay prom
otes the 

m
otivation and ability for lifelong learning and developm

ent. A
 person w

ho 

is accustom
ed to w

orking through hindrances and opposition w
ith courage, 

com
posure, a positive attitude and interest has the potential to realize his or her 

aim
s in life w

hich he brought into this life from
 the w

orld before birth. T
he basis 

for personal autonom
y is not intellectual learning and conscious reflection but 

rather the feeling and w
illing forces that have been strengthened by coherence 

and resilience. E
arly childhood is the crucial phase for fostering these qualities. 
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T
he unconscious im

m
ersion into a supportive and nurturing social and physical 

envir onm
ent gives rise to the developm

ent of the personality and the em
ergence 

in freedom
 of the unique individual.
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T
he Special N

ature of E
arly C

hildhood L
earning

E
arly childhood learning unfolds in a continually changing relationship to 

physical developm
ent. O

n the one hand it happens to and through the physical 

body, and on the other hand, the physical body is form
ed and structured through 

this learning. A
 young child opens him

self up to all the influences and im
pressions 

of the environm
ent w

ith all of his senses. A
t the sam

e tim
e, the child cannot help 

but incorporate these experiences into a still pliable physical constitution. In a 

w
ay, the w

orld inscribes itself into the physical body. A
 fam

iliar exam
ple of this is 

gaining the ability to speak. A
n infant’s speech organs are such that any language in 

the w
orld can be articulated. O

ver tim
e, as the child actively acquires the m

other 

tongue, he form
s the tools for speech, all the w

ay dow
n to the anatom

ical structure, 

to m
eet the certain characteristics of that particular language. (T

he accent of a 

foreigner is a tell-tale sign of this phenom
enon. A

nd w
e are all fam

iliar w
ith the 

difficulties adults encounter in form
ing the sounds w

hen trying to learn a new
 

language.)

In
 co

n
trast to

 th
e 

sch
o

o
l-age p

h
ase, th

is 

phase of life is therefore an 

im
plicit, indirect process 

guided not by reflection and 

thought, but by activity and 

perception. A
ll of the young 

child’s m
ental activities are 

still com
pletely directed to 

the outer w
orld, connected 
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through the senses w
ith his environm

ent. M
any facts prove that. A

 child’s m
em

ory 

r em
ains connected to his sensory surroundings (place m

em
ory) until w

ell into the 

kindergarten years. For instance, often to the am
azem

ent of the adults at hom
e, a 

child cannot say w
ith w

hom
 he played during the day in kindergarten. B

ut w
hen 

he goes back to the kindergarten the next day and sees the toys he played w
ith, 

then his m
em

ory is refreshed and he w
ill continue the play activities as if there 

had been no interruption.

A
nother characteristic of the early years is that the m

otivation for play does not 

yet com
e from

 the outside but rather is determ
ined by sensory im

pressions he has 

taken in at som
e point and now

 im
itates in his play. D

uring this tim
e, the child 

does not live at a distance from
 things in such a w

ay that w
ould allow

 him
 to foster 

inner im
agery or abstract (apart from

 sensory im
pressions) m

em
ory pictures. O

nly 

in the fifth or sixth year w
ill the child begin to form

 such im
agery and “organize” 

play w
ith other children based on these m

em
ories and w

ith certain rules that have 

been invented by the children.

T
he Pedagogy of C

reating an E
nvironm

ent: O
rder and R

eliability
To m

eet the special nature of early childhood learning in the best possible w
ay, 

it is necessary to create surroundings that are rich in stim
uli and possibilities for 

hands-on experiences. Learning that is connected 

to the physical body and its senses requires a 

differentiated environm
ent that can be directly 

connected w
ith the physical organs.

T
he child is con

fron
ted n

ot on
ly w

ith 

the sensory, hands-on qualities of objects and 

m
aterials, but also w

ith a less obvious, but also 

im
portant, factor, nam

ely the order and reliability 

of the surroundings. A
s soon as children can w

alk, 

they begin to fam
iliarize them

selves w
ith their 

environm
ent, step by step. T

hey begin w
ith the 

room
s they live in, then the house, and finally 

w
ith their surroundings as far as they are allow

ed. 
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Full of curiosity and lively interest, they exam
ine 

and inv estigate everything they see. W
hatever they 

have com
e to know

 that is near their house is so 

im
portant that they cannot w

ait to see it again on 

the next w
alk. T

hey greet the things they have com
e 

to love like they w
ere old acquaintances.

It is im
portant for their life-sense that they see 

again today w
hat they saw

 yesterday. C
hildren in 

this age group feel com
pelled to m

ake them
selves 

at hom
e in their environm

ent as w
ell as in their 

physical bodies. T
hey w

ant to put dow
n roots. It 

is im
perative that M

other and Father are still there 

on the next day and the day after, that the fam
iliar 

things are still to be found in the sam
e places, that everything is in its place. In 

that w
ay they can deeply connect w

ith their environm
ent. If they continually 

experience this, then not only are their m
em

ory and spatial orientation capacities 

strengthened, but also their experience of coherence.

C
hildren em

phatically dem
and that they find ever again the order of things, 

thus signaling to adults how
 dependent they are on this experience. If those 

conditions exist, then the children can feel w
ell and protected. If they do not exist, 

they the children can becom
e restless and agitated. A

ny absence or disturbance of 

this order affects their 

feeling of w
ell-being. 

A
 reliable order of 

things can give them
 

security, m
uch like 

a pilot w
ho kn

ow
s 

that the landing place 

aw
aits h

im
 w

h
en 

he returns after his 

exploratory flight.
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T
he Pedagogy of C

reating an E
nvironm

ent: R
hythm

 and R
epetition

W
hat applies to the spatial surroundings goes also for the order and reliability 

of tim
e. It has an extraordinarily positive, even healing, effect on children w

hen their 

daily activities are not chaotic but rather rhythm
ically organized, follow

ing a certain 

order every day. R
ituals play a large role here, especially during the transition tim

es 

from
 day to night. In the m

orning rituals 

help the children to find their w
ay from

 the 

unconsciousness of sleep into the daytim
e. In 

the evening a bedtim
e story, a song, a prayer, 

or all three can help children to calm
 dow

n 

for sleep after all the excitem
ent of the day. 

M
ealtim

e rhythm
s are also im

portant, not 

only for reliability, but also for socializing 

and nutrition psychology.

In order to keep the daily rhythm
 from

 

becom
ing m

echanical, it should be em
bedded in w

eekly, m
onthly and yearly 

rhythm
s. Preschool-age children are not bored w

hen events are repeated; to the 

contrary, they love the return of w
hat they know

 and look forw
ard to it. Festivals 

that are celebrated together becom
e greatly anticipated high points of the year for 

the children.

T
he rhythm

ic structuring of tim
e not only prom

otes m
ental balance, but 

also benefits healthy sleep. T
he physical foundation is laid in early childhood 

for the undeveloped forces 

that later in adulthood w
ill 

be called upon to deal w
ith 

and m
aster life situations 

that are n
ot rhythm

ically 

ordered, in such w
ays that 

even in extrem
e cases of non-

rhythm
ic schedules, adults 

can m
ore or less m

aintain 

their health. Speakin
g in 
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term
s of salutogenesis, the feeling of coherence that is strengthened through 

rhythm
 and or der bears fruit in adulthood in increased resources of resistance and 

resilience.

C
reating a L

earning E
nvironm

ent: Facts and C
onnections

O
ne of the conditions necessary for the experience of coherence is that the 

child com
es to know

 that events and processes are connected, have m
eaning, 

and serve a purpose. In earlier tim
es children had plenty of opportunities for this 

experience in sim
ply observing the daily activities of the surrounding adults: the 

farm
er w

ho planted, harvested and threshed the grain; the m
iller w

ho ground it 

into flour; and the baker w
ho m

ade the flour into bread. Such perceptions, to nam
e 

only one exam
ple, form

ed a sequence of actions w
hose m

eaningful connection 

w
as directly apparent to the child’s m

ind. From
 pure and sim

ple observation, 

w
ithout any explanation, the child could see and experience w

hat the activity of 

one person m
eant to another and how

 every activity related into a m
eaningful 

design of m
utual effort.

In the technical environm
ent of our day w

hen so m
any processes are handled 

by m
achines, these relationships (even the activities them

selves!) are invisible. 

B
efore, the m

other had to first m
ake a fire in order to cook a m

eal, but now
 she 

has only to open the refrigerator, put the food in the m
icrow

ave, and take out hot 

food a few
 m

inutes later. H
ow

 the kitchen m
achines function, w

hat is necessary 

to m
anufacture them

 and m
ake them

 w
ork, w

here the food com
es from

, w
ho 

prepares it—
the child can no longer see all of these efforts. T

here is no direct/visible 

correlation betw
een the single activities and details for the child’s consciousness, 

or any experience of coherence.

B
ut children

 have a fun
dam

en
tal n

eed to pen
etrate the w

orld w
ith 

understanding, to experience it as transparent, m
anageable and m

eaningfully 

structured. It is im
portant for their developm

ent to have at least occasional 

experiences of w
hat it m

eans w
hen, for exam

ple, after a m
eal the dirty dishes do not 

disappear into the dishw
asher and reappear clean and shiny, but m

ust be w
ashed 

and dried by hand. O
r w

hen the heat that one needs for cooking is not turned on 

w
ith a knob but instead m

ust be m
ade by piling up w

ood that has first been saw
ed 

and split, and then lighting it.
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T
he point is not to send the children 

back to the M
iddle A

ges, but to provide 

th
em

 w
ith

 situ
ation

s in
 w

h
ich

 th
ey 

can
, th

rou
gh

 th
eir ow

n
 activity an

d 

observation, learn about processes that 

build upon each other in a m
eaningful 

w
ay and have intrinsic connection. T

here is 

nothing better suited for this than the basic 

w
ork activities in one’s house and yard and 

in the practical crafts and professions as 

they w
ere practiced as a m

atter of course 

in earlier tim
es. B

y participating in such 

activities, and through repeating them
 in 

play, the child experiences coherence on a 

sensory basis, w
hich precisely corresponds 

to the essential nature of his learning. T
he elem

entary school can build upon these 

kindergarten experiences by exam
ining such them

es in a m
ore intellectual w

ay.

T
he Personality of the Teacher/Parent 

as a Form
ative Infl

uence on the C
hild

W
e have discussed the significance of the pedagogical approach to creating an 

environm
ent. T

his should not be taken to m
ean only the physical surroundings 

that can be perceived w
ith the senses. To the child, the w

orld is one. A
nd part of 

that w
orld is the inner thoughts and feelings of the adults. T

hese inner realities 

are even m
ore im

portant for the child than the outer realities. A
 child can thrive 

under the poorest of outer circum
stances if he is sure of his parents’ love. A

nd, 

conversely, the m
ost beautiful toys m

ean nothing if the child lives in a loveless, 

even hate-filled, atm
osphere.

N
ot every adult understands the undeniable certainty w

ith w
hich young 

children perceive the truth of the “inner realities” of adults. W
hatever the adult 

does or says, children sense the m
oral quality behind it. G

esture, facial expression, 

nuance of voice, and the look in one’s eyes all tell the child a lot m
ore than is often 
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acknow
ledged. Judgm

ents and thoughts, em
otions and intentions of adults have a 

tr em
endous im

pact on the young child, even if they are not verbalized. A
 child is 

not able to dryly observe from
 a distance as an adult can. A

 child is existentially at 

the m
ercy of all im

pressions, positive and negative. T
heir effects penetrate dow

n into 

even the subtle structures of the physical, vital and m
ental organizations. For this 

reason, the environm
ent of thoughts, feelings, intentions and desires of adults is of 

great significance to the child. It can prom
ote or hinder the child’s developm

ent.

W
hat adults have caused can seriously im

pact the destiny of a child. It does not 

even have to be negative thoughts around the child; it is enough w
hen the adults’ 

w
ords and deeds are continually clashing, w

hen the “inner realities” are not aligned 

w
ith the outer expression, w

hen the adult is no longer in harm
ony w

ith his or her 

ow
n self. Such behavior goes against the nature of young children, w

ho are alw
ays 

at one w
ith their behavior and have the unspoken expectation that others are also 

“true” in this respect. W
ith com

plete abandon, and no calculated distance, children 

throw
 them

selves into their environm
ent at every m

om
ent and identify w

ith it, even 

w
hen the im

pressions are of a burdensom
e nature. C

hildren live in the unity of 

the w
orld and the “I,” of the inside and the outside, and they are dependent upon 

m
eeting people w

ho are likew
ise authentic and in harm

ony w
ith them

selves. T
he 

extent to w
hich the child can have these m

eetings determ
ines the foundation for 

m
ental health and, w

ith it, the basis for later conscious striving for the identity and 

authenticity of his ow
n adult personality.



��

Self-E
ducation of the E

ducators
O

ne can see w
hat a responsibility the educating adults carry. T

heir personalities 

are the real form
ative environm

ent for the child and have a greater effect than any 

educational program
, how

ever w
ell-intentioned. W

henever the child experiences 

authentic personality, the foundation is laid for a deep, secure feeling of coherence 

betw
een the inner and outer w

orlds.

C
hildren naturally w

ant to follow
, w

ith unconditional trust, the exam
ples of 

adults. T
heir im

itation does not stop w
ith actions. T

here is also joyful im
m

ersion 

into the qualities and values of adults. Interest in the w
orld, joy in life, m

oral 

integrity, and so forth, have value not only for the adults w
ho cultivate them

, 

but especially for the child w
ho experiences them

. A
 person’s resilience in later 

life is dependent on the developm
ent of such inner values and qualities. T

hey are 

cornerstones in situations w
hen one has to w

eather life’s w
orst storm

s, and they 

give m
eaning to one’s ow

n life, a m
eaning that is not only conceptual but also 

gives strength.

C
hildren live tow

ards this goal. T
hat is w

hy it is not so im
portant for a child 

w
hat adults know

 but rather w
ho they are and w

hat they do. T
here is an expectation 

that adults can live up to only if they w
ork on them

selves. “E
ducation is first and 

forem
ost self-education of the educator.” M

ore than all other factors it is the 

personality of the adult w
hich becom

es the “form
ative” influence on the child. 
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T
he Signifi

cance of Free P
lay

A
s social research has found, one w

ho is fortunate enough to experience a solid, 

intense connection w
ith a caring adult from

 earliest childhood is w
ell-equipped to 

m
ature in later life into a truly free, self-determ

ining personality (B
ow

lby 1966, 

A
insw

orth 1978, Spangler 1996). T
he sam

e im
pact goes for the pedagogical 

structuring of the child’s environm
ent: if it is reliably ordered and rhythm

ically 

structured, em
otionally grounded on a soul level, and m

entally authentic, then the 

child has som
ething to hold onto. T

his dependability allow
s the child to unfold in 

a com
pletely different activity, nam

ely, in free play. H
ere the children are on their 

ow
n and not under any outer authority or preconceived purpose or instruction. 

T
hey follow

 only their ow
n im

pulses. T
he them

es and content of play are created 

from
 w

ithin. In principle, free play does not require any encouragem
ent, or at least 

no directions, from
 adults.

A
t the beginning 

of its d
evelop

m
en

t, 

an
 in

fan
t p

layfu
lly 

in
vestigates its ow

n 

body. It practices eye-

hand coordination and 

m
otor skills gradually. 

A
s soon as an infant can 

purposely take hold of 

som
ething, it devotedly 

busies itself w
ith all the 

things that it finds in 

its surroundings and investigates each object w
ith all it senses before going on to 

the next object. W
hen the child can m

ove freely about the room
 and observes the 

m
any daily activities of adults, then play takes on a different, m

ore im
aginative 

character. T
he child w

ill m
ake a toy out of the m

ost unlikely object, for the child 

has assigned a “m
eaning” to the object that can change again in the next m

om
ent. 

For instance, a piece of w
ood can serve as an iron, then a trum

pet, then a piano, 

and so forth.
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T
his is the tim

e w
hen adults like to give toys to children. B

ut if the toy is a 

tr ue-to-life representation of som
e useful object in every detail, then the child’s 

spontaneity and im
agination are unnecessarily curtailed, and the child w

ill quickly 

lose interest. O
bjects that are free from

 fixed purpose are m
uch m

ore suitable as toys. 

M
aterials from

 nature such as pine cones, chestnuts, rocks, roots, branches, large 

and sm
all pieces of w

ood, and also pieces of cloth, buckets and tubs, em
pty boxes 

and boards offer the child a practically inexhaustible field of activity in w
hich to 

unfold his or her creative potential. H
ere it is the child’s assigning the m

eaning to 

the object that is the crucial factor. T
he activity sparked from

 w
ithin transform

s into 

im
agination and thinking and form

s the foundation for learning in school.

D
uring free play the child unconsciously internalizes his or her experience of 

the w
orld. A

s an exam
ple: the child can literally “grasp” the natural law

s w
hen, 

for instance, he builds a tow
er from

 som
e unform

ed natural m
aterials. H

e can 

experience all the law
s of m

echanics w
ithin the activity, and w

e can observe how
 

the child, w
hen left to his ow

n, carries on w
ith his “self-education.” T

his happens 

through active connection w
ith the w

orld and not through intellectual observation 

and reflection. T
his has nothing to do w

ith scientific research as yet, but rather 

w
ith the m

ost intensive perception of the phenom
ena. T

his is the best preparation 

possible for the study of the natural sciences in later schooling and natural science 

research in later life.
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P
lay and Social B

ehavior of the Six-Year-O
ld 

Four-year-old children generally find the them
e for their play activities 

spontaneously, born in the m
om

ent, prom
pted by an activity or an object they 

encounter in their rom
p through the apartm

ent or through the kindergarten. 

Six-year-olds, in contrast, do not necessarily require such prom
pting from

 the 

outside, but they can develop their play idea based on a m
em

ory of a previous 

experience. T
hey try to recreate w

hat they saw
 or experienced at a previous tim

e. 

In this activity they prove to be m
ost determ

ined and persistent, as w
hen they, 

for exam
ple, com

b through all the room
s of their hom

e to collect all suitable 

furnishings for m
aking a railw

ay train and gather together everything that seem
s 

useful to them
 for that task. T

here is also a great difference in how
 they proceed 

from
 here, in com

parison to younger children. A
 four-year-old is already satisfied 

w
hen a few

 chairs are arranged in a row
—

one behind the other—
m

aking a train 

car and “riding” in it for a w
hile. Six-year-old children, how

ever, w
ill set great 

store in providing the train w
ith all the details they can rem

em
ber, and they w

ill 

also reenact the railroad journey as realistically as possible.

M
oreover, it is im

portant for them
 that they play together w

ith other children, 

m
ostly the sam

e age, and governed by rules and rank w
hich they determ

ine 

them
selves. W

hile they m
ay like it w

hen younger children join in, the six-year-

olds are the ones w
ho direct the play and assign roles to the younger children. 

H
ere w

e see a new
 stage in the developm

ent of the child. T
he six-year-old can 

form
 an exact notion of how

 his play idea should be actualized because he can set 

a goal for him
self, independent from

 outer prom
ptings. A

 new
 faculty is em

erging 

w
hich w

ill, in later years, becom
e very im

portant: the faculty to form
 a precise 

m
ental im

age of a future course of action, in other w
ords, anticipation. T

he six-year-
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old 
already 

com
m

ands 

a respectable am
ount of 

overview
 capabilities and 

uses 
them

 
to 

organize 

his play into m
eaningful 

action sequences. O
n the 

other hand he is still child 

enough to spontaneously 

integrate 
new

 
elem

ents 

that em
erge during play 

and flexible enough to incorporate them
 into the play process. 

T
he aw

akening of social com
petency counts am

ong the striking attributes of 

six-year-old children in kindergarten. T
hey like to take the initiative in free play, 

for exam
ple, involve the younger children, show

 them
 how

 to do it right, and 

volunteer for tasks like setting the table. T
hey are enthusiastic if they are given the 

privilege of substituting for the kindergarten helper if she should be out. T
hey are 

the know
ledgeable ones am

ong the kindergarten crow
d, the “kings and queens,” 

and they delight in being recognized as such.

E
xperience teaches that this status can hardly be achieved before the sixth 

or seventh year, not least because only now
 the m

otor skills have been developed 

sufficiently to be able to fulfill tasks independently. It also takes children betw
een 

tw
o and three years to gain experience in their kindergarten before they can direct 

the younger children w
ith circum

spection and prudence. T
hese successes foster 

their self-esteem
, generating a developm

ental surge that strengthens their ability 

to m
eet the challenges in elem

entary school. O
ften w

e can observe how
 especially 

the boys gain from
 being granted the benefit of increased status in their last year 

of kindergarten. 

Today m
ore and m

ore children can gain little experience in relating naturally 

w
ith younger or older siblings at hom

e because they are the only child. For them
, 

the m
ixed-age kindergarten group is like an “extended fam

ily” that offers them
 

im
portant practical experiences w

hich culm
inate in being allow

ed to help a 

younger child from
 the position of being the older one, to be responsible for the 
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younger one. T
he hom

ogenous age group of the grade school class does not offer 

this opportunity. C
hildren sent to grade school too early w

ill m
iss this experience. 

T
he presum

ed “loss” of tim
e is m

ore than com
pensated for by the strength the 

child gains in the last kindergarten year for his further developm
ent. T

his does 

not preclude any special circum
stances w

hich m
ay lead to a different decision, 

but allow
ing the young child to reap the fruits of his or her kindergarten tim

e in 

tranquility is an essential consideration.

Intellectual P
recocity and D

issociation
Linking the beginning of elem

entary school to a child’s chronological age is 

a longstanding tradition and today is m
ore and m

ore put to question. “School 

m
aturity” is a developm

ental stage that is expected to occur around the sixth 

birthday, or the seventh year of life. H
ow

ever, in tim
es past, a specific assessm

ent by 

a school physician w
as perform

ed to ascertain if the six-year-old w
as truly m

ature 

enough to begin elem
entary school, w

hich som
etim

es resulted in postponem
ent of 

the start of school for that child. Physical criteria w
ere of im

portance, such as the 

change of teeth or m
aturity of appearance and m

otor and sensory developm
ent. 

Such assessm
ents are no part of the decision w

hen, of late, law
s are passed that 

set the tim
e for starting school earlier and earlier, giving parents the possibility 

to enroll their children in grade school w
hen they are only three or four years 

old. T
his trend is supported by the opinion, borne in business circles and often 

adopted by politicians, 

that 
the 

intellectual 

potential 
of 

today’s 

children is lying idle for 

too long in kindergarten 

and should be fostered 

and 
challenged 

m
uch 

earlier 
in 

order 
to 

prepare the children in 

a tim
ely m

anner for the 

challenges of their later 
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w
ork lives (careers). If w

e follow
 this 

line of reasoning, the child’s “school 

m
aturity” w

ould indeed occur m
any 

years earlier than so far assum
ed. In 

som
e of today’s children w

e can indeed 

observe 
a 

rem
arkable 

intellectual 

aw
areness and achievem

ent readiness 

before they reach the traditional age 

for starting school. B
ut if w

e exam
ine 

such 
children 

m
ore 

closely, 
w

e 
find 

quite frequently an acute discrepancy, 

gaps betw
een the various levels of their 

developm
ent. Perhaps they are in one 

w
ay, intellectually, ready for school, but 

that is not at all true in regard to their 

physical, soul and social developm
ent. 

W
e can also find other form

s of dissociation, such as w
hen intellectual developm

ent 

is not in step w
ith physical m

aturity, and so forth. In each case, such dissociation 

can be seen as a sign of a lack of stability in the foundations of developm
ent, 

w
hich w

ould not be able to m
eet the m

anifold challenges of school in the long 

run.W
e need to take the long-range perspective into account. W

e should not 

be hoodw
inked by the early successes of a child in the first grades. W

e generally 

cannot see the true elasticity and resilience of the foundations in body and soul, 

w
hich are built in childhood, until the upper classes are reached—

w
here the soul’s 

resilience w
ill be challenged to a m

uch greater degree to deal w
ith the inevitable 

crises. T
he scientific studies w

e have available to date docum
ent that children 

w
ho start school too early show

 a conspicuous setback in the higher grades, and 

often have to repeat one or m
ore classes (B

eilenberg 1999), w
hich then has the 

additional effect of w
eakening their self esteem

. 

Taking intellectual precocity as a benchm
ark for the start of academ

ic learning 

is to disregard the requirem
ents for healthy developm

ent as outlined above. T
he 
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young hum
an being needs a full m

easure of coherence and resilience for m
astering 

his later life-tasks; to develop such resilience and coherence, he m
ust be afforded 

sufficient opportunity for perm
eating the organization of body and soul w

ith his 

individuality and shaping them
 into a full-fledged instrum

ent for his personality. 

T
he cognitive and intellectual capacities can only unfold in a healthy m

anner 

w
hen they go hand in hand w

ith creativity and social com
petency—

not at their 

expense. 

B
ut for that, the child needs tim

e. In W
aldorf education w

e strive to give 

the children this tim
e, to base school readiness not on m

indless philanthropic 

im
pulses but m

otivated by a therapeutic challenge. W
e m

ust m
ake sure that the 

developm
ental foundations w

hich they need in order be able to live in accordance 

w
ith their ow

n “nature and purpose” are not com
prom

ised by pulling the rug out 

from
 under the children’s individuality.

T
he Seven-Year R

hythm
—

A
 H

ealth-G
enerating P

rinciple
T

he problem
 of dissociation is not lim

ited to preschool tim
es. W

e observe 

a w
idening chasm

 in the various levels of developm
ent also during their school 

years, m
anifested particularly by an earlier onset of puberty. A

t that tim
e the 

developm
ent of the physical body form

s in glaring contrast to the child’s soul-

life, w
hich still appears childlike. T

his phenom
enon differs from

 precocious 

intellectual faculties w
hich are ahead of sensori-m

otor and social developm
ent in 

the preschool years; the problem
s in puberty are created by the unsupported one-

sided acceleration of physical m
aturity.

It is not productive to sim
ply deplore such phenom

ena. T
hey are expressions 

of the overall acceleration w
hich characterizes our m

odern, hectic lifestyle. B
ut 

how
 do w

e m
eet this enorm

ous challenge of our future? T
he w

ider the gaps 

betw
een developm

ental processes, the m
ore urgently w

e m
ust act pedagogically, 

to even them
 out and harm

onize them
 in the interest of the healthy developm

ent 

of our children.

In W
aldorf education an aw

areness of the seven-year rhythm
 affords us the 

opportunity to em
ploy such harm

onizing and com
pensating pedagogy. W

e can 
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therapeutically adjust to m
eet the developm

ental processes appropriately. It is often 

assum
ed that w

e are dealing w
ith a natural rhythm

 that occurs by itself, follow
ing 

the sam
e law

s as m
any other biological rhythm

s in our organism
. B

ut this is 

not the case. T
he seven-year rhythm

 is not set by nature, just like the year is not 

“naturally” divided into seven-day w
eeks. H

ow
ever, w

e are not dealing just w
ith 

m
ystical num

ber gam
es. N

o, the seven-year rhythm
 has salutogenetic relevance 

w
hen it is considered as a developm

ental gauge in pedagogy. T
his rhythm

 m
arks 

a tim
efram

e, like a benchm
ark, w

hich is necessary to help stabilize the com
plex 

structures in a young person’s physical, soul and m
ental/spiritual organization 

on a certain stage of developm
ent by either gently slow

ing dow
n a too-rapid 

advancem
ent or aggressively nurturing those processes that are developing too 

slow
ly. If allow

ed to align w
ith this health-generating rhythm

, the child receives a 

strong foundation for its entire life (H
ildebrandt 1998, Schad 2004).

A
n education that allow

s young children and youths to take their tim
e from

 

one seven-year period to the next has beneficial effects, as pedagogical practice 

show
s. A

n artistically-inspired approach to education helps the children overcom
e 

the problem
 of dissociation as it 

brings all faculties of body and soul 

into balance. U
nder such guidance, 

slow
er-m

aturing 
faculties 

com
e 

to 
blossom

, 
w

hich 
w

ould 
never 

have unfolded under the pressures 

of 
a 

school 
system

 
focused 

on 

achievem
ent 

and 
accelerated 

learning. 
If 

w
e 

understand 

the 
seven-year 

rhythm
 

w
ithin 

this 
paradigm

 
as 

a 
pedagogic-

therapeutic 
benchm

ark 
to 

strive 

for, 
it 

takes 
on 

an 
im

portant 

role in fostering health in a tim
e 

w
hen developm

ental problem
s in 

childhood are increasing.
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T
he M

etam
orphosis of the Forces Shaping the B

ody
O

ne of R
udolf Steiner’s m

ost profound discoveries w
as the concept that the 

forces needed by the young child in his first phase of developm
ent for building 

and structuring his physical organization are the sam
e forces that help him

 

in the second phase in building the forces for the pow
ers of im

agination and 

m
em

ory (Steiner 1907, 1921, 1922, K
ranich 1999). D

uring the first phase, the 

child unconsciously w
orks on schooling his sensory faculties and m

astering his 

m
usculature by developing both his gross- and fine-m

otor skills. H
is inner organs 

unfold into full functioning, and ever m
ore com

plex neuron processes are created 

in the brain. G
enerally after about seven years, a first stage of m

aturity is reached 

in the physical developm
ent, and part of the building forces and faculties are by 

nature no longer needed for grow
ing and building the inner organs. T

his part does 

not just disappear, but is fully available for other tasks, for exam
ple, to grow

 and 

support the pow
ers of the soul and m

ind in developing the im
aginative faculties, 

m
em

ory and the ability for academ
ic learning.

Steiner pointed to the consequences that occur w
hen these forces are 

prem
aturely harnessed to academ

ic learning. W
hen they are diverted from

 the 

uncom
pleted task of building the physical structure, then the ham

pering of a 

healthy, resistant physical constitution m
ay result, even if at first very subtle, 

alm
ost im

perceptible. W
hile com

prehensive em
pirical proof is still pending, 

num
erous experiences in practical education appear to validate this hypothesis. 

M
eanw

hile scientific long-term
 studies have not been able to prove conclusively 

any lasting advantages that very early enrollm
ent brings for young children. O

n 

the contrary, the probability of having to repeat a class is significantly higher for 

this group than for children w
ho enter school at the traditional point in tim

e 

(B
ellenberg 1999).

T
herefore it is of utm

ost im
portance for optim

um
 health and achievem

ent 

in later life to w
ait w

ith beginning school-learning until the forces building the 

physical body are fully transform
ed into the forces that develop the im

agination 

and until the learning process can be released from
 its earlier ties directly to the 

senses. W
henever w

e force a developm
ental stage (in this case, by too early a start 

of academ
ic learning), there is a danger that w

e interrupt the com
prehensive, 

differentiated m
aturation process of the physical organ-ization and thus potentially 
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w
eaken the foundation of the 

child’s health.

Every adult can validate, 

from
 the personal experience 

of being w
eakened by fever, 

the close connection betw
een 

forces building the physical 

organism
 and those building 

the im
agination. D

uring such 

a tim
e the body needs all vital 

forces to m
aintain its life functions and to regain health, and it is m

ore difficult to 

have concentrated, focused im
ages and thoughts.

T
he L

aunch of the Faculty of Im
agination 

T
he physician can determ

ine from
 a variety of physical sym

ptom
s w

hen 

the im
aginative faculty is ready for developm

ent (change of teeth, shape, m
ature 

sensori-m
otor skills, and so forth). B

ut he can see only the outer aspect of the 

phenom
enon. O

n an inner level, the release of these pow
ers is connected to a 

profound change of soul life. T
he child steps out from

 the confinem
ent of the 

senses and now
 gains com

m
and of independent soul faculties, w

hich he em
ploys 

consciously on the inner planes. 

T
he earlier stage is w

ell illustrated in this exam
ple: a four-year-old w

ho, on 

hearing the w
ord S-B

ahn, inquired w
hat the people in this tram

 w
ere eating. [S-

B
ahn, m

eaning “tram
w

ay” is pronounced “E
ss-B

ahn,” and ess in G
erm

an m
eans 

eat!—
trans.] In contrast to im

agining things in a concrete, literal w
ay, the child 

w
ho is ready to enter school com

m
ands a faculty of im

agination that functions 

independently of concrete sensory im
pressions. M

em
ory too grow

s free from
 the 

link to physical, concrete presence of place (local m
em

ory, as in the exam
ple above) 

and becom
es autonom

ous. It can happen that a child of that age is surprised to 

discover that she can visualize a person w
ho is far aw

ay in full detail and w
henever 

she w
ishes to do so. M

em
ory becom

es available, independent of presence in space 

and tim
e; inner im

ages can be form
ed and now

 spark thinking processes, just as 

they w
ere previously sparked by sensory perceptions.
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A
n experim

ent conducted by Sw
iss psychologist Jean Piaget illustrates this 

transition. Tw
o identical glass vessels w

ere filled each w
ith the sam

e am
ount of 

w
ater in the presence of four- to five-year-olds. W

hen questioned, the children 

found the am
ounts of w

ater in A
 and B

 to be the sam
e. T

hen, in full view
, a third 

vessel C
, this vessel being m

uch taller and narrow
er than the other tw

o, w
as filled 

w
ith the sam

e am
ount of w

ater. W
hen asked again, m

ost of the children thought 

that there w
as m

ore w
ater in vessel C

 because the w
ater level w

as higher, and som
e 

thought there w
as less w

ater in vessel C
 because it w

as narrow
er. C

hildren w
ho 

w
ere ready to enter school, how

ever, stated correctly that the am
ounts in all three 

vessels w
ere the sam

e (Piaget 1973). T
his experim

ent is not undisputed because 

it could lead to the false conclusion that younger children are stupid. A
ctually 

they are in no w
ay stupid; they just experience the w

orld differently based on 

the object-oriented intensity of their perceptions. T
he experim

ent points to an 

im
portant fact: W

hat w
e see here is not a quantitative transition from

 a less bright 

to a bright child. N
o, it is a qualitative leap that brings w

ith it a transform
ation of 

the child’s overall relationship to perception. T
he younger children are still guided 

by outer sense im
pressions and answ

er based on an object’s visually prom
inent 

attributes (w
idth and height), w

hereas the older children use as a resource their 

m
em

ory-im
age, w

hich tells them
 that the 

am
ount of w

ater stayed unchanged by 

pouring it into different vessels. T
hey can 

evaluate and conclude that the am
ount 

m
ust be the sam

e, in spite of the taller w
ater 

colum
n or the narrow

ness of the vessel. 

T
heir freed forces, pow

ers of m
em

ory and 

im
agination are available to them

 for the 

m
ental processing of perception beyond 

the visual im
age.

O
nly w

hen this transform
ation has 

occurred should the child be exposed to 

academ
ic learning in school. A

s outlined 

above, it is only now
 that the child can 
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safely em
ploy the form

ative pow
ers w

hich w
ere form

erly needed to build the 

body structure. O
nly now

 he can use these pow
ers to form

 inner im
ages and 

thoughts w
ithout jeopardizing his healthy physical developm

ent. O
ften the 

children them
selves discover this new

 faculty of dealing w
ith inner im

ages w
hen 

they begin to take great pleasure in solving poetic puzzles w
hich challenge their 

vivid pow
ers of im

agination.
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From
 Im

plicit to E
xplicit L

earning
W

hen the child is ready to enter school, her behavior and needs change 

radically in regard to learning. B
efore this phase, the child w

as fully im
m

ersed 

in im
itating her surroundings. T

he m
other, for exam

ple, inspired the child to 

im
itate her ow

n vacuum
 cleaning and in turn the child used a suitable stick and 

m
atching sounds for her “vacuum

 cleaning” activities. T
he m

eaning and purpose 

of certain m
ovem

ents w
ere not m

oderated by thought processes but w
ere derived 

directly from
 actively joining in the activity. H

er learning w
as an im

plicit process. 

B
ut now

 that is no longer enough. T
he child yearns for explicit learning, for 

having a teacher guide her through m
ethodically sequenced learning and practice 

processes that require active effort. She has direct questions and w
ants to know

 

about reasons and interconnections. 
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H
ow

ever, 
this 

transform
ation 

does 
not 

happen all at once. In healthy developm
ent the 

im
itation faculty extends into the early school 

years, and the teacher can m
ake use of it, as the 

children initially learn m
any things easily by 

im
itation, playing a recorder, for exam

ple, or 

m
oving through a room

 in a specific pattern, 

speaking a poem
 in a foreign language, perform

ing 

a rhythm
ic-m

usical exercise, and so forth. A
nd 

yet, this situation is w
idely different from

 learning 

in early childhood because these are now
 directed 

processes, guided by the teacher. C
hildren w

ho 

are ready to begin school have a deep need for such guided processes, w
hich w

e 

call classroom
 instruction. T

heir orientation is still intensely focused on the m
odel 

of the teacher, but at the sam
e tim

e they consciously m
ake the effort of repeating 

and correcting in order to im
prove their faculties. T

hey are taking ow
nership of 

their learning process.

T
he burning eagerness m

any children show
 in this process offers rich 

opportunities to the teacher for leisurely (w
ithout pressure or achievem

ent 

stress) allow
ing a gradual post-m

aturation process for things that need particular 

nurturing now
adays: first of all, the language faculty, but also m

otor skills, body 

and spatial senses, the m
em

ory capacity, the ability to concentrate, and so forth.

T
hese teacher-guided activities m

ust not disintegrate into m
echanical drill 

practice. It is im
portant that the teacher strive for artistic w

ays of conducting the 

lessons and for responding sensitively to the abilities of each child. If successful, 

she is not the feared but the beloved authority, w
hich the children em

ulate in 

order to becom
e like her in know

ledge and skills. Such a teacher w
ill find that the 

children heed m
eaningful rules and take daily delight in having order, reliability 

and clarity in the classroom
, brought about through the beneficial influence of the 

teacher. T
hey feel em

pow
ered dow

n to bodily w
ell being, and their developm

ent 

is supported by this influence. 
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L
earning in an A

tm
osphere of Soul-W

arm
th

W
hen w

e talk about the forces that build the body 

transform
ing into forces of learning and m

em
ory 

that are now
 available to the child, w

e could give 

rise to the m
isunderstanding that the tim

e has com
e 

to address the child intellectually like an adolescent 

or an adult. T
hat does occur frequently today, and 

experience show
s how

 dam
aging such one-sidedness 

can prove to be. T
he child needs a long transitional 

period in order to com
plete the shift from

 the outer-

oriented young child that is ruled by the senses to 

becom
ing an inner-oriented, reflective youth. D

uring 

this transitional tim
e, the child’s w

ay of learning is still com
pletely enveloped in a 

soul energy and strongly appeals to the child’s sensitivity. 

T
he experience of coherence, w

hich is fundam
ental to overall healthy 

developm
ent, once m

ore becom
es the central them

e of education. W
hile the 

young child experienced this coherence through physical activity and im
itation, it  

m
ust now

 be attended to on the soul level for the school-age child.

B
rain researchers like M

anfred Spitzer point out em
phatically that the child 

w
ill gain free, creative access to the subject m

atter he learns in school only if 

this learning happens in an em
otionally positive atm

osphere. Scientific research 

show
s that no true learning takes place unless there is a w

arm
 relationship on a 

soul level betw
een teacher and student, and w

ithout this relationship, it is only 

an intellectual, m
nem

onic drill leading to m
echanically “cram

m
ed” know

ledge 

(Spitzer 2002).

A
 positive class atm

osphere is only the cornerstone. N
ot to be confused w

ith 

G
em

ütlichkeit (coziness) or chum
m

y ingratiation, w
hat really counts here is to 

avoid a one-sided developm
ent of the thinking faculties of the child leading him

 

tow
ards a kind of im

personality and even m
echanicalness. O

n the contrary, w
e 

w
ant to keep the thinking pow

ers as long as possible in touch w
ith the pow

ers of 

sense perception. A
ll children at this age level naturally take in things from

 their 

surroundings; they do not yet have the m
otivation to set them

selves apart from
 

the environm
ent as older children characteristically can do.
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B
eloved A

uthority Figure
T

he children not only need but also seek out a learning environm
ent that 

offers a positive class atm
osphere. T

his finds clear expression in their adoration 

of the classroom
 teacher; they seek her personal affection and long for her 

acknow
ledgem

ent. A
nother indication of this is the frequent observation that the 

children w
ill do their hom

ew
ork less for their ow

n sakes, but m
ore and especially 

for the teacher’s sake, w
hose reaction they anticipate w

ith excitem
ent. T

his m
ay 

continue for several years if the teacher is indeed beloved. N
o teacher can elevate 

herself into having authority over the students. T
he students them

selves are the 

ones w
ho m

ake her into an authority by giving her the gift of their respect and 

affection. A
 teacher can w

in this gift only by m
eeting the students w

ith a rich 

m
easure of interest, openness and enthusiasm

. Students w
ant to be seen, w

ant to 

be understood; for that, a teacher needs to offer m
ore than a w

ell-structured w
ay 

of teaching—
hum

an qualities are in dem
and here. 

B
ut the teacher m

ust also offer didactic skill and in-depth know
ledge of the 

m
aterial so that she can guide them

 tow
ards gaining new

 skills or entering new
 

fields of know
ledge. Indeed, students w

ill trust the guidance of a person w
hen 

they recognize her as a “m
aster teacher.”
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A
 teacher’s authority, if understood correctly, does not m

anifest as a challenge 

that the students have to live up to. R
ather, such authority em

erges w
hen teachers 

w
ork on them

selves and strive to m
eet the challenges in their ow

n personal 

developm
ent. T

his striving safeguards them
 from

 routine and indifference. A
 

positive learning atm
osphere can spring up in their classes. 

G
uided and Independent L

earning
W

ell-understood authority does not m
ean that a teacher has an exclusive 

lead role in class. R
ather, the respect for the individuality of a child dem

ands a 

sufficient m
easure of trust in his ow

n faculties and space for their developm
ent. A

 

w
ell-conducted class w

ill shuttle in a healthy w
ay betw

een phases of guided and 

independent learning. 

Such learning situations are conducive to the developm
ent of individuality 

and are especially needed in today’s w
orld because students enter school w

ith 

diverse levels of readiness. Som
e have been coached how

 to w
rite, read and do 

calculations; som
e have learned all on their ow

n; others are still far aw
ay from

 

being able to handle such tasks and are in need of sensitive guidance. T
he general 

trend tow
ard ever-stronger individualization further adds to this heterogeneity in 

children w
ho start school. M

any children display early on very individualized traits, 

coupled w
ith radical originality, authenticity and creativity, and consequently 

dem
and individual attention from

 the teacher. T
hat is the only w

ay the teacher 

can becom
e a “beloved authority” for them

, som
eone w

hom
 they can eagerly 

em
ulate in the first years of school. 
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T
he students can develop a profound yearning for an independent m

ode of 

learning that allow
s them

 to discover and explore their ow
n dorm

ant pow
ers. T

his 

yearning in its highest and purest form
 leads to a passion for learning and taking 

joy in the activity. T
his type of learning can m

anifest in m
ultiple w

ays in artistic 

and practical classes. M
oreover, already in the first grade, sm

all project groups 

can w
ork together independently, w

ith only the aid and advice of the teacher. 

For exam
ple, all students can freely cooperate in a painting assignm

ent, w
hose 

them
e they have chosen them

selves. O
r they can perform

 a little theater play 

that em
erged w

hile they played by them
selves. In the upper grades, the students 

can m
ake self-directed choices about them

atic projects in social, environm
ental 

and nature studies and w
ork on them

 jointly. In school, abilities such as reading, 

w
riting and arithm

etic are usually taught as individual classes of their ow
n, but 

here they can find practical application. W
e also should not underestim

ate the fact 

that w
e can strengthen the ability to practice through such self-directed activities 

w
ithout dim

inishing the m
otivation to learn.

From
 Im

age to L
ettering

T
he further developm

ent of the child relies to a strong degree on the teacher’s 

ability to guide the child’s transition from
 w

orking w
ith the hands to w

orking 

w
ith the m

ind, from
 learning through the lim

bs to learning through the pow
ers of 

m
em

ory, im
agination and thinking. If guided in the right w

ay, the child w
ill not 

feel a one-sided em
phasis on intellectual faculties, but w

ill feel approached also 
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through the feeling and w
illing 

sides of his being, on w
hich the 

thinking pow
ers can build. 

Let us look at the introduction 

of letters in order to illustrate how
 

W
aldorf education seeks to put 

this principle into practice, dow
n 

into 
the 

m
ethodology 

of 
our 

classes. In the first grade the child 

is not only faced w
ith a “sign,” he 

is not asked to just m
em

orize this 

sign m
atched w

ith its phonetic 

m
eaning; rather, the teacher first 

tells a story, into w
hich the child 

plunges w
ith all his im

agination and fantasy, even if he can already read. N
ext 

follow
s a blackboard sketch of one situation from

 the story, w
hich the children 

draw
 into their ow

n books and, w
ith a few

 bold strokes of chalk, a letter em
erges 

from
 w

ithin the picture on the blackboard. From
 there, the letter is draw

n apart 

from
 the picture, albeit abstractly, but now

 the children have a soulful connection 

w
ith this shape, w

hich otherw
ise w

ould have stayed alien to them
, and they 

experience inner coherence. T
hey follow

 the transition from
 im

age to letter w
ith 

active understanding, they create it actively w
ith their ow

n hands, and they are 

able to apply it and experience the m
eaning im

bedded in this process. Incidentally, 

this w
ay of proceeding corresponds to the developm

ent of w
riting in the history 

of m
ankind, w

hereby sensorial-concrete pictures turned step-by-step into abstract 

sym
bols.

M
any people object by saying that the im

age-oriented introduction of w
riting 

is obsolete for children w
ho can already read and w

rite before they start school. B
ut 

they overlook that children w
ho learn, for exam

ple, from
 their older siblings how

 

to read and w
rite, are sim

ply im
itating them

, w
hile the child w

ho is truly ready for 

school not only w
ants to perform

, but also longs to understand the m
aterial inside 

and out. T
he m

ethod described herein gives them
 this opportunity by addressing 
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not only the cognitive faculties, but also the feeling and w
illing pow

ers. T
his 

m
ethod ensures that the w

hole person can participate in the introduction of the 

letters and before the activity of w
riting becom

es m
echanical. 

From
 R

hythm
 to A

rithm
etic

W
hen 

introducing 
the 

realm
 

of 
num

bers, W
aldorf 

education 
seeks 

to 

involve the w
hole person. T

he students are acquainted w
ith num

bers and later 

m
ultiplication tables not only through sim

ply nam
ing the num

bers or w
riting 

dow
n the corresponding sym

bols, but through rhythm
ical m

ovem
ent sequences. 

T
he succession of num

bers is practiced every day and m
em

orized in ever-new
 

variations through hand clapping, jum
ping and running. 

T
he path to m

ultiplication begins w
hen the children count out loud in 

unison and accent each second or third num
ber by either agreeing to not clap 

or to only clap or to count that num
ber w

ithout saying it out loud. T
his m

akes 

high dem
ands on the children’s aw

areness and their m
ind-hand coordination. T

he 

child can thus m
aster the m

ultiplication tables through physical, sensori-m
otor 

activity and prepare the ground for purely abstract calculations later. M
athem

atics 

is “saved” from
 turning into a dead, incom

prehensible foreign body in the soul 

experience of the child. R
ather, this path offers a profound, nearly instinctive 

experience of coherence. M
ultiplication is em

bedded in one’s ow
n activity, it is 

recognized as a higher level of counting, and the child grasps the m
eaningful 

connection betw
een the w

orld of num
bers and practical activities in daily life 

(Schuberth 2001).

T
his w

ay of teaching elicits m
athem

atical understanding from
 w

ithin the 

body, w
here it is indeed rooted, as illustrated by the w

ondrous num
eric proportions 

of the various bones and the rhythm
ic organization of pulse and breath. T

he 

structure-form
ing law

s that are at w
ork in the body on an unconscious level 

now
 extend, like a reflection of light, into the rhythm

ic learning activities of the 

child, steered by w
ill and conscious coordination. Later, in the science classes, this 

activity w
ill be raised fully into the light of consciousness. 

T
he child’s attitude tow

ards the w
ork is very profoundly im

pacted by the w
ay 

w
e guide him

 into this process. It is im
portant that the fundam

ental classes in 
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the four arithm
etic disciplines proceed from

 the w
hole to the parts, rather than 

as conventionally done the other w
ay around, from

 the part to the w
hole. In 

W
aldorf education w

e generally start from
 the sum

 w
hen introducing addition, 

from
 the product in m

ultiplication, and so forth, because the child has a concrete 

experience of things and associates num
ber w

ith practical realities. T
here is 

indeed a difference if w
e start from

 the w
hole, w

hich then splits into parts, or if 

w
e view

 the w
orld as sim

ply an agglom
eration of fragm

ents w
hich line up in a 

purely additive m
anner. W

e w
ill later also see a great difference in the social and 

environm
ental stance of the persons w

ho have form
ed a holistic view

 of the w
orld 

shared by all hum
an beings, instead of just thinking of their ow

n property.

L
anguage—

the R
ealm

 of Inner Im
ages

C
hildren love stories and fairy tales, fables and legends, and it is im

portant for 

a teacher to realize w
hy children have such a hunger for them

. T
hese tales contain 

a lot of w
isdom

 and life experience, profundity and cleverness, thoughts and logic, 

expressed not in abstract term
s, but in im

ages. T
hese stories delight the soul by 

painting entire landscapes and countless details that m
atch the sensorially perceived 

w
orld in color and im

m
ediacy, but it is the child herself creating this in her ow

n 

fantasy; in other w
ords, the pictures are her ow

n accom
plishm

ents. B
etw

een the 

young child’s hands-on, sensory grasp of the w
orld and the adolescent’s or adult’s 

m
ental, thinking com

prehension of the w
orld stands the pictorial, im

aginative 

w
ay of understanding the w

orld, w
hich alw

ays constitutes a creative act.



�	

Language is the key m
edium

 for unfolding the im
aginative w

orld in children. 

Language has the pow
er of translating everything the storyteller sees w

ith her 

inner eyes into the children’s ow
n inner vision. T

he m
ore the storyteller can vividly 

experience the im
aginative expanses in herself and put them

 into w
ords—

freely 

or by reading out loud—
the m

ore colorful and form
ative w

ill be the im
aginative 

pow
ers of the children. T

his effect is at its m
ost pow

erful w
hen the teacher acquires 

the ability to vibrantly and dram
atically tell a story from

 m
em

ory. A
lso, the 

reading of a suitable, artistically rendered story can be very effective if it proceeds 

w
ith vivid participation. 

T
he children are nourished by such experiences, and they w

ant them
 every day. 

T
hey are not driven by a need for inform

ation or know
ledge, but by the yearning 

for intuitive exploration of the rich inner w
orlds, w

hich are opening up to them
 

sym
bolically and im

aginatively through the m
edium

 of language. Even though 

our tim
e is flooded w

ith technical im
ages, there is no decrease in the hunger for 

such experiences. To the contrary, it grow
s in the sam

e m
easure as the children 

feel increasingly em
otionally disconnected from

 their environm
ent. School here 

fulfills an essential cultural task, yes, and a cultural m
andate—

less intellectually 

than developm
entally—

to foster the ability for em
pathy, differentiation and 

im
agination as w

ell as social sensitivity. It is essential that the subject m
atter of 

the story be appropriate for each age level. In 

a W
aldorf school, the children are exposed in 

the first three grades to fairy tales and m
yths, 

proceeding then to fables, legends and sagas, 

and finally they hear the stories of the O
ld 

Testam
ent as part of an introductory w

orld- 

and cultural-history class. In this process, they 

can follow
 the path of hum

ankind, m
irroring 

their ow
n evolutionary path in a certain sense. 

A
t the sam

e tim
e the educator deeply influences 

the 
ethical-m

oral 
developm

ent 
of 

the 
child 

through the choice and dram
atization of his 
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verbal im
ages and stories, provided he avoids serm

onizing and allow
s the im

ages 

to fully speak for them
selves.

T
he C

lassroom
 D

ialog
M

any childhood experiences can be truly understood and processed only after 

the child has had the opportunity to talk about them
 in a good conversation. In 

such dialog, a relational space is created in w
hich experiences can be exchanged, 

know
ledge transm

itted, appointm
ents m

ade, conflicts verbalized and solved. 

H
ere w

e can also practice the faculty of good and precise listening. Such social 

conversation spaces can no longer be taken for granted in our tim
es—

w
e have to 

m
ake an effort to first establish them

 again. T
herefore it is an im

portant task of 

the school to establish and m
aintain a culture of verbal dialogue, particularly in 

the first grades. It is the foundation for all instruction in class. 

Form
ative E

ducation of the W
hole Person through A

rt 
W

e norm
ally associate kindergarten w

ith playing and grade school w
ith 

learning. B
ut there is not such an abrupt cut betw

een the tw
o phases of child 

developm
ent. T

he faculty for playing is still a precious gift, w
hich w

e m
ust foster 

also in the first grades of school. In a certain sense, this gift is a prim
ordial cultural 

technique for developing initiative, devotion and interest, joy of discovery and 

m
ental creativity, the ability for team

w
ork and social com

petence. B
ut it is 

in particular this creative, form
ative process that often develops too slow

ly or 

incom
pletely in m

ore and m
ore children today because they do not receive the 
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corresponding inspiration. Television, video gam
es, com

puters and iPods are 

paralyzing this process m
ore than fostering it, even though the advertisem

ents 

allege the opposite. W
aldorf education therefore consciously nurtures a fantasy-

rich learning style through play, art and practical activities, not only in the 

subjects offered but also in the m
ethodology of teaching, Painting and draw

ing, 

m
aking m

usic and perform
ing theater plays are activities that fully answ

er the 

children’s needs for an active connection w
ith the w

orld. A
nd at the sam

e tim
e 

they stim
ulate a guided process of learning and practicing w

hich has a form
ative 

effect on the w
hole person. T

he teaching style em
erges freely from

 the children’s 

joy in shared activities and their enthusiasm
 for the audible or visible w

ork of art, 

not from
 a rigid system

 of rules.

If w
e are able to bring that about, the success m

otivates everyone—
students 

and teachers—
to reach even further, and the children expand their capabilities 

as a result of their ow
n, inner drive. A

 refined culture of feeling and perception 

is rooted in this process, enhancing the joyful initiative, independence and social 

com
petency that w

e w
ish to see in later years in an adult w

ho is open to the w
orld 

and hum
anity. T

he capacity for em
pathy and socially creative fantasy, the w

ill 

to create and openness tow
ards the new

—
these qualities are com

m
only listed as 

the key faculties on w
hich our future depends. T

hese faculties have no chance to 

form
 if the intellectual and m

ental faculties of the child are prem
aturely displaced 

from
 their natural connection w

ith the forces of w
illing and feeling through an 

education w
ith a one-sided em

phasis on the intellect, pervasively relying on abstract 

term
s, definitions, and processes. A

 

child w
ho has developed in a healthy 

w
ay w

ill, even after reaching school-

m
aturity, live as a w

hole being, w
hose 

inim
itable strength rests in precisely 

the faculty to turn to the w
orld not 

in a one-sided w
ay through thinking 

only, but fully, w
ith all the pow

ers of 

feeling and w
illing intact. 
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Let us em
phasize that w

e are not suggesting obstructing the developm
ent of 

the intellectual faculties. O
n the contrary, the intellectual faculties w

ill receive a 

solid foundation w
hen pow

erfully and securely em
bedded in a soul-life that is as 

rich and differentiated as possible. A
 young hum

an being can only unfold the full 

spectrum
 of his faculties if all his faculties are developed. O

nly then w
ill he be able 

bring these faculties to their highest m
anifestation and realization in his life. 

Individual and C
om

m
unity in the A

rtistic P
rocess: In the Faculty

E
ducating the w

hole person through art should not be construed to m
ean 

that the first grade curriculum
 is exclusively artistic subjects. Subjects like 

arithm
etic, foreign languages and gram

m
ar all have their place here, and they are 

taught in a w
ay that affects the hum

an being in its entirety. In other w
ords, the 

artistic presentation of each subject is highly challenging and requires the teachers 

them
selves to becom

e learners and researchers, w
ho pursue this path continuously. 

R
outine w

ould be the end of the art of teaching and educating.

If  the individual teacher w
ould have to undergo this continuous process 

of w
orking on herself and self-transform

ation all alone and unaided, she w
ould 

soon feel burdened. She receives support in the cooperation of her colleagues, 

w
ho understand them

selves to be on the sam
e path of learning and researching. 

M
utual class visits have a refreshing effect and provide the teacher w

ith reflections 

and new
 im

pulses for w
orking.

W
ell-structured child studies can be particularly instructive and fruitful 

w
hen all involved teachers share their unprejudiced observations about a child 

and earnestly strive to find w
ays to suitably support the child, if necessary, in 

cooperation w
ith the school physician and school counselor. A

 specific institution 

in the W
aldorf school is the w

eekly pedagogical faculty m
eeting, w

hich is 

conducted in addition to the periodic class conferences. In these m
eetings those 

involved in the pedagogic w
ork of the school try to expand their ow

n pedagogic, 

psychological and m
ethodic-didactic faculties. T

his sharing is the basis of the 

collegial w
ork com

m
on at a W

aldorf school. T
he quality of these m

eetings largely 

determ
ines the pedagogical quality of the school. T

his is also true for W
aldorf 

kindergartens. 
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Individual and C
om

m
unity in the A

rtistic P
rocess: In the C

lassroom
T

he 
m

utual 
benefits 

of 
the 

individuals 
and 

the 
com

m
unity 

w
orking 

together are not only of value to the teachers, but also yield im
portant tools 

for participation in artistically-taught classes. A
s the classroom

 teachers in the 

first six to eight grades generally teach m
ost of the classes them

selves, they can 

create a balanced rhythm
 betw

een the individual student and the class as a w
hole. 

T
hey can achieve this, on the one hand, through com

m
unity-building arts such 

as singing, instrum
ental m

usic, and choir recitals. Sim
ultaneously the fine arts 

such as draw
ing, painting, sculpting w

ork, and so forth, are given equal w
eight, 

depending on the developm
ental level of the class, supporting and increasing 

individual learning capacity at the sam
e tim

e as the social processes in the class 

com
m

unity.

T
his breathing rhythm

 can also be realized through the m
edium

 of speech. 

T
hose less gifted are supported naturally by the m

ore talented students w
hen the 

entire class w
orks together by speaking a poem

 in unison. Everyone notices his or 

her ow
n efforts flow

ing into the w
hole and creating a shared achievem

ent—
all are 

happy in how
 they experience im

provem
ent day-to-day. B

ut from
 tim

e to tim
e 

the individual child should step out from
 the com

m
unity, for exam

ple by retelling 

a story or reciting a poem
 from

 m
em

ory, w
hich the class teacher had w

ritten on 

his or her last report card as a com
panion thought for the school year. T

he class 

listens w
ith interest to the saying the teacher has specially chosen or w

ritten for 

this child, and she respectfully accom
panies the individual effort of the child, 

know
ing how

 hard it is to recite som
ething w

hen standing in front of the class.

P
ractical Instruction

Practical classes in a variety of subjects w
eave through all tw

elve grades, 

addressing the w
hole person in head, heart and hand. T

hat includes needlew
ork 

in the low
er grades, w

orking in the school garden or on a farm
 in the vicinity, as 

w
ell as com

ing to know
 m

any traditional crafts such as m
asonry, blacksm

ithing, 

carpentry, shoem
aking, and so forth. Increasingly, in our technically-oriented 

society, 
children 

lack 
the 

opportunity 
of 

balanced 
developm

ent, 
and 

such 

activities becom
e m

ore and m
ore im

portant—
not because they satisfy a nostalgic 
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need, but because they provide the children w
ith lasting experiences of coherence. 

Such practical activities are an excellent m
eans for em

pow
ering the children w

ith 

courage to say yes to life. A
s the children com

e to experience basic w
ork processes 

directly in a num
ber of basic professions, not just reading about them

 or seeing 

them
 in a film

, and as they perform
 this w

ork them
selves (as far as that is possible 

in show
case activities) the w

ork w
orld begins to appear to them

 as a cosm
os of 

interw
oven, m

utually supportive processes. T
hey can follow

, for exam
ple, the path 

of the grain from
 the farm

er’s field to the baked bread on the breakfast table and 

can experience how
 each process builds on the previous one, how

 each profession 

needs the others—
from

 sow
ing to harvesting, threshing and m

illing to baking. 

T
his does not involve only the m

ind. A
s the children participate actively in 

each profession, they learn that a craft is an art that needs to be learned laboriously. 

T
hey adm

ire the expertise of the m
aster, w

hose every grip “fits” the task and w
hose 

every w
ork process is thought through so that useful things can be created. T

hey 

do not have to hear that the w
orld is form

ed by the abilities of m
an—

they learn 

it “hands-on.” W
orking in the garden or on a farm

 also allow
s them

 to experience 

a relationship w
ith anim

als and plants, w
hich a city child now

adays hardly ever 

gets to know
. Yet such exposure is fundam

ental for a responsible relationship 

w
ith nature and the environm

ent; these experiences w
ill accom

pany the person 

throughout his or her w
hole life. 

Specifically organized class endeavors like the ones described above can give 

the young person a m
uch m

ore profound sense of belonging in this w
orld, a 

feeling of trust and m
eaning, and the courage to m

ake his ow
n life decisions—

m
uch m

ore so than w
ords or pictures could ever do. T

hese experiences nurture 

resilience, that invincible inner pow
er that allow

s adults to take on and even 

m
aster the crises in their lives.
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Fostering M
ovem

ent
In this tim

e of cars and arm
chair m

edia, the task of ensuring a post-m
aturation 

phase for the m
otor and sensory faculties falls m

ore and m
ore to education in the 

low
er grades; a frighteningly high percentage of school starters show

 insufficient 

or one-sided developm
ent. M

any children no longer are able to stand on one leg, 

w
alk backw

ards or catch a ball. T
hey can no longer develop even basic age-specific 

abilities like the kinesthetic, equilibrium
 and m

ovem
ent senses, let alone full 

m
astery of their m

ovem
ent organism

. Physicians and school adm
ission officials 

can attest to that situation, bearing w
itness to a radical change in the conditions 

for healthy developm
ent. H

ow
 are these children supposed to feel at hom

e in the 

w
orld if they cannot even truly inhabit their ow

n bodies?

M
odern brain research show

s—
last, not least—

that the com
plete form

ation of 

the sensori-m
otor faculties is very im

portant not only for the overall developm
ent 

of the child, but specifically for learning cultural skills such as reading, w
riting 

and arithm
etic and for all cognitive processes. Since the plasticity of the brain has 

been show
n to last a lifetim

e, m
uch can be done in the school years to m

ake up 

for w
hat w

as m
issed earlier. Starting class w

ith a practical exercise, engaging the 

w
hole class in rhythm

ical activities like stom
ping, jum

ping, running or clapping, 

can accom
plish such com

pensation, in order to then strengthen the aw
areness 
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and skill of coordinating hands and feet through 

appropriate exercises. Physical education classes, as 

w
ell as activities like chopping w

ood, digging, baking, 

and so forth, offer rich opportunities for im
proving 

gross and subtle m
otor faculties.

Further opportunities can open up w
hen a class 

w
orks 

up 
a 

circus 
perform

ance 
w

ith 
balancing, 

acrobatic and artistic acts of all kinds. C
hildren are 

easily m
otivated to continuously explore the lim

its 

of their abilities and expanding these lim
its through 

daily exercise. C
ross-grade activities can em

erge and 

grow
 easily into an all-school event, w

hich can have an em
inently pedagogical 

effect on m
any levels.

T
he subject of eurythm

y is of particular im
portance in W

aldorf schools for all 

grades. E
urythm

y w
as created by R

udolf Steiner as a new
 discipline of m

ovem
ent, 

geared not tow
ards the expression of one’s ow

n inner feelings but tow
ards the 

congruent translation of language and m
usic into corresponding gestures and 

m
ovem

ent sequences. A
t first, eurythm

y w
as conceptualized as an on-stage 

perform
ing art, m

aking speech and m
usic visible through the m

edium
 of the 

m
oving body, so-to-say tim

e-elastic in space, w
ith the audience experiencing the 

synergy [synaesthetics] of sound and m
ovem

ent, M
elos and color m

oods, m
usical 

structure and m
ovem

ent choreography as a holistic w
ork of art. B

ut Steiner 

introduced eurythm
y also as a core pedagogical curriculum

 subject because 

eurythm
y requires that the pow

ers 

of 
physical 

m
ovem

ent 
are 

harm
oniously aligned w

ith the 

pow
ers of feeling and thinking, 

w
hich 

alignm
ent 

has 
positive 

form
ative effects on the w

hole 

person in body, soul and spirit. 

H
ere m

ore than in any other 

m
ovem

ent 
discipline, 

w
e 

can 
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foster an integration of body and soul w
ith the pow

ers of the “I,” altruistically 

and in full service to speech and m
usic em

anating from
 fellow

 hum
an beings. T

he 

challenges posed in eurythm
y classes change and grow

 in correspondence to the 

respective developm
ental level of the children (R

ichter 2003).

Individual D
evelopm

ent and D
evelopm

ental D
ivergences 

A
s a C

ollege of Teachers w
orks on ever m

ore profoundly understanding the 

processes of hum
an developm

ent, it becom
es necessary to exam

ine the efficacy 

of each subject and each teaching m
ethod in regard to supporting the respective 

developm
ental level of each class. W

hat counts here is not the transm
ission of 

academ
ic m

aterial, but w
hether or not the children’s faculties are invigorated by 

a certain subject at a certain tim
e through a certain m

ethodology. In W
aldorf 

pedagogy the age-appropriate w
ay of teaching is so im

portant that all children 

of one grade rem
ain in the class—

w
ithout being asked to repeat the class—

until 

they reach the high school grades (w
ith rare exceptions). 

A
t the sam

e tim
e the teachers m

ust recognize the special and unique 

developm
ent of each child. N

o tw
o children develop exactly alike; the individuality 
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alw
ays sets im

pulses that m
odify the general law

s of developm
ent. C

urrently the 

range of developm
ental levels and processes seem

s to be grow
ing even w

ider, 

w
hich can lead to very divergent degrees of m

aturity in m
otor, intellectual, soul, 

and social faculties w
ithin one grade level. In addition, the tendency to dissociate 

is increasing, w
ith m

ost often the intellectual pow
ers being ahead of soul and 

social faculties that are in need of catching up. 

T
herefore the developm

ent of each single child m
ust be closely observed 

and individually supported as m
uch as possible. W

aldorf schools generally have 

a classroom
 teacher w

ho, aided by the subject teachers, accom
panies the children 

through m
any school years; he observes and supports them

. T
his practice has over 

the years proven to be a very useful w
ay for m

eeting that necessity.

O
n the other hand, certain changes in the w

ay w
e teach are necessary due to 

the increase in developm
ental divergences and dissociations w

hich present new
 

challenges. O
verall, there w

ill have to be a m
uch stronger em

phasis on schooling 

sensory perception and fine-m
otor 

skills. A
n even stronger focus is 

required for language skills, w
hich 

has already becom
e a fundam

ental 

task for preschools and child care 

centers. 
B

ut 
an 

increased 
effort 

m
ust be m

ade to continue to foster 

these skills far into the first years 

of school. 

W
e also need to re-think the 

teaching environm
ent for the first 

tw
o or three grades. C

lassroom
s 

have to be furnished ever m
ore 

flexibly so that w
e can conduct the 

urgently needed rem
edial exercises 

in our daily practice. T
hat is w

hy 

m
ore and m

ore W
aldorf schools 

are adopting the practice of only 
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m
inim

ally furnishing the first grade classroom
s, so that the children can readily 

engage in play or m
ovem

ent activities. Som
e schools even m

ove certain parts of 

the class instruction to the outdoors in general.

T
he school yard has becom

e m
ore im

portant; schools equip them
 w

ith 

installations allow
ing free play and highly diverse elem

ental experiences that 

are otherw
ise hard to find for city children now

adays: clim
bing rocks and trees, 

balancing bars, sensory aw
areness paths, play houses, w

ater ponds, craft w
orkshops, 

stables for anim
al care, and so forth.

T
he opportunities for children to engage in free play should altogether be 

expanded, not only through suitable playgrounds and equipm
ent for the break 

tim
es, but also by w

orking play sequences into the class itself, because here an 

essential part of rem
edial m

aturation can happen w
ithout stress. Supported by the 

adults, children can naturally explore and practice m
any different skills in their 

play activities: roles, boundaries and rules, problem
 solving, conflict resolution, 

respectful treatm
ent of classm

ates.

T
he w

ay w
e structure the schedule of a school day is also im

portant. Pilot 

studies have show
n that it is beneficial to abandon the rigid structure of forty-

five-m
inute subject classes and to give the teachers the freedom

 to extend the 

individual phases of instruction or to shorten them
 as needed, until far into the 

m
orning and w

ithout depending on a break bell. T
hat m

akes it easier for them
 to 

support individual children, brings m
ore calm

 and breath to the class w
ork, and 

allow
s the children to learn w

ithout stress.

Fostering R
hythm

 throughout the School Year
T

he conscious observance of daily, w
eekly, and yearly rhythm

s, of festivals and 

celebrations, is another im
portant tool for harm

onizing divergent developm
ental 

tendencies. C
om

m
unal custom

s are seeded here, w
ith stabilizing, harm

onizing 

effects for the entire organization of body and soul, and these observances nurture 

the w
ell being of the school and students alike. R

hythm
ic repetition (not to 

be confused w
ith m

echanical beat) is m
ore im

portant than ever in our hectic, 

jagged tim
es, so that its health-engendering effects and developm

ental support are 

experienced by the children. T
hat is already true for the tim

e in kindergarten, but 

this educational approach proves beneficial also in grade school. 
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W
aldorf education gives special consideration to the rhythm

 of night and day 

in the w
ay it presents the subject m

aterial of a class in an open-ended w
ay. T

he 

m
aterial covered in a day is not “finished”—

the teacher refrains from
 offering a 

conclusion or final definition. Instead, the subject m
atter rem

ains as concrete and 

colorful as possible in the outer and inner view
s of the students; this openness 

is taken into the night. W
hen the class resum

es the next m
orning, m

em
ories 

of yesterday’s experiences em
erge, in distinctly transform

ed or condensed form
s. 

O
ne could say the soul has “digested” the subject m

aterial so that the feeling and 

w
illing parts of the person could integrate it. N

ow
 the students’ questions have 

a very different level of depth and m
aturity than they could have reached on the 

previous day.

M
odern research show

s that learning continues into the night, yes, that the 

crucial deepening of inform
ation and experience that w

ere taken in during the day 

are absorbed actually only at night, giving the night w
ith its non-conscious nature 

an equally im
portant role in the learning process as the day w

ith its conscious 

aw
areness (Leber 1996). T

his also scientifically validates the W
aldorf education 

principle of teaching a num
ber of subjects in m

ain lesson blocks. B
lock-teaching 

m
eans that a general subject such as arithm

etic or anim
al biology is presented as 

a focus of the m
orning lesson tim

e for three to five w
eeks, taught each day for 

about ninety m
inutes, and then is not taught at all for a period of tim

e. T
he fertile 

phase of “forgetting,” w
hich w

e see in the rhythm
 of day and night, also w

orks 

over longer tim
e fram

es. 

Paying attention to such rhythm
s in conjunction w

ith choosing age- and 

developm
ent-specific subject m

aterial fosters the com
m

on developm
ent of an 

age-hom
ogenous class com

m
unity, w

ithout curbing the developm
ent of the 

individual child.

T
he N

ine-Year-O
ld

A
 far-reaching change in the developm

ent of the young child occurs after the 

nine-year birthday, as sw
eeping as the transition from

 the kindergarten child to 

the school child. It is not m
arked by as dram

atic sym
ptom

s as w
e w

ill observe later 

w
ith the start of puberty, and therefore it can easily be underestim

ated. B
ut it is a 
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preparatory stage to puberty and plunges the child into a crisis during w
hich he 

needs m
uch understanding and sensitive guidance from

 parents and teachers. 

Sum
m

ary
A

n 
education 

oriented 
tow

ards 
engendering 

health 
and 

sustainability, 

as sketched out in the previous sections, aim
s at ensuring that the adolescent 

develops and retains the ability of associating as a w
hole hum

an being w
ith events 

and challenges of his tim
e, even after childhood, so that he can be sustained, 

even em
pow

ered, by the healthy accord of his som
atic, em

otional and cognitive 

abilities to act as an individual and to bring new
 im

pulses into the w
orld.

T
he foundation for such a developm

ent m
ust be laid already in childhood. 

T
he form

ative educational process does not start in school but already in the very 

first years of life. E
ducation [the G

erm
an w

ord B
ildung m

eans education in the 

sense of “form
ative process” on both the m

ental and physical levels—
trans.] has 

to be understood holistically and accom
plished as a continuing process, w

hether 

at hom
e, in kindergarten or in school, and the healthy developm

ent of the child 

is the focus.

H
ow

ever m
uch the individual developm

ent m
ay vary from

 child to child, 

their unfolding follow
s a fundam

ental law
, w

hich m
ust be given particular 

consideration by educators and teacher in order to succeed in helping to form
 the 

w
hole person: the step-by-step m

etam
orphosis of the form

ative pow
ers, w

hich 

at first act on the physical organization of the child and later transform
 into the 

form
ative pow

ers for soul and m
ental/spiritual developm

ent. For exam
ple, in 

order to grasp the w
orld, the physical ability to grasp m

ust first be developed. T
he 

form
ative design of the physical organization, including in particular m

otor and 

sensori-m
otor faculties, creates the foundation for a healthy, sustainable unfolding 

of soul and m
ind activities. 

T
he child m

ust be given sufficient tim
e to go through this process. If w

e try 

to advance intellectual activities prem
aturely, and thus engage the pow

ers that are 

actually still needed for the form
ation of the physical organization, a w

eakening 

of the child’s constitution and ability to achieve can ensue w
hich m

ay not becom
e 

apparent until years later, depending on circum
stances.
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W
aldorf pedagogy strives to foster health through education. E

ducation 

as described here orients itself uncom
prom

isingly tow
ard the necessities for the 

child’s developm
ent. T

herefore it provides m
ore than an acquisition of know

ledge 

and skills. T
his education creates the basis for health for the individual’s entire 

life span. In accordance w
ith w

ellness research, health is understood as not just 

the absence of illness but the presence of an unfolding creative potential in body, 

soul and m
ind. Such developm

ent allow
s the hum

an being to creatively shape his 

ow
n fate and to grow

 ever m
ore into becom

ing w
ho he is: an individual w

ith an 

unm
istakable, unique signature m

ark. Such an individual w
ill take initiative and 

play an active part in m
eeting the challenges of our w

orld and w
ill help shape the 

im
pulses of our future. 
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E
arly childhood has m

oved steadily into the focus of public interest. It is now
 

recognized that the course of tom
orrow

’s society is not set just during the school 

years, but already m
uch earlier, in kindergarten and even before that during the very 

first years of life, w
hen the child goes through experiences w

hich can be pivotal for 

his entire life. “E
ducation begins at birth.” T

hese w
ords w

ere coined by pedagogic 

researcher G
erd Schäfer, and consistent w

ith their m
eaning, various political 

agencies have assigned high priority to public professional daycare institutions. 

T
he educational m

andate of kindergarten has been fully acknow
ledged as being of 

prim
e im

portance, follow
ing just behind that for school education. N

ew
 pathw

ays 

for the transition from
 kindergarten to elem

entary school have been explored, 

and individual support for each child has becom
e an im

perative in the politics of 

education. 

M
eanw

hile all States of the G
erm

an Federal R
epublic have draw

n up 

educational guidelines and orientation plans for kindergarten education, w
hich 

are being tested in num
erous facilities. W

aldorf educators also feel com
m

itted to 

the essential goals laid dow
n in these plans, yet intend to continue to realize these 

goals by different m
eans. 

 In this tim
e of restructuring and rem

odeling early childhood education, 

the International A
ssociation of W

aldorf K
indergartens and the A

ssociation of 

Free W
aldorf Schools in G

erm
any deem

ed it necessary to take a stand and clarify 

the concepts and procedures of W
aldorf education. T

his task w
as accom

plished 

last year w
ith the publication of the booklet G

uidelines of W
aldorf Pedagogy for 

C
hildren betw

een A
ges T

hree and N
ine, w

hich outlines a salutogenetic (health-

engendering) education during kindergarten and the subsequent early school 

years, defining it as a process of continuous transform
ation w

hich leads to lasting 
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health and achievem
ent only if the child is allow

ed enough tim
e for going through 

the necessary developm
ental processes. T

his booklet received a positive response 

beyond the national scope, and translations into several E
uropean languages are 

currently in preparation. 

In the follow
ing pages w

e present as a second step the system
atic description 

of the educational goals, sectors (areas), requirem
ents and practices of W

aldorf 

education for children ages three to nine. T
he teacher colleges of the G

erm
an 

W
aldorf kindergartens and W

aldorf schools are in alignm
ent w

ith the contents 

of this paper. It is designed to determ
ine the equivalence of the W

aldorf-specific 

pedagogical concepts w
ith the objectives of the public education and orientation 

plans issued by state agencies. W
e hope it w

ill thus contribute to an equitable 

recognition of W
aldorf education w

ithin the pluralistic G
erm

an educational 

system
. 

W
e m

ost cordially thank the team
 of authors and all our colleagues for their 

w
ork review

ing this text and giving m
any valuable suggestions. W

e also w
ant 

to thank all attentive editors, especially W
olfram

 K
nabe, for their thorough 

proofreading of the m
anuscript. 

W
e do hope that this second section w

ill help to render the essential 

foundations and concerns of W
aldorf pedagogy transparent and understandable, 

and that it w
ill help in dealing w

ith the public as w
ell as governm

ent agencies 

and departm
ents. W

aldorf pedagogy’s overarching concern is a com
prehensive 

educational 
process 

for 
the 

young 
hum

an 
being, 

stretching 
from

 
birth 

to 

em
ancipation, from

 birth to age eighteen. E
arly childhood and the kindergarten 

and grade school years are view
ed as stages w

ithin this continuous educational 

process. A
 next and third part of the “G

uidelines” is planned w
hich w

ill address 

the years from
 birth to age three. 

O
n behalf of the International A

ssociation of W
aldorf K

indergartens and the 

A
ssociation of Free W

aldorf Schools in G
erm

any, w
e express our gratitude. 

– R
egina H

oeck and 
          Sylvia B

ardt



��

.
���������

����
��	

R
especting the C

hild’s Individuality
W

aldorf education sees a unique, inviolable individuality in every child, 

regardless of his social, ethnic or religious background. T
his individuality existed 

before conception and birth and, from
 its past, brings a personal destiny w

ith it 

into this present earthly existence, together w
ith undisclosed talents that are not 

yet conscious to the child him
self and w

hich only gradually em
erge later in life. 

A
ccom

panying the C
hild into Freedom

 and R
esponse-ability

E
ducation and training are m

eant to support the young person on his path 

tow
ards self-discovery, so that he can find and unfold his latent inner abilities 

and intentions. T
he degree to w

hich a person is successful in living and acting in 

harm
ony w

ith his or her ow
n goals, to that degree he or she is also free. T

hat enables 

him
 to take on responsibilities of his ow

n—
not only for his ow

n developm
ent but 

also for that of others, for the earth as a living organism
 and for the cultural and 

econom
ic future of m

ankind. E
ducation and training should support this path 

tow
ard individual freedom

 and responsibility. 

D
eveloping Social C

om
petence

W
aldorf education aim

s to provide children and young adults w
ith the 

capabilities necessary for fruitful activity w
ithin the social com

m
unity. T

hese 

com
petencies include respect for others, em

pathy, dem
ocratic aw

areness, m
oral 

discernm
ent, joyous initiative and the w

illingness to take on responsibility 

and duty. In looking at the m
ulticultural developm

ent of societies in our tim
e, 

W
aldorf education recognizes the im

portant task of encouraging a non-judgm
ental 

interest in others of different cultural backgrounds so that openness and m
utual 

understanding can occur. C
hildren of both genders, com

ing from
 very different 
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origins and w
ith w

idely divergent talents, can live and learn in a clim
ate of m

utual 

respect and appreciation. T
his is true as w

ell for children w
ith special challenges, 

chronic illnesses and disabilities. In kindergarten the entire group benefits from
 

educating such children together w
ith all others; the integration of these children 

can also be a rew
arding objective in school. In either case, the size of the group 

or class deserves attention; the developm
ent of positive social processes m

ay be 

im
peded and the success of the pedagogical efforts m

ay be jeopardized if the class 

is not a m
anageable size. 

E
ngendering A

ll-R
ound G

ood H
ealth

A
 param

ount objective of W
aldorf education is to nurture and secure a 

stable basis for health, m
eaning not only the cultivation of physical foundations 

(for exam
ple, through healthy nutrition and sufficient exercise), but also the 

com
prehensive harm

ony of the individual’s organization in soul and spirit. 

E
ngendering health, in the sense of salutogenesis, is considered to be an 

em
inent pedagogical task, because the developm

ent of the child’s good health is 

dependent in large m
easure upon factors for w

hich adults are responsible. T
his 

includes the m
aterial and spiritual environm

ents as m
uch as the social behavior 

of teachers, their teaching m
ethods, the learning atm

osphere created through 

them
, and m

uch m
ore. B

ut health is also fostered w
ithin the context of a m

edical 

and therapeutic approach, as the W
aldorf school concept from

 its beginnings 

incorporated therapists and school physicians as part of the college of teachers and 

w
ho perform

 their w
ork in closest 

contact w
ith the teaching faculty 

and 
the 

parents. 
E

specially 

m
edically prescribed therapeutic 

eurythm
y has a firm

 place in m
any 

schools as do other therapies, such 

as therapeutic painting, m
odeling 

w
ith clay, and m

usic or speech 

therapy. 
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A
llow

ing T
im

e for L
asting D

evelopm
ent

In kindergarten and the grades, the foundation is laid for health or illness, for 

strength or w
eakness of achievem

ent in later years, w
hich places all pedagogical 

activity in a position of direct responsibility for the developm
ent of a person 

throughout his entire life. T
herefore W

aldorf education strives to allow
 the full 

and gradual m
aturation of all physical, intellectual and social pow

ers and faculties 

of the young person. T
his provides the foundation for a lifelong ability to learn and 

achieve. T
he em

phasis here is on a lasting, sustained developm
ent, not on speed. 

E
ach child m

ust be given the tim
e he needs for his ow

n individual developm
ent.
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H
olistic E

ducation and Individual Support
In order to be certain that the grow

ing child can unfold his or her individual 

im
pulses and abilities as freely as possible in later life, W

aldorf education avoids 

every prem
ature specialization and, w

ith a broad-based and holistic approach, gives 

every child the possibility to develop according to his or her individual talents and 

predispositions. Teachers are supported in their efforts by physicians and therapists 

and strive for a close w
orking relationship w

ith parents and guardians. M
any 

W
aldorf institutions offer special support for children w

ith learning difficulties or 

disabilities, even at tim
es to special needs classes of their ow

n. 

O
verview

 of the E
ducational P

rocess from
 B

irth to E
ighteen Years 

W
aldorf education recognizes the im

portance of understanding education 

and training as a process w
hich begins already at birth and continues until 

m
aturity is reached at the age of eighteen. T

herefore it strives to strengthen the 

cooperation betw
een kindergarten and school and to realize a holistic educational 

process from
 birth to eighteen years, even dow

n into the organizational structures. 

T
he text here at hand outlines a segm

ent of that process by focusing on the life 

phase from
 three to nine years of age. 
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E
ducational M

andate Particular to the K
indergarten

B
ased on an understanding of developm

ental physiology and psychology, 

W
aldorf education sees the task of early childhood and kindergarten education as 

being very different from
 the goals and tasks of the follow

ing tim
e of elem

entary 

school education. R
eflective and intellectual capabilities are not at the forefront, 

but rather the m
ain em

phasis is on im
m

ersion in m
anifold, differentiated activities 

and concrete sensory experiences through w
hich the child can expand and deepen 

his w
orld of experience and perception through 

im
m

ediate, active participation; any challenges to 

faculties of intellect and m
ental reflection take a 

secondary role at this stage.

In 
this 

connection 
free 

play 
is 

of 
great 

im
portance. Im

itation is fundam
ental to learning 

during this preschool and kindergarten age. For this 

reason the child’s capacity for im
itation is consciously 

stim
ulated and fostered through the activities of 

the adults and their behavior, because im
itation is 

foundational at this age. 

T
he Particular G

oals and A
pproach for K

indergarten
and P

reschool E
ducation

T
he child carries w

ithin him
self a fountainhead of inexhaustible activity. H

e 

is a being w
ho develops and form

s from
 his ow

n im
pulses. T

he child him
self has 

a need to develop his sensory and m
otor abilities step-by-step so that he can m

ove 

w
ithin the w

orld and explore it—
and he pursues this need w

ith greatest intensity. 

In a m
anner of speaking, the child w

orks him
self into the w

orld and thus develops 

his faculties. 
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H
ow

ever, 
since 

today’s 

w
orld no longer offers a child 

the 
appropriate 

quantity 

and 
quality 

of 
stim

uli 
and 

opportunities 
for 

judgm
ent 

that he needs to have presented 

in 
order 

for 
developm

ent 
to 

occur, 
an 

educational 
living 

environm
ent 

for 
the 

child 

takes on increasing im
portance and significance. Parents 

and 
daycare 

centers 

(and later, the elem
entary schools) have the task of creating the outer and inner 

conditions that allow
 the child, from

 birth, to develop according to his individual 

possibilities and capabilities.

Positive L
earning A

tm
osphere and R

eliable R
elationships

T
he 

loving 
attention 

of 
the 

adults, 
together 

w
ith 

their 
w

illingness 
to 

build trusting and dependable relationships w
ith the young being, are prim

ary 

requirem
ents for the child to thrive in body, soul and spirit. A

 positive em
otional 

environm
ent form

s the critical m
atrix for healthy developm

ent, eagerness to learn, 

and interest in the w
orld; consequently providing this environm

ent is am
ong the 

m
ain creative tasks for all those w

ho take part in the educational process. 

A
dults as R

ole M
odels for the C

hildren
R

egardless of his ow
n faculty for autonom

ous developm
ent, the young child 

needs role m
odels in all areas for im

itation and orientation. T
he inner attitude 

and outer behavior of grow
nups form

 the first and m
ost elem

entary learning 

environm
ent w

hose im
print is left on the child’s later biography. Parents and 

educators can fulfill this task of being role m
odels through self-developm

ent and 

conscious reflection on their actions.

A
 Foundation for the A

uthenticity of Personality
If these basic conditions are m

et, the young hum
an being can develop the 

instrum
ents of his faculties in body, soul and spirit in ever m

ore differentiated 

w
ays so that they becom

e available to him
 for realizing his intrinsic life goals. 
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T
he striving of the individuality to live in harm

ony w
ith him

self and his ow
n 

goals is a sensitive process that is susceptible to disturbance and disruption. It 

requires effort during one’s entire life and m
ay not alw

ays be successful. A
 goal of 

W
aldorf education is to convey to the developing young hum

an being the ability 

to m
eet the challenges of this process and to m

aster them
 in such a w

ay that the 

overall organization of body-soul-spirit can be rebalanced again and again; this 

enables him
 to develop creativity, the ability to handle stress, the courage for life, 

and a strong w
ill for activity. A

uthenticity of the personality is the prerequisite 

for assum
ing true responsibility in selfless attention to the needs of other people, 

nature and the w
orld.

E
ngendering C

oherence and R
esilience

W
aldorf education is in alignm

ent w
ith the findings of salutogenesis research, 

w
hich have determ

ined that the foundation for hum
an health is found prim

arily 

not in the biological realm
, but in the person’s faculties of soul and spirit necessary 

for m
eeting life’s challenges. C

oherence (the soul-connection w
ith the w

orld) is 

one of the m
ost im

portant of these faculties, as is resilience (the pow
er to accept 

and m
aster obstacles). T

hese aspects are not hereditary gifts, but rather abilities 

for w
hich education first creates a disposition and later in life the adult person can 

further develop through self-education.
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G
ood H

ealth through E
ducation

D
idactically and m

ethodologically, W
aldorf education is designed to foster 

health. H
ealth is understood not as sim

ply an absence of illness, but rather as the 

presence of a creative potential for full developm
ent of the faculties of body, soul 

and spirit, w
hich allow

s the hum
an being to creatively and actively m

eet one’s 

ow
n destiny and consequently realize ever m

ore one’s ow
n self as an individual 

w
ith a unique, distinctive signature (m

ark) in the w
orld. A

 healthy support for 

individual faculties also com
prises the principle of refraining from

 setting a rigid 

learning pace from
 the outside; rather one m

ust adapt the pace of the learning 

steps to the individual capacities of the child and his respective developm
ental 

age.  

A
 Foundation for L

ifelong L
earning and A

chievem
ent

In order to assure a healthy foundation for lifelong learning and achievem
ent, 

W
aldorf education places great im

portance on starting form
al (in-school) learning 

only w
hen the child can rely on a sufficiently developed physical organization, 
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w
hich can serve him

 as a dependable, resilient, strong instrum
ent. T

he forces 

active in building the organs and giving form
 to the physical organization (body) 

in the infant and toddler becom
e available, though in a changed form

, after about 

age seven as the forces of thinking and m
em

ory, used by the child now
 to form

 

concepts and inner representations (im
ages). A

ny prem
ature em

ploym
ent of 

these pow
ers for intellectual purposes detracts from

 the form
ation of the physical 

organization and can cause a long-lasting w
eakening of the bodily constitution.

A
llow

ing the T
im

e for M
aturation

School physicians and adm
issions 

coun
selors, as w

ell as kin
dergarten 

teachers an
d childcare w

orkers, are 

rep
o

rtin
g m

o
re an

d
 m

o
re o

ften 

dissociation
s in

 school readin
ess of 

today’s children. M
any children appear 

intellectually ready for school, but physiologically, psychologically, and socially 

they are not. W
aldorf education strives to provide, in kindergarten as w

ell as in 

elem
entary school, the tim

e and the m
eans for these children to catch up on the 

m
aturing of abilities that have been hindered in their developm

ent. T
his applies also 

to deficits in speech developm
ent w

hich w
e observe in m

ore and m
ore children.

D
evelopm

ental M
etam

orphosis and A
ge-A

ppropriate L
earning

W
aldorf education does not consider child developm

ent as a linear process, 

w
hich w

ould justify a training of skills for adult life as early as possible. R
ather, 

child developm
ent is seen as the 

con
sequ

en
ce of in

d
ep

en
d

en
t 

ph
ases, w

h
ich

 figu
re as steps 

in a process of transform
ation 

(m
etam

o
rp

h
o

sis) an
d

 each 

requiring particular attention. T
his 

necessitates com
pletely different 

conditions for the preschool and 

kindergarten ages than for the 
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elem
entary school ages. Physical experience is the prim

ary need of young children; 

the school child has needs of em
otional and incr easing m

ental interaction w
ith 

the w
orld. Im

plicit learning dom
inates the first phase, and the second phase is 

dom
inated by explicit learning. W

aldorf education tries to incorporate all of these 

anthropological law
s of developm

ent into the creation of the children’s learning 

environm
ent dow

n to the sm
allest detail. T

he m
anner in w

hich the adult addresses 

the child, too, should be distinctly different in these tw
o phases.

From
 H

and-L
earning to H

ead-L
earning

W
aldorf education is guided by the principle that the cognitive and intellectual 

abilities of the older school child are engendered by the earlier concrete activities 

of the young child, by acquiring coordination and through the active experiential 

participation in m
eaningful w

ork- and life processes. First com
es learning w

ith the 

heart, hands, and feet; that is forem
ost during kindergarten and elem

entary school. 

T
hen com

es learning w
ith the head.

If the child is given 

am
ple opportunity, through 

direct bodily experience, 

to becom
e fam

iliar w
ith 

th
e o

b
jects, p

ro
cesses, 

activities and facts of his 

life en
viron

m
en

t an
d to 

connect w
ith them

 inw
ardly 

in the realm
 of feelings, 

then the child’s experience 

of connectivity (coherence) 

is strengthened, and w
ith it the basis for future joy of initiative, creative interaction 

w
ith the w

orld, zest for discovery, and capacity to learn. T
herefore, it is the task 

of educators to form
 not only an inner sphere for developm

ent for the child, but 

also an outer sphere, so that the individuality, in a variety of w
ays and on all levels 

(physical, m
ental, and spiritual) is stim

ulated to activate his ow
n pow

ers. 



	�

R
elaying E

thical and Social Values through A
ctive R

ole M
odels

T
he pedagogical elem

ents that provide a sense of experiential safety and 

inner stability include em
otional attention from

 adults and also the relaying of 

ethical-m
oral qualities, the firm

 setting of boundaries and rules, adherence to 

good standards of behavior and conflict resolution strategies, as w
ell as a natural 

relationship w
ith one’s ow

n sexuality. In W
aldorf education the preschool and 

kindergarten children are not taught through reflection and discussion, but by 

m
anifesting the desired qualities in adult role m

odels so that they are a living, 

natural reality w
hich the child can take for granted and w

hich he can then m
ake 

his ow
n through im

itating them
. T

he respect and appreciation, tolerance and 

sensitivity w
hich an adult show

s tow
ards the child w

ill have an im
m

ediate im
pact 

on the behavior of the child, and that behavior w
ill becom

e habit. In turn, the 

child expects rules to be obeyed and agreem
ents kept. T

hrough practical life 

experience, he learns w
hat it m

eans find his place w
ithin a com

m
unity. 

W
aldorf education strives to strengthen the experience of social life through 

conscious cultivation of rituals, celebration of seasonal festivals, singing, m
aking 

m
usic, storytelling, and perform

ing sm
all theater plays. T

hese practices also 

enrich and stim
ulate the experiential w

orld of the child’s soul. C
oncrete, pictorial 

presentations such as w
e find in fairy tales, legends, and sm

all plays give the 

child an upw
ards glance into higher levels of hum

an existence w
ithout verbal 

explanation, to the questions of w
here w

e com
e from

, w
here w

e are going, and 

w
hat is the purpose of life. T

hese activities should alw
ays be brought in such w

ays 

as to consider w
hat children from

 other cultures and religions bring w
ith them

 

and to learn about the traditions and religions through direct hum
an encounter. 

W
aldorf education is far rem

oved from
 ideological indoctrination. 
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School Is a C
hallenge

Starting school is a big challenge for all children because they encounter 

com
pletely different conditions than w

ere present in kindergarten. Learning is 

no longer exclusively accom
plished through play, im

itation, and participation 

w
ithin a tim

e fram
e and to the degree that is tailored to each individual child 

(im
plicit learning). N

ow
 lessons are 

organ
ized

 w
ith

in
 th

e fram
ew

ork 

of a learn
in

g com
m

un
ity that has 

certain tasks, goals and expectations 

(explicit learning). School learning is 

result-oriented and bound by certain 

tim
e restriction

s. Sch
ool learn

in
g 

is a process of training and practice 

that requires the w
ill to patien

tly 

perform
 repetitions. A

ctivities becom
e 

the subject of conscious reflection, 

and accom
plishm

ents are m
easured 

according to specific standards.

A
 further challenge lies in the size 

of the learning group, or class, w
hich is 

now
 significantly larger than previously 

experienced by the child (fam
ily, kindergarten, childcare group). N

ow
 there 

are com
pletely new

 social processes to be m
astered. T

he right balance betw
een 

accom
m

odation and em
pathy on one hand and determ

ination and self-assertion 

on the other hand m
ust be found. T

he w
ay a child m

eets these new
 challenges 

depends in large part on the conceptual m
ethod of instruction in the school and 

its practical application in the classroom
.



	


P
reconditions for G

oal-oriented L
earning

In W
aldorf education a key gauge for school readiness is the com

plete 

freeing up and transform
ation of the physical form

ative pow
ers into those 

faculties that form
 the im

agination and that allow
 for a conscious use of learning 

an
d m

em
ory capacities. T

he 

forces of grow
th that the young 

child needs in the first phase 

of developm
ent for structuring 

the physical organization, after 

the partial com
pletion of this 

organ-building activity, becom
e 

available to th
e ch

ild to be 

used in a healthy w
ay as forces 

of thinking, im
agination, and 

m
em

ory. T
hey are transform

ed 

into consciously available thinking 

an
d

 learn
in

g forces. U
sin

g 

these forces prem
aturely for 

intellectual pursuits prevents the 

m
aturation of the foundation of 

the physical organization. 

T
he m

ost noticeable sign of the end of this first phase of organ-building 

activity is the change of teeth (w
hen the baby teeth are replaced by the perm

anent 

teeth).  D
uring this tim

e, the young child’s body, w
ith its soft and chubby form

s, 

changes into a m
ore elongated, slender body build. T

he activity of the lim
bs 

becom
es m

ore coordinated, and often a child w
ill display a preference for right- or 

left-handedness. Eye-hand coordination is developed to a stage ready for draw
ing, 

w
riting, reading, and so forth.

In a norm
al course of developm

ent, the sense of balance and m
ovem

ent should 

now
 be so far consolidated that a w

ide spectrum
 of purposeful m

ovem
ent sequences 

is possible (w
hich previously w

ere not reliably available), for exam
ple, jum

ping 

rope or w
alking backw

ards w
hile keeping one’s balance, actions that require new
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abilities in spatial orientation. A
nother aspect is the increasing ability to touch 

objects “blind ” and be able to categorize them
 as things w

ith w
hich one is already 

fam
iliar. If these faculties have reached m

aturity, they becom
e the foundation for 

purposeful learning, reality-oriented thinking, the ability to recollect and m
em

orize, 

and, last but not least, the kind of attention required in school.

If these faculties have not form
ed sufficiently, the result can be partial 

learning disabilities such as m
otor restlessness, lack of coordination, dissociation 

of m
ovem

ent sequences, and so on. T
hat is w

hy W
aldorf education allow

s tim
e in 

the elem
entary school for the form

ation, m
aturation (and som

etim
es retroactive 

m
aturation), and consolidation of physical com

petence, even though it is done 

in a totally different w
ay than in kindergarten. A

t the root of this approach is the 

understanding that truly independent, self-initiated cognitive learning steps are 

based on experiences in physical and soul m
ovem

ent; otherw
ise these learning 

steps are just happening on a m
echanical and outer level. A

lm
ost every learning 

process is based on this m
ethod:  sim

ple, gripping m
otions lead to m

ore subtle, 

differentiated fine-m
otor grasping m

otions w
hich lead to, finally, a com

prehensive 

faculty of cognitive grasping or understanding on an inner level. 

C
reating a Positive A

tm
osphere for L

earning 
W

hat w
as said above, about the positive learning atm

osphere for kindergarten-

age children, applies equally for the school age levels: loving devotion from
 adults 

encourages and em
pow

ers the child so he can take the steps necessary to learn w
ith 

joy and energy. A
lready through its organizational structure, W

aldorf education 

facilitates reliable, stable bonds betw
een child and teacher. E

ach class of children 

is led by a teacher w
ho instructs daily and accom

panies the children not only 

during the first years of school, but generally for six to eight years.

In the m
orning the teacher greets every single child, checking in w

ith each of 

them
 personally through eye contact and handshake, and taking their condition 

into account during the course of the day. D
uring the first tw

o years, the class 

teacher is also present during special subjects instruction and, as often as possible, 

he closes the school day w
ith a shared tim

e of review
 and concluding resonance. 

In these tim
es of open and often changing fam

ily structures, the experiences of 

dependability and soul w
arm

th in school are extrem
ely valuable to the child. A

long 
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w
ith educational support for physical skills, these add to the basic foundation for 

health and achiev em
ent.

P
reserving the N

atural Joy of L
ife

T
hrough its teaching m

ethods, W
aldorf 

education strives to foster and strengthen 

the natural joy of learning, w
ith w

hich the 

child enters school, in such a w
ay that the 

child him
self w

ill preserve his w
ill to learn 

even through occasional failure or setback. 

T
he child’s experien

ces durin
g the first 

school year are decisive: tendencies becom
e 

apparent. W
ill the child experience learning as 

som
ething oppressive that is forced upon him

 

from
 the outside, or w

ill the child continue 

w
ith joy and w

illingness to learn, interested 

in and open to the w
orld, form

ing the basis 

for lifelong learning?  
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In order bring about the latter, learning needs to take place in a w
arm

, positive 

atm
ospher e that speaks strongly to the feeling nature of the child. Feeling qualities 

build bridges to the w
ill forces. If a child enters into an instructional environm

ent in 

such a w
ay that he or she can turn to a subject w

ith dedication and active interest, 

then the chances are good that the child’s w
ill forces can be engaged. A

ctive, 

em
otional experience is w

hat m
akes it possible for a child to connect w

ith things 

as a w
hole person. W

ithout this activation of the w
ill, the interest w

ill rem
ain 

shallow
 and be short-lived. 

D
eveloping and Strengthening Social C

om
petency

W
aldorf education in elem

entary school—
in contrast to the kindergarten—

attributes great value to an age-hom
ogenous com

m
unity in w

hich the child lives 

and learns throughout the grades. T
his is seen as a key factor, enabling the school 

to properly involve and support the children and adolescents according to their 
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ages and respective developm
ental levels. T

he class com
m

unity encom
passes 

(because of the distribution of birthdays in any given year) not only younger and 

older children, but also children of w
idely divergent backgrounds and talents. T

he 

developm
ent of social com

petency is ensured by this approach as w
ell as by the 

fact that there is no grading and no repetition of a class in W
aldorf schools. From

 

the beginning, the children learn that the issue is not success or failure, but how
 

all persons can bring their special capabilities and qualities to the com
m

unity as a 

w
hole. T

his understanding evokes in them
 a natural m

utual respect, and everyone 

offers to help everyone else to the best of their abilities. N
aturally, in the course 

of daily encounters, there are conflicts to be resolved, aggressions to be overcom
e, 

and the need to accept others w
ith all of one’s strengths and w

eaknesses. 

W
aldorf education tries to stim

ulate and foster direct aw
areness and true 

understanding of the other hum
an being—

not only through its social structure 

but also through its teaching m
ethods. In particular, the field of artistic-m

usical 

instruction offers rich opportunities for practice. “Listening to each other” is a 

consistent topic throughout all the school years. 
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W
aldorf education strives to foster com

prehensive developm
ent of capabilities 

for w
hich the child is predisposed. T

his is accom
plished through sim

ultaneous 

perception and respect for the rights of personality of each child. It orients itself 

on physiological and psychological developm
ental factors that are present in each 

age group, m
odified by special, individual characteristics. 

Learning in the kindergarten is im
plicit in nature. It com

es about through 

full im
m

ersion in activities that com
e out of the im

m
ediate perception of the 

environm
ent, w

ithout reflection. It is the nature of a young child to exhibit 

unreserved dedication to his sense im
pressions, and m

ake an active connection to 

he w
orld surrounding him

. T
his m

eans, how
ever, that at this age all learning is a 

com
plex and holistic process w

hich cannot be subdivided into different “subjects.” 
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W
hile w

e w
ill nevertheless refer in the follow

ing text to specific educational areas, 

it m
ust alw

ays be kept in m
ind that in real life these areas never occur just by 

them
selves; they also cannot be fostered in isolation from

 each other, but the various 

areas of instruction overlap and interm
ingle in m

anifold w
ays. For exam

ple, in 

the activity of  baking br ead, aspects of health and nutrition play a role, but also 

m
otor skills are schooled through the activity of kneading the dough, m

athem
atics 

is introduced through m
easuring the ingredients and the w

eight of the finished 

loaf of bread, and the ability to form
 thought im

ages of a physical process, such as 

baking, is further developed. A
dd to that the planting, care, harvesting, threshing, 

and grinding of the grain, and the child experiences a sensory connection betw
een 

his perceptions and his ow
n activities. T

his provides the child w
ith a sense of 

coherence. 

T
his is particularly true in the area of ethical-religious education, w

hich 

should be present in all activities and creative endeavors w
ith the children. H

ere 

the focus is not on any particular content, but on w
hether the adult is able to 

authentically m
odel a basic attitude of reverence and to be a living exam

ple of 

devotion and love as a life path. 

It is not abstract know
ledge but 

the true experience of such ethos 

and attitudes w
hich exerts a deep 

m
oral in

fluen
ce on

 the youn
g 

child. W
aldorf education endeavors 

to p
rovid

e th
e exp

erien
ces of 

coherence and the developm
ent 

of resilience to the fullest extent 

of w
hich the individual child is 

capable by allow
ing the children 

to im
m

erse them
selves in a w

ide 

variety of reality-filled activities 

that have a connection to daily 

life. E
specially in our tim

es, w
hen 

children are afforded few
er and 
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few
er opportunities for hands-on experiences, an approach like this is of great 

v alue.Instead of introducing the w
orld to the child through technical m

edia, these 

im
m

ediate experiences stim
ulate and challenge the child’s ow

n joy of discovery 

and activity and strengthens his capacity for self-developm
ent. W

aldorf education 

likew
ise finds it necessary to foster the faculties of thinking, reflection and 

intellectual discrim
ination to com

e in later years precisely through explicitly not 

challenging these faculties in the preschool and kindergarten levels. T
he realities 

surrounding the child and created by adults and the relationships in the child’s 

environm
ent are the m

eans by w
hich a child is self-taught. T

he child teaches 

him
self, stim

ulated by the facts and conditions of his environm
ent provided 

(created) by the adults. O
nly after reaching a certain developm

ental stage tow
ards 

the end of the first seven-year cycle do conscious reflection and thought activity 

take their due place in the learning process. T
he instruction is the sam

e for boys 

and girls alike. E
ach child of his or her ow

n accord gleans from
 the rich pedagogical 

options that w
hich corresponds to his or her ow

n leanings, w
hile the educator 

supports this choice. T
he w

ay W
aldorf education deals w

ith the child’s sexuality 

and w
ith questions of sexual education is the topic of a different publication 

(M
aris/Z

ech, 2006, see bibliography).
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T
he play of the young child differs distinctly from

 that of the older child, and 

even m
ore from

 that of the adult. W
e w

ould fall prey to a deep m
isunderstanding 

if w
e regarded “play” as a form

 of “leisure activity.” For young children, play is 

w
ork, through w

hich they m
ake the w

orld their ow
n. For this reason, W

aldorf 

education pays great attention to childhood play. T
here is no other activity that 

affords the child such an opportunity for self-education. A
ll life skills can be 

thoroughly investigated and practiced—
from

 varied m
otor and sensory skills 

up to all life com
petencies and social skills. Free play is also a perfect basis for 

developing their ow
n individuality. A

s the child lives earnestly in his play, so 

w
ill he in later life be able to im

m
erse him

self into his w
ork. T

he only difference 

betw
een the child’s play and the adult’s w

ork is that w
ork integrates itself into the 

outer purposefulness of the w
orld, but the play of the child arises from

 im
pulses 

that em
erge from

 w
ithin and are free from

 purpose-orientation. 

T
he kind of free play under consideration here rem

ains uninfluenced by 

instructive or interruptive interventions of the adults. A
lso the toys and play 

m
aterials should predeterm

ine the play activity as little as possible, so that the 

child can im
bue the things of the w

orld w
ith m

eaning from
 w

ithin and can be 

fully im
m

ersed in the creative fantasy of the m
om

ent. H
e can practice being 

autonom
ous, sovereign and free, because he acts solely from

 inner m
otivation 

and determ
ines for him

self the values and rules of the play. T
he child has the 

opportunity to grasp w
hat he experiences daily in his environm

ent using his ow
n 

w
ill and to process these experiences creatively through im

itative activity, thereby 

m
aking these experiences his ow

n. Even traum
atic experiences, hindrances, 

aggression and fear can be dissipated and transform
ed through play into positive 

faculties. 




	

Form
s of P

lay 
T

he particular nature of free play changes w
ith each age level, m

irroring the 

developm
ental process of the child. In the first tw

o years of life, the child discovers 

his ow
n body through play. C

hildren feel their hands and feet and test their m
otor 

skills. Eye-hand coordination and left-right coordination are constantly refined. 

A
s soon as the child can w

alk, he finds the greatest pleasure grasping all the things 

in his environm
ent, touching and exploring them

. H
e im

itates the m
ovem

ents 

he has perceived by observing the gestures and activities of the adults w
orking 

around him
. H

is ow
n joyful activity aw

akens in him
 a sense for the m

eaning of 

things and their interconnectedness. A
ny effort to teach the child the purpose of 

his activity w
ould likely distance him

 from
 this connection, rather than further a 

close, spontaneous im
m

ersion, w
hich is characteristic of the unconscious w

ay of 

learning in the first years of life. 

From
 ages tw

o to four, w
hen the child is able to m

ove about m
ore freely, 

there is a m
arked change in play behavior. W

ith a seem
ingly unending treasury 

of ideas, the child w
ill dispense w

ith the predeterm
ined purpose of an object and 

give it a surprising, new
, and com

pletely different one. For exam
ple, a spoon w

ill 

suddenly be a telephone. A
 footstool becom

es a m
otorcycle, a doll’s bed, a train 

car, or a cooking stove. 







B
ut it is not only the w

ay in w
hich 

a child plays w
ith the things that has 

changed. T
he play process itself takes 

on ever-new
 form

s as the im
pressions 

from
 the child’s surroundings begin 

to provide the m
otivation. O

bjects 

and events in his environm
ent offer 

w
elcom

e opportunities to the child for 

using his pow
ers of im

agination. H
e 

w
ants to transform

, supplem
ent, create 

anew
, and go beyond that w

hich is given. 

H
is horizon expands continuously in 

this process, perceptions coalesce w
ith 

feelings and thoughts, and a w
eb of 

m
eaning begins to unfold. H

e begins 

to understand.

From
 ages five to six, there is another significant and noticeable change in play 

behavior. W
hile before age five it w

as outer im
pressions and events that stim

ulated 

play, now
, increasingly, the prom

ptings are internal, from
 the pictures of the child’s 

ow
n im

agination and m
em

ory. N
ow

 thought precedes w
ill; the child first m

akes 

plans and then executes those plans. T
he play m

aterials are the sam
e, but now

 the 

child w
ants to m

ake sure that his im
agined w

orld is com
pletely like the real w

orld. 

H
e w

ill declare the things he is playing w
ith to be “real.” For exam

ple, a sm
all 

broom
 m

ay be stuck through the handle of a basket, w
rapped around w

ith string, 

and transform
ed into an outboard m

otor that “really w
orks” w

hen the broom
 turns 

(w
hen the string is pulled). 

A
t this age level play becom

es m
ore social and continuous. E

ntire action 

sequences are rem
em

bered, recalled and reenacted. T
he children assign them

selves 

roles and adhere to rules that they have created. Such them
es of play can go on 

over a period of days. O
ften the children already know

 w
hat they are going to play 

before they arrive at kindergarten that day. 
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B
uilding E

thical and M
oral Values through Free P

lay
W

illing, feeling and im
agination can develop in a healthy w

ay and be 

deeply interconnected if the child is given sufficient tim
e and space for m

oving 

through the play phases outlined above. T
he child learns not only to stay true 

to his ow
n im

pulses em
erging from

 w
ithin 

and to actively m
ake them

 a reality; he 

also learns to feel w
hat he w

ills and does 

and to understand ever m
ore clearly the 

consequences 
of 

his 
actions. 

T
he 

first 

seeds 
of 

m
orality 

and 
prudence 

com
e 

to life engendered by the earnestness of 

free, creative play. Freedom
 together w

ith 

personal responsibility, creative fantasy and 

an aw
areness of rules can grow

 from
 here, 

as do com
petence and consideration. T

he 

seeds for fundam
ental social and m

oral 

faculties are sow
n to unfold in later life.

P
lay Facilitation through A

dults
In order to stim

ulate such content-rich play, the child needs adequate tim
e, 

a quiet, positive atm
osphere, and play m

aterials taken from
 nature, w

hich do 

not define the play through any purposeful directive. Such play also needs an 

environm
ent in w

hich the adults engage in m
eaningful, practical tasks of life, 

so that the children can see and experience the m
eaning and process of these 

activities. T
his encourages im

itation and aw
akens the urge to play, w

hile scripted 

activities or learning program
s just cut into the tim

e for free play and hinder the 

unfolding of true individual, creative initiative. 
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Pedagogical A
spects

C
onstantly in m

otion, active w
ith the w

hole body and all the senses, the 

young child connects to his w
orld. In no other phase of life do m

ovem
ent 

and sensory experience have such significance as in the first few
 years of life. 

Every activity—
w

hether m
otoric or sensory in nature—

w
orks its w

ay into the 

neurological structure of a grow
ing child. C

ontinuous m
ovem

ent strengthens the 

faculties for physical control and thus lays an im
portant cornerstone for a positive 

body sense, healthy life processes and an expressive faculty of soul. T
he experience 

of the w
orld and self receives its foundation here and affects the entire course of 

life. 

T
he M

otor and P
hysical D

evelopm
ent of the C

hild 
D

uring the first and second years of life the child takes ow
nership of 

his body. H
e begins w

ith eye 

coordination and control of head 

m
ovem

ents, then com
es playing 

w
ith the hands and later w

ith 

the feet, then rolling, scooting, 

craw
lin

g, stan
d

in
g u

p
righ

t, 

and w
alking. A

long w
ith these 

intense, though unconscious, 

sensorim
otor achievem

ents of 

the child, w
e see a m

aturation of 

his sense-perception organs and 

structures of the nervous system
, 

form
ing the basis for the abilities 

to speak and think. U
p to the age 

of five, the child becom
es m

ore 
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and m
ore adept in balancing: he can 

clim
b stairs, w

alk for a considerable 

tim
e, hop, jum

p, dress and undress. 

B
y em

ploying increasingly conscious 

perception, the child purposefully 

exercises his m
otor faculties, clear 

dow
n to the tips of his toes and 

fingers. For exam
ple, now

 the child 

com
m

ands enough dexterity to tie a 

bow
 or thread a needle. T

he arches 

of the feet, the curvature of the spine 

and the rounding of the ribcage 

are taking form
, and rhythm

s of 

heartbeat and breathing stabilize.

In the sixth and seventh years 

of life, the child gains increasingly 

differ entiated fine m
otor skills and coordination of his arm

s, hands, legs, and feet. 

T
he entire body becom

es surer in m
ovem

ent and balance. T
he lim

bs becom
e 

m
ore elongated and change proportion in relation to the rest of the body. T

hese 

phenom
ena are visible expressions of the ever-increasing m

aturation of the central 

nervous system
 and, along w

ith it, of consciousness. Faculties of spirit and soul are 

grow
ing. O

bserving the m
otor and physical developm

ent of the child can be helpful 

to educators so they can provide the appropriate stim
uli for continued developm

ent 

or therapeutic help in cases of difficulty or delay. Furtherm
ore, the observation and 

assessm
ent of bodily m

aturation can be helpful in determ
ining school readiness, 

since to the sam
e degree that the body m

atures, the forces of soul and spirit are 

released to facilitate the transition from
 im

plicit to explicit learning. 

T
his developm

ental process also finds expression in children’s draw
ings. T

he 

them
es depend upon the child’s age, but the draw

ings are the sam
e for children 

all over the w
orld. W

hen the draw
ings are created in an atm

osphere of freedom
, 

w
ithout direction, and truly out of the inner im

pulses of the child, they contain 

certain universal patterns w
hich can help us assess the developm

ental level.
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Form
ation of E

thical and M
oral Values through M

ovem
ent 

O
nly m

ovem
ent w

ith m
eaning and purpose is of form

ative value for the 

developm
ent of the child. Pointless rom

ps and frenzied activity have rather negative 

effects and are not suitable for structuring the brain. For this reason, it is of critical 

im
portance for the young child to perceive m

ovem
ent in adults that is internally 

driven and m
entally enlivened so that w

hen he im
itates those kinds of m

ovem
ents, 

he can differentiate his ow
n m

ovem
ent-organism

 and develop it into full functional 

capacity. Joy, strength, confidence, as w
ell as com

petence to act, and tolerance for 

frustration grow
 w

ithin the child through these activities and allow
 the grow

ing 

person to m
eet the w

orld w
ith a positive attitude and to w

ork in the w
orld in a 

m
eaningful w

ay. A
t the sam

e tim
e, the child’s m

oral sense is strengthened. T
he 

gestures and m
ovem

ents, facial expressions and body language of the adult are read 

by the child as unm
istakable indicators of the attitudes w

hich are at the core of the 

adult’s behavior. H
ow

ever m
uch the adult m

ay try to conceal negative m
otives, 

the child can perceive in the actions any discrepancy betw
een outer pretense and 

inner reality. T
he child’s sense for honesty is active long before he w

ill consciously 

ponder questions of m
orality.

 
A

dult Support for M
otor D

evelopm
ent

If the child is given enough space for m
ovem

ent and tim
e for uninterrupted 

play, building and “w
orking,” then his m

otor developm
ent w

ill proceed in a 

healthy w
ay. A

 fundam
ental condition is that the child is allow

ed to go through 

each of the developm
ental steps and experiences at his ow

n pace, in accordance 

w
ith his individuality. T

he loving attention of adults strengthens the harm
onious 

form
ation of the child’s energy sources. 

R
epetitive rhythm

ic processes and m
eaningfully ordered activities are of further 

help. R
egularity and repetition exert an organizing, structuring influence on the 

physical developm
ent of the child. For this reason, the W

aldorf kindergarten places 

a high value on daily and w
eekly rhythm

s and on recurring activities: finger- and 

hand-gam
es, circle gam

es, rhym
es and songs in w

hich the children can participate 

or im
itate later. In eurythm

y the child m
oves according to the patterns set by verses, 

rhythm
s or m

elodies and joyfully integrates the gestures of the teacher; he thus trains 
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his ow
n skill w

hile m
oving tow

ard an inner-directed 

gestur e of his ow
n. 

O
th

er regular activities in
clude w

atercolor 

p
ain

tin
g, d

raw
in

g w
ith

 w
ax crayon

s, beesw
ax 

m
odeling, handw

ork, and helping w
ith household 

tasks such as w
ashing, baking, cutting fruit, and 

gardening. Indoor and outdoor play and outings to the 

forest, for exam
ple, in all w

eathers, provide a variety 

of routine opportunities for m
ovem

ent experiences 

and practice. 
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Pedagogical A
spects

Language and speech m
ean m

ore to the hum
an being than just a m

eans for 

com
m

unication. T
hey are the m

ost im
portant basis for our social life; they give us 

the possibility to share w
ith each other w

hat m
oves us w

ithin. A
nd even m

oreso, 

through language, the connectivity of m
eaning and purpose becom

e apparent, the 

cosm
os of thoughts receives structure. Q

uestions em
erge concerning the origin 

and destination of the hum
an being, the “w

hy” of things and processes, and these 

questions can only be asked and answ
ered through the m

edium
 of speech.

T
he developm

ent in fine and gross m
otor skills, as described in the previous 

paragraphs, form
s the physical foundation for the child’s learning to speak. Just 

as the child could not learn to w
alk upright w

ithout seeing the m
odel of w

alking 

adults, so he needs adults for learning to speak. N
onverbal com

m
unication 

m
akes up by far the largest aspect of speech, and the child depends not only on 

w
hat he hears in tone, pitch and rhythm

 but also on w
hat he sees in the subtle 

aspects of gesture, facial expression and dem
eanor of those speaking. For this, 

children need adults w
ho devote sufficient tim

e and attention to them
. M

uch 

research has proven that learning to speak happens only during live interaction, 

person to person; technical m
edia cannot assum

e this task. T
he m

utual listening 

and speaking process is the precondition for any developm
ent and fostering of 

speech.
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P
hases of Speech D

evelopm
ent

W
hen the infant first starts to interact w

ith his w
orld, he has already begun 

to acquire the elem
ents of speech. G

esture, pitch of voice, the facial expressions 

of those hum
an beings around him

 all give the infant opportunities to explore 

the m
eaning of the sounds and tones he perceives, long before he can actually 

produce these sounds him
self.

Speaking is learned through a highly com
plex process of fine-m

otor and 

m
uscular control in w

hich the regulation and rhythm
 of breathing play an im

portant 

role, just as does the com
plicated synergy of larynx and speech m

usculature in the 

head, facial expression and body language. T
his process continues w

ell into school 

age. T
he larger the vocabulary and the m

ore precise the language usage, then the 

m
ore deeply and richly can the child express his ow

n thoughts and feelings

A
t the sam

e tim
e the m

astering of speech lays the groundw
ork for freeing up 

the thinking faculty, w
hich can then grow

 beyond the scope of language. It has 

been show
n that from

 infancy children have an astounding ability to unconsciously 

perceive structural patterns and law
s of the language in their environm

ent and to 
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anchor them
 in their brains. A

cquiring the ability to form
 sentences of their ow

n 

and to express increasingly com
plex content, they obviously “know

” the rules 

of language w
ithout ever having learned them

 consciously. It is only later, w
hen 

the child is in school, that the rules and patterns of language, its gram
m

ar and 

syntax are brought step by step into the light of consciousness, and especially in 

the context of learning foreign languages. Learning to w
rite and read prepares the 

child for this highly abstract achievem
ent in language developm

ent. Translating 

the life-resonant acoustic phenom
enon of speech into graphic signs dem

ands 

the conscious effort of the child, just as this is necessary for the reverse task of 

transform
ing the visual sym

bols into speech and m
eaning. 

Fostering E
thical and M

oral Values through L
anguage

Language not only offers the child the opportunity to express his ow
n 

thoughts and feelings, but also in grow
ing m

easure the child can begin to perceive 

the w
orld, the thoughts and feelings of other people and unfam

iliar cultures. H
e 

can enter these new
 horizons, build hum

an relationships, and learn to understand 

others in their different, unique states of being. 

Language form
s a sense of m

orality and love of the truth in a child because he 

learns that every w
ord has a certain m

eaning, a certain sense. T
he child instinctively 

expects a specific action or reaction to take place w
ith certain w

ord usage; w
ords 

and deeds m
atch. O

ur attitude (ethos) and truthfulness are extrem
ely im

portant 

w
hen w

e speak w
ith children. C

hildren do not understand irony or sarcasm
. T

his 

developing capacity of speech m
ust m

ature for the child to be able to see through 

an intentional lapse betw
een w

hat is said and w
hat is m

eant and understand it as 

a joke or w
itticism

. 

Stim
ulation of Speech D

evelopm
ent by the A

dult
R

ich verbal com
m

unication w
ith the child naturally fosters his ability to learn 

to speak, especially w
hen the adults clearly articulate their w

ords and m
eanings. T

he 

congruency of their w
ords w

ith their body language and gestures is perceived and 

tested by children. T
his requires a high m

easure of self-discipline from
 adults. B

ut 

patience in listening to the child is equally im
portant and to let him

 finish talking so 
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that he can gather thoughts calm
ly, form

ulate them
 into w

ords and sentences, and 

express his thoughts and concerns w
ithout haste or pressure. O

ne should exercise 

such attentive com
m

unication m
any tim

es throughout the day—
during greeting, 

play tim
es and m

ealtim
es. T

he child should be addressed so that vocabulary use 

and content are appropriate for his age, neither “over his head” nor in a childish 

w
ay or in “baby talk.” 

Pictorial, im
aginative language that draw

s on the child’s ow
n im

agination is 

of great im
portance for the cultivation of language. T

here are m
any rhym

es and 

poem
s, dances and circle gam

es to be found in the W
aldorf kindergarten and in 

eurythm
y. Language, m

usic and m
ovem

ent are harm
oniously blended so that the 

w
hole hum

an being is involved. D
aily stories and fairy tales not only enrich the 

vocabulary and language skills of the children w
ho listen, but at the sam

e tim
e 

they activate the im
agination and creative pow

ers. A
s in every learning process, it is 

im
portant to tell and retell the sam

e them
es tim

e and again, or dem
onstrate them

 

in puppet play, so that the children can get fully involved w
ith the content and the 

presentation. T
hey take joy in recognizing w

hat they have seen and heard before. 

W
ith the security of association, they can take on m

ore challenging language and 

im
aginatively integrate w

hat they have heard into their play activities.
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Pedagogical A
spects

C
hildren are born artists. T

hey joyfully engage in activities, em
ploying their 

creative faculties and stand so-to-say in the m
idst of life through their active w

ork. 

T
hey enter into the essence of things unconsciously, w

hile w
e adults are rather 

m
ore onlookers, observers and critics, keeping our distance. O

ur causal-logical 

and scientific-conscious thinking form
s a polarity to the creative energy of the 

child. T
he art of education consists of leading young hum

an beings into a conscious 

understanding of the w
orld w

ithout losing their creative potential or individual 

form
ative pow

ers. T
his needs tim

e. A
ll kinds of artistic activities are invaluable, as 

long as the adults are w
illing to learn to becom

e artists them
selves. 

C
ultivation of M

usic and R
hythm

In today’s daily fam
ily life, and also in school, there is less and less singing 

done w
ith children. T

his intrinsic hum
an activity needs to be especially attended 

to now
adays. R

ecent scientific findings show
 that singing is not only a m

atter 

pertaining to hum
an sentim

ent; m
ore im

portantly, it strengthens the child’s 

health, deepens breathing, and supports the m
aturation of breathing and speaking 

organs. 

In singing, as in all m
usical activities, rhythm

 is of particular im
portance. It 

has an ordering, stabilizing effect on the organization of the child’s body, soul and 

spirit. A
t the sam

e tim
e, the child builds on his prenatal experiences, during w

hich 

tim
e he w

as constantly under the influence of his m
other’s heartbeat, breathing, 

gait and m
ovem

ents. T
he rhythm

s of speech are perceived already before birth, 

and new
borns are fam

iliar w
ith them

 long before they can learn to speak. R
hythm

 

connects speech, m
usic and m

ovem
ent, and this threefold aspect should thread 

throughout childhood as one elem
ent of life. 

T
he tim

e in kindergarten offers a m
yriad of opportunities to im

plem
ent this 

m
andate daily, as the children sing songs, recite verses and im

itate the adults’ 
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m
ovem

ents to illustrate the content. T
hey m

ake the effort, w
ithout having to 

be prom
pted, to im

prove the precision of their m
ovem

ents and gestures. For 

exam
ple, w

e practice big, stom
ping steps alternating w

ith slight, tripping steps, 

or w
e gallop like little horses and then abruptly com

e to a halt w
hen the verse or 

m
usic ends. W

ithout any direct verbal instruction, the children acquire com
plex 

sensorim
otor skills w

hich give them
 a deep sense of satisfaction and at the sam

e 

tim
e further their developm

ent.

Form
ation of E

thical and M
oral Values through M

usic
M

usic leads to the harm
ony of the soul and to an even tem

per; it fosters 

cognitive developm
ent, joy of m

ovem
ent and vitality. It strengthens self-assurance 

in life and stabilizes the personality. M
usical-rhythm

ic activity is an ideal path for 

stim
ulating the creative im

agination of children and their pow
ers of initiative. B

ut 

m
usic is not only a guide inw

ards to one’s ow
n self; it also leads us outw

ards into 

the w
orld. B

y experiencing the quality of sounds, tones, m
elodies and rhythm

s, 

the child gains insight into the essence of things; he can touch the sphere of 

genuineness and truthfulness. Likew
ise social relationships are strengthened, 

because listening, becom
ing attuned to each other, and creating harm

onious 

sounds are activities that give rise to an integrative group life, in w
hich every 

participant m
akes an indispensable contribution through the pow

er of his or her 

individuality. Scientific research has show
n that m

aking m
usic together not only 

fosters m
usical ability but also increases social com

petency.

A
rtistic A

ctivities in K
indergarten 

Interconnected elem
ents 

of speech, rhythm
 and m

usic 

perm
eate 

daily 
life 

in 
the 

W
aldorf 

kindergarten. 
T

he 

children 
sing 

songs, 
play 

sim
ple 

instrum
ents 

such 

as 
child’s 

harp, 
xylophone, 

sounding 
bells; 

they 
speak 

verses 
and 

rhym
es, 

adding 
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finger- 
and 

hand-gesture 

gam
es, 

and 
every 

day 
they 

hear 
stories 

or 
fairytales, 

either read or told to them
.  

T
he 

eurythm
y 

class, 

taught 
by 

a 
professional 

eurythm
y 

teacher, 
form

s 

a 
special 

highlight 
of 

the 

day 
or 

w
eek. 

E
urythm

y 
is 

a 
m

ovem
ent 

art 
form

 
in 

w
hich speech and m

ovem
ent 

are 
realized 

concurrently 

through 
gestures 

and 

m
ovem

ent 
sequences. 

T
he 

physical m
ovem

ent training 

here 
is 

inextricably 
linked 

w
ith a training of inner soul 

m
ovem

ent and of the pow
ers 

of 
sensitivity 

and 
em

otion, 

along w
ith an increase in spiritual presence, so that this art can have a form

ing 

effect on the w
hole person m

oreso than any other branch of the arts. E
urythm

y is 

not yet as system
atically practiced in kindergarten as later in school, but it relies 

entirely, sim
ply and age-appropriately on im

itation and action. 

C
ircle tim

e is another period of condensed artistic activity led daily by the 

class teacher. Songs and verses through the seasons are sung, played, and explored 

through various appropriate gestures. H
earing and seeing, feeling and im

agining, 

m
oving and acting are all intertw

ined and fuse into one integral w
hole through 

the child’s participation, w
hich helps the child’s constitution clear into his or her 

physical body. Speech, m
ovem

ent, and m
usic are all present at the sam

e tim
e. 

T
he children practice social skills w

hen they find their place in a form
ation, or do 

som
ething in pairs or alone, or w

hen they w
ait and w

atch. T
he age diversity of the 

group supports this holistic education. T
he older children act as m

odels because 
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they know
 the m

ovem
ents and songs from

 the previous year and can already 

perform
 even com

plicated sequences. T
hat strengthens their self-confidence and 

gives the younger ones an incentive to im
itate them

. T
he play w

ith dolls and hand 

puppets is also im
portant. It provides an extraordinary stim

ulus for the child’s 

pow
ers of im

agination and fosters aesthetic faculties as w
ell as dexterity. 

C
oncentration and purposeful activity are effortless corollaries of entering 

the experience of the process. C
hildren react w

ith the sam
e intensity as they listen 

to fairy tales. T
he pictorial language evokes in them

 a colorful w
orld of inner 

im
ages w

hich vividly m
elds w

ith the pow
ers of feeling, w

ill and soul, and they 

absorb these tales like nourishm
ent for the spirit. Listening to audio cassettes 

or disks cannot take the place of live singing and storytelling. C
hildren need 

the connection and relationship w
ith a real person in the sam

e room
 w

ith them
 

in order to go from
 the exam

ple, or role m
odel, to their ow

n activity. It is not 

necessary that the adult possess great m
usical or rhetorical talent. W

hat counts 

for the children is not an adult’s ability but the effort that is m
ade in singing or 

storytelling.  

M
odeling w

ith beesw
ax is another artistic activity through w

hich the children 

experience the form
ative pow

er of their hands and the effects of w
arm

th processes, 

pressure and counter-pressure. T
hey experience corners and flat surfaces, various 

form
s and how

 they transform
 in space. Painting w

ith w
atercolors is a very joyful 

activity in kindergarten—
in m

ovem
ent, transform

ation, bonding, and encountering 

and m
ixing of colors. A

t this age there are no specific them
es given, so the 

children paint or draw
 w

ith spontaneity. A
ny correction, judgm

ent, or reflection 

can create distance that w
ill obstruct the children’s inner w

ill to create and their 

im
agination. 

 
 

C
hildren of kindergarten age are all about the activity, not the result. T

hey live 

in the m
om

ent, in the im
m

ediate activity and in the fulfillm
ent of the present.
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Pedagogical A
spects

C
hildren are very interested in all phenom

ena in nature. C
urious, inquisitive, 

exploring and testing, they approach the w
orld—

not w
ith scientific and critical 

reflection but w
ith spontaneous activity and sensory perception. W

hat they 

experience enters their play. If w
e observe carefully, child’s play is revealed to be 

excellent unconscious preparation for future education in m
athem

atics and natural 

sciences, provided this play can proceed freely and w
ithout an adult agenda. W

hen 

children handle natural m
aterials they naturally build and construct, sort and order, 

com
pare and try. T

hey unconsciously, but directly through their senses, experience 

m
ass, w

eight, quality, and quantity. T
hey investigate the sensory w

orld and learn 

how
 to interact w

ith it. Long before they can calculate w
ith num

bers or the law
s of 

physics, they are m
astering, alm

ost im
perceptibly, the basic skills in m

athem
atics 

and science, thereby laying the groundw
ork for their abilities in those fields of 

study. Everything that can later be 

know
n and understood w

ith the 

m
ind is first experienced w

ith the 

physical senses.

 L
aying the Foundation 

T
he young child lives alw

ays 

in the present m
om

ent, centered 

in his ow
n experience. O

nly slow
ly 

does an aw
areness of “yesterday” and 

“tom
orrow

” unfold, based on the 

experience of “now
” and “today,” 

and giving rise to understanding life 

as extending into the past and the 

future, thus developing the faculty 

of conscious m
em

ory. A
 prerequisite 

for such developm
ent is that the 
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child live in daily, w
eekly and yearly 

rhythm
s w

hich the adults consciously 

structure to recur in sim
ilar patterns. T

he 

child experiences tim
e and space by w

ay 

of structure, regularity and quantity; he 

is not yet able to objectively experience 

an
d judge am

oun
ts an

d proportion
s. 

H
is con

sciousn
ess slow

ly aw
aken

s to 

grasp the qualities of space and tim
e, 

of qu
an

tity, n
u

m
ber an

d
 geom

etric 

law
s in correspondence to his physical 

developm
ent. T

hat is w
hy the healthy 

form
ation and m

aturation of the sensor y 

organs and their functions, as w
ell as the 

m
ovem

ent organism
, are a top priority 

of preschool and kindergarten education, extending into the first few
 grades of 

elem
entary school. 

T
hrough their activities the children com

e to know
 the properties, qualities 

and patterns of their environm
ent. For exam

ple, com
ing to stand upright and 

learning to w
alk are experiences of gravity and spatial dim

ensions. Later, sim
ilarly, 

the child bodily experiences m
om

entum
 and buoyancy, gravity, centrifugal force, 

friction, and so forth, w
hen he jum

ps rope, plays on the sw
ings, m

erry-go-round, 

teeter-totter or slides. H
e can com

prehend these principles and transpose them
 

into his play, w
hen, for exam

ple, he lets chestnuts roll dow
n the slope of a w

ooden 

board or w
hen he builds runw

ays for m
arbles or bridges and tow

ers. In this process 

he also explores the law
s of leverage, stasis and balance. 

D
uring eurythm

y and in circle tim
e, the children unconsciously experience 

through their ow
n m

ovem
ents the geom

etric concepts (and the actual form
s) of 

the circle and the center, ovals, lines, and spirals as w
ell as inside/outside, above/

below
, and right/left. Spatial im

agination is trained in this process as w
ell as a 

sense for proportions. 
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T
he connections and associations 

that the child experiences thr ough 

play, through experim
ents w

ith the 

play m
aterials, and through the use 

of his entire body coalesce into a 

still-unconscious physical-kinesthetic 

intelligence. T
his builds the foundation 

for the exacting, m
athem

atical and 

scientific thinking and understanding 

in later life. A
round the tim

e of the 

chan
ge of teeth the child has the 

capacity to deal rationally w
ith the 

concepts of space and tim
e. A

t that 

tim
e the child can recognize and think 

about som
ething as a physical law

 

that had been experienced physically 

and tested in play during his first six 

years of life. 

Form
ation of E

thical and M
oral Values

W
hen children experience adults regarding the phenom

ena of nature in 

w
onder, w

hen they see how
 their teachers m

eet all that lives w
ith respect, joy and 

reverence, a deep sense of responsibility takes root in them
, a sense for m

orality. 

A
n inner certainty ripens that the forces and relationships governing nature also 

govern hum
an thinking. T

he children experience the w
orld as reliable and ordered 

by law
, and thus they gain trust in their ow

n existence and a positive m
ental outlook 

tow
ards their environm

ent. T
hey regard the w

orld as a place w
here they feel at 

hom
e. It is fundam

entally im
portant that children experience the w

orld as a good 

and w
ell-ordered place in their first few

 years of life because this w
ill give them

 the 

basis and the strength they need to m
eet life’s dangers and problem

s. 
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T
he D

aily K
indergarten R

outine
T

he daily routine in kindergarten offers m
anifold opportunities for dealing 

w
ith law

s of m
athem

atics and physics w
ithout bringing them

 into conscious 

aw
areness through reflection. T

he children deal w
ith quantities and num

bers, for 

exam
ple, w

hen they set the table, cut an apple into segm
ents, m

easure ingredients 

for baking, or count the num
ber of m

uffins. Factual logic and system
atic procedures 

are prom
oted purely through their everyday activities, for exam

ple, w
hen they tidy 

up after free play, w
hen they sort the m

aterials they used and put them
 in their 

proper places. B
esides creating order on the outside, this also creates internal order 

and prom
otes the capacity for overview

, as w
ell as independence. 

In outside play, the children learn how
 different things feel w

hen they 

touch sand, clay, w
ater, w

ood, stone, and so forth. T
he qualities of hard/soft, 

rough/sm
ooth, and w

arm
/cold becom

e 

im
m

ediate realities through hands-on 

experience. C
hildren also observe how

 

sand and clay are different w
hen they 

m
ingle w

ith w
ater, or that leaves and 

w
ood sw

im
 w

hile little stones sink to 

the bottom
 w

hen throw
n into w

ater. 

W
orking in the garden, w

alks and 

sm
all excursions into the park or forest 

offer opportunities for com
ing to know

 

plants, to track their grow
th, blossom

ing 

and w
ilting. T

he children can observe 

anim
als and rainbow

s and clouds; they 

becom
e aw

are of the daily rhythm
, 

the course of the sun, the changes in 

daylight, w
arm

 and cold w
eather through 

the seasons. M
uch is gained tow

ards a 

developm
ent of an understanding in the 

natural sciences w
hen the child of this age 

learns not through dry abstractions, but 
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enters im
m

ediate, soul-satisfying experiences draw
n from

 the inexhaustible treasury 

of the sensory w
orld. T

his level of activity preserves a sense of w
onder and creative 

curiosity w
ay into the school years, w

hen the child w
ill need to enter also into an 

intellectual understanding of things, and w
hen that rational, thinking elem

ent m
eets 

the foundation of per ception that w
as laid in kindergarten and now

 assures that 

the em
erging hum

an being can m
ake a connection to the w

orld not only through 

his head, but also w
ith his w

hole being: head, heart, and hands. 
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Pedagogical A
spects

T
here is one essential prerequisite to the form

ation of social com
petency. 

To develop em
pathy and understanding for others, the child m

ust first be able 

to experience and express his ow
n independent individuality; he m

ust feel 

acknow
ledged and accepted by his fellow

 hum
an beings. T

he degree to w
hich the child 

experiences being safe and held securely in reliable hum
an relationships is the 

degree to w
hich he develops feelings of self-w

orth and independence. O
nly on 

this basis can he becom
e free to not only look at him

self but also turn to others 

w
ith interest, respect and a w

illingness to help. 

D
evelopm

ental Steps tow
ards Social C

om
petency

A
t first the infant know

s only his ow
n needs and expects com

plete attention. 

N
othing is better for him

 than being im
bedded as early as possible into an existing 

and very stable social situation. T
he toddler is still in great need of relationships; 

w
ithout a dependable attachm

ent figure, he cannot thrive. T
he young child lives 

in the trust that others are there for him
 w

ho unw
averingly care for him

, w
ho help 

him
. H

aving this trust fulfilled is the prerequisite for the child’s developing social 

com
petencies. O

nly in the course of tim
e w

ill the child becom
e independent 

enough to experience him
self as separate from

 his environm
ent and to becom

e 

aw
are of the needs of others. 

O
n this path tow

ards social com
petency, the child has already m

ade the first 

steps w
hen, com

ing from
 the sm

all com
m

unity of the fam
ily, he now

 enters into 

the larger, unfam
iliar com

m
unity of the kindergarten. In the m

ixed-age group, 

the child m
eets both younger and older children w

ith w
hom

 he needs to com
e 

to term
s. M

anifold social experiences open up to the child here, especially for 

children w
ithout siblings. O

n the other hand care is taken that the child can 

experience safety and w
arm

th in this new
, larger com

m
unity. T

he group structure 

rem
ains the sam

e over a long period of tim
e, w

hich allow
s the child the space and 

tim
e to pass through his individual steps of developm

ent in a circle of trusted 
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people and a fam
iliar environm

ent and to form
 stable relationships w

ith other 

children and the teacher. A
 rhythm

 of activities through the w
eek and the regular 

celebration of seasonal festivals give the child an overview
 of schedule and tim

e. 

T
his all creates a sense of trust in the w

orld and in people, thus form
ing the basis 

for a grow
ing social com

petency. 

T
he phase of developm

ent know
n as the “terrible tw

os” is the child’s initial 

attem
pt to becom

e independent of the persons he is attached to and w
hom

 he 

trusts. T
he child explores and tests his autonom

y and becom
es conscious of his 

ow
n pow

ers of w
ill. A

t the sam
e tim

e, the child can learn in the protected space 

of the kindergarten, build relationships w
ith a w

ider circle of people, and shape, 

enjoy and accept com
m

on life in a larger group of children. T
he child learns to be 

considerate and to w
ait; he experiences how

 older children can help him
. A

 m
ixed-

age group proves to be a natural aid on the path tow
ards social aptitude, especially 

during the last year before elem
entary school, w

hen the “big ones” are fam
iliar 

w
ith the kindergarten routines, so they can be m

odels for the younger ones. T
hey 

are confident of their ability and know
ledge, so they can naturally take on tasks 

and give guidance to the younger children. A
 sense of responsibility develops 

along w
ith perseverance and an earnest attitude tow

ards w
ork in conjunction w

ith 

self-assurance and strength. T
hus the younger children are m

otivated to becom
e 

just as capable later on. For the children in their last year of kindergarten there 

should be special tasks that afford them
 opportunities to take on responsibility, 

to 
prove 

their 
skills 

and perseverance, and 

to 
m

eet 
their 

desire 

to be of assistance to 

other 
hum

an 
beings 

in a purposeful w
ay. 

Special projects, field 

trips and challenging 

tasks are suitable for 

this purpose. 



��


T
he progression from

 kindergartner to school child is characterized by a 

fundam
ental change in social relationships as w

ell as in learning behavior. E
xplicit 

learning takes the place of im
plicit learning, and the child is now

 in a group of 

approxim
ately the sam

e age and level of developm
ent. W

here before, routine and 

unconscious habits lent stability and boundaries to the child, now
 this function 

is im
parted through rules and direction from

 a recognized and beloved authority 

figure. T
he child can now

 consciously acquire social skills through practice.

Form
ation of E

thical and M
oral Values 

T
he ability to form

 attachm
ents, reliability, social com

petence—
these are 

am
ong the m

ost im
portant fundam

ental values of hum
anity. W

e becom
e socially 

com
petent w

hen w
e have a healthy m

easure of self-confidence and security. 

If the child know
s that he is accepted in his existence and his abilities, then 

creativity, courage, self-trust, initiative and daring grow
 in him

; the child can 

m
eaningfully m

eet dem
ands and m

aster difficulties. Such a child can also yield in 

conflict situations and forgive others; he know
s how

 to w
ait his turn and is able to 

do w
ithout, to lose and to understand.
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Fostering Social C
om

petency
T

he developm
ent of social aptitude can be supported by the daily rhythm

 

of the kindergarten; phases of full im
m

ersion in the group activities alternate 

w
ith tim

e w
hen the child is allow

ed to be focused on him
self and can follow

 his 

ow
n intentions, for exam

ple, in free play. Phases of an active turning outw
ard 

and phases of quiet listening and concentrated perception should harm
oniously 

balance each other. E
ating m

eals together is particularly valuable for developing 

social pow
ers; the conscious cultivation of the eating activity extends far beyond 

custom
s and m

anners. Just as in m
any other activities, the exam

ple of the adults 

w
ill m

ake the difference betw
een a m

erely form
al or a heartfelt saying of grace, 

quiet consideration or nervous unrest, hum
or or pedantry, to nam

e just a few
 

exam
ples. T

he children are guided unconsciously by these role m
odels. T

he w
ay in 

w
hich adults treat each other—

how
 they deal w

ith force, w
hich conflict resolution 

strategies they prefer, how
 m

uch tolerance they can m
uster—

has a strong im
pact 

and is m
irrored in the child’s behavior. C

hildren learn through the realities they 

experience in daily life.
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M
edia com

petency is expected of an adult now
adays at a m

atter of course, 

just like everyone is expected to be able to use public transportation or to show
 

appropriate behavior in traffic. B
ut how

 do w
e acquire this com

petency? W
ith 

traffic, for instance, no one w
ould expect young children to be able to navigate 

in traffic; they w
ould be com

pletely overw
helm

ed. B
efore children can m

ove 

independently in traffic, they m
ust first have fully developed an array of sensori-

m
otor faculties to be able to perform

 sim
ultaneously all the tasks necessary. For 

instance, in order to ride a bicycle, one m
ust be able to keep one’s balance at 

all tim
es w

ithout losing one’s orientation, and, on top of that, be able to m
ake 

an assessm
ent of the traffic situation and react to it appropriately. T

he m
aturity 
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of developm
ent that is necessary in this situation does not develop in traffic 

but through com
pletely different activities and w

ithin a protected educational 

environm
ent. T

he A
D

A
C

 [the G
erm

an equivalent of A
A

A
] w

arns rightfully of 

the dangers of letting children get into street traffic on a bicycle on their ow
n 

before the age of ten.

C
ontact w

ith M
edia

T
he sam

e is true in regard to dealing w
ith m

odern m
edia. True m

edia 

com
petency w

orthy of its nam
e does not develop as a result of a use of m

edia in 

early childhood, but by acquiring the entirely different faculties w
hich m

ust com
e 

first. T
he m

ost im
portant and fundam

ental of these is the developm
ent of the 

sensorim
otor abilities necessary for the brain to gain its full level of achievem

ent 

in the first place, and through w
hich the organism

 gains the necessary stability to 

develop in a healthy w
ay. 

T
he 

child 
is 

existentially 
dependent 

on 
being 

afforded 
a 

w
idely 

differentiated 
developm

ent 
of 

the 
sense 

organs 
by 

ever 
again 

directly 
and 

actively experiencing the w
orld in its abundance of qualitative sense im

pressions. 

For exam
ple, only in this w

ay can a child experience the sm
ell, taste, look, 

and sound of an object as qualities that belong together, as different sense 

m
odalities that coalesce into one, single object. It is a long learning process 

to develop through one’s ow
n inner activity the ability to build a m

eaningful 

connection from
 bits of inform

ation obtained via different sensory faculties 

and integrating their m
eaning. T

his ability form
s the basis for thinking and 

discrim
ination; supported by this integrative ability w

e can later in life distill 

know
ledge from

 data, m
eaning from

 sym
bols, and understanding from

 texts. It is 

precisely this faculty w
hich m

ust be initiated during the first years of childhood 

and w
hich cannot be addressed through electronic m

edia. 

C
om

puters and television actually reduce the sensory diversity and richness 

to the eye and ear and obliterate the congruence of im
age and sound perception, 

because the sounds em
erging from

 the loudspeaker (for exam
ple, m

usic or the 

voice of an unseen speaker) are com
ing from

 an entirely different realm
 of reality 

than w
hat is visible on the screen. M

oreover, sound and sight im
pressions are 
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disconnected from
 physical activity, for the child’s natural m

ovem
ent activity, to 

a high degr ee, is at a standstill during m
edia use. 

If w
e truly aim

 to design education w
ith the child in m

ind, as the current 

educational plans stipulate, the law
s of child developm

ent m
ust be given the 

consideration they deserve. It w
ould be irresponsible, even just for physiological 

reasons, to m
ake use of electronic m

edia [television and com
puters] in preschool 

and kindergarten, because at that age the sense organs and the corresponding 

parts of the brain are not yet fully developed and m
atured, and all sensory 

im
pressions are still directly involved in developing the netw

ork of the brain 

itself. To argue that the content of such program
s is valuable for children m

isses 

the m
ark com

pletely. B
rain researcher M

anfred Spitzer rem
arks in this context, 

“A
 television, video or com

puter screen is harm
ful to the child, even if w

hat is 

playing is the m
ost fantastic children’s program

, the m
ost beautiful anim

al m
ovie, 

or the m
ost intelligent learning program

.”

A
s m

uch as W
aldorf education values the subjects of m

edia and com
puters in 

the upper grades and high school classroom
, it is em

phatically opposed to using 

electronic m
edia as teaching tools in the kindergarten and elem

entary schools. To 

enable the older child to develop optim
al m

edia com
petency, the younger child 

m
ust not be exposed to electronic m

edia. 



���

A
spects of D

evelopm
ental Psychology 

Even if w
e ignore the physiological effects of electronic m

edia, as m
ost people 

do, and regard only the content aspect, W
aldorf education sees no convincing 

reason for using m
edia as teaching tools in kindergarten and elem

entary school. 

E
nough studies have show

n that children are not m
ature enough to process the 

content side of film
 productions. T

hey are hardly able to understand the plot and 

context of a film
 and, m

ost im
portantly, are unable to determ

ine that w
hat they 

are seeing is fiction. T
hey accept the fiction as reality just as they accept the rest of 

their surroundings as reality; they perceive w
hat is in the film

 to be as real as the 

rest of their environm
ent. O

nly during elem
entary school years do the children 

slow
ly acquire the ability to differentiate betw

een m
edia fiction and reality, and 

even then few
 children are capable of organizing the string of events created by 

the film
 editing w

ith any kind of capacity of thought. A
t about age tw

elve they are 

able to com
prehend the production; how

ever they still do not possess the adult 

capacity to distance them
selves from

 the content of the film
. 

T
he advertising industry uses this know

ledge of developm
ent to their 

advantage and targets children and youth. T
hey know

 that at this age children 

believe the claim
s m

ade in any advertisem
ent to be the truth. A

t earliest around 

age tw
elve, the children begin to grasp that the intent of the advertisem

ent is 

directed at them
, and even then they still lack critical distance. 

A
t the tim

e of puberty w
hen the capacity for reflective, conscious directing 

of one’s ow
n im

pulses actually has an organic foundation in the frontal lobe of 

the brain, only then has the young hum
an being becom

e developm
entally able to 

enter into a conscious and independent critical exam
ination of the m

edia and their 

m
essages. A

nd then he should begin to exam
ine them

, because now
 he is ready and 

equipped to apply his faculties successfully to the m
edia—

faculties, w
hich he has 

developed through experiences in com
pletely different realm

s of life. Foregoing 

the use of electronic m
edia in early education is no disadvantage. To the contrary, 

it now
 proves to be a catalyst for developing superior m

edia com
petency. T

he 

use of com
puters has been show

n to be pedagogically counterproductive w
hen 

it occurs too early during the first school years or even before school. In Israeli 

schools w
hich w

ork extensively w
ith com

puters, studies have show
n (2001) that 
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com
puter-supported instruction did not bring about any im

provem
ent of the 

learning accom
plishm

ents even in m
ath classes and, instead, set off a tendency to 

deterioration of learning. 

A
s reasonable as it seem

s to w
ork on the goal of guiding young hum

an 

beings tow
ards developing the com

plex action and thought sequences for using 

electronic m
edia, the point in tim

e w
hen one begins such instruction is of critical 

im
portance. If the young child is prom

pted to deal w
ith m

edia before the m
aturing 

of organ-specific processes and of the brain’s frontal lobes, not only does he not 

yet have the m
eans to even attem

pt to m
eet this goal, but the ability to acquire 

this prerequisite is hindered, rendering the goal unattainable. T
herefore, from

 

the perspective of W
aldorf education, instruction in electronic m

edia should not 

begin until puberty.
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W
aldorf education relies on the fact that developm

ent does not proceed 

in linear fashion, but in stages of m
etam

orphosis in w
hich the later stage never 

appears to have com
e directly from

 the earlier stage, but rather in a step-by-step 

dynam
ic of polar transform

ation. T
he self-reliance of adolescents accordingly 

cannot be fostered by dem
anding it to be present already in the young child. 

R
ather it requires that, first, fundam

ental pow
ers are to be created and fostered 

on an entirely different level, w
hich w

ill later serve as nurturing ground for 

developing independence. 

O
ne of these fundam

ental pow
ers is the faculty of im

itation, w
hich is still 

strongly present in a child throughout the first grades of school. Joyously, the 

child strives to im
itate the teacher, w

ho is able to do w
hat the child as yet cannot 

do; the young child observes how
 the teacher skillfully and adeptly perform

s a 

task, and the urge rises in him
 to im

itate such activities as precisely as possible. 

T
hus, im

itation leads gradually to self-reliance and 
independence. B

ut the child 

pays 
close 

attention 
not 

only to activities w
hich the 

teacher perform
s but also to 

the teacher’s inner attitude 

tow
ards the task. N

aturally, 

the teacher is accom
plished 

in 
the 

tasks 
of 

w
riting, 

draw
ing and arithm

etic. B
ut 
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w
ith w

hat precision and inner presence does he draw
 or w

rite on the blackboard? 

H
ow

 m
uch is he as a person present in w

hat he does? C
alm

 diligence and 

truthful, earnest effort m
ake a deep im

pression on the child. C
hildren are not 

prim
arily interested in results, but rather the w

ay the results com
e about. It is the 

spirit in w
hich the w

ork is perform
ed, the consciously executed gesture, w

hich 

on one hand does justice to the task but, on the other hand and perhaps m
ore 

im
portantly, serves as an expression of an artistic w

ill to create form
. T

he authority 

of the teacher begins here, not in rules and superior know
ledge, and now

, as ever 

before, the children seek this authority as an orientation and m
odel for their ow

n 

behavior. 

W
hen the school child develops the yearning to learn and do him

self w
hat the 

teacher m
odeled through w

ork and attitude, this is the first step tow
ards a w

ell-

form
ed, sustainable independence. A

 second key factor in the process of gaining 

self-reliance [autonom
y] is the right tim

ing, w
hen the child has developed the 

im
pulse to practice on his ow

n. A
ny challenge or dem

and from
 the outside can 

obstruct the developm
ent of this tender shoot, and often the first days and w

eeks 

in school determ
ine w

hether an independent attitude tow
ards learning w

ill com
e 

about. G
iven an atm

osphere of trust, im
itation and devotion transform

 into the 

w
ill to learn and joy of exploration. 
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In a w
orld of ever m

ore ubiquitous technology, the structuring of our lives 

in a rhythm
ic w

ay gains significance, not only for the w
ell being of the child’s 

soul, but also for his physical health and psychological developm
ent, as m

odern 

rhythm
 research confirm

s.  In this respect, w
hat is good for the kindergarten is 

also good for the elem
entary grades. R

hythm
ic order engenders reliability and 

stability; “un-rhythm
” or lack of structure favors uncertainty, m

otor unrest, and 

lack of ordered thought, and, on a physical level it obstructs the consolidation of 

organ-specific rhythm
s such as the frequency of breath and pulse and intestinal 

peristalsis. Such instability can be prevented through establishing reliable yet 

flexible and lively rhythm
s.

R
hythm

 in C
lass

W
ith these considerations in m

ind, it is a basic principle of W
aldorf education 

to structure the daily classes according to rhythm
ic patterns. A

 tw
o-hour block each 

m
orning is dedicated to starting the day together. T

his m
ain lesson is organized in 

three parts w
hich are connected through flow

ing transitions. T
he beginning phase 

is characterized by rhythm
ic-m

usical m
ovem

ent gam
es and exercises together w

ith 

singing, playing the recorders or other instrum
ents, and reciting verses and poem

s 

or perform
ing short theatrical scenes. T

he teacher has the task in this phase to 

establish an inner rhythm
 [breath] betw

een lively, stim
ulating m

ovem
ent sequences 

and quiet “inner centering.” T
he individuality of each child is acknow

ledged and 

at the sam
e tim

e integrated into the com
m

on stream
 of the classroom

 com
m

unity. 

T
here are m

any other rhythm
ic elem

ents that could be nam
ed here, ranging from

 

the cheerful and hum
orous to the earnest and serious.

T
he previous elem

ents play a role in the second phase, the “w
ork phase.” T

he 

focus of this phase is teaching a particular subject every m
orning for a period of 

three to four w
eeks, the so-called block m

ethod of teaching. T
his organizational 

form
 allow

s the children to becom
e deeply engrossed in one subject at a tim

e: 

form
 draw

ing, w
riting, reading, arithm

etic, and, later, the sciences, history and 

vocational fields such as construction, agriculture and handw
ork.
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C
uriosity, w

onder, tension, excitem
ent, and som

etim
es anxious anticipation—

these all characterize the student’s first encounter w
ith a new

 topic. A
s his interest 

aw
akens, the student slow

ly becom
es fam

iliar w
ith the new

 m
aterial. D

uring 

the second w
eek, the encounter intensifies, learning gains substance. T

hrough 

eager grasping and practice, the student slow
ly com

prehends the m
aterial, w

arm
s 

up to it and becom
es enthusiastic, and also learns to w

ork on it independently 

and creatively. In the third and fourth w
eeks the student gains overview

 and 

perspective. T
he student has reached a com

prehensive understanding of the 

subject and developed new
 know

ledge and faculties, w
hich he now

 can “digest.” 

T
he subject is laid to rest, to be resum

ed in another lesson block later. T
he student 

is allow
ed to “forget” w

hat he has learned so that after som
e tim

e has passed, it 

w
ill be available to him

 in the form
 of new

 abilities. 

T
he m

ain lesson tim
e closes harm

oniously in the third phase of story telling. 

W
hile the teacher is talking, bringing forth m

eaningful im
ages before the inner eye 

of the child, an alm
ost audible exhaling can be hear d. D

uring the w
ork phase of the 

m
ain lesson, the child em

ployed all his pow
ers, expended great energy in w

riting 

or reading, carefully draw
ing beautiful and difficult form

s or doing arithm
etic, but 

now
 he is im

m
ersed in a w

orld of inner im
agery and can let go of any restlessness 

and tension w
hich m

ay have occurred previously. 

Just as each m
ain lesson unit is thoroughly rhythm

ically structured, so is 
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the continuum
 of days, w

eeks and m
onths, yes, of the entire year organized in 

a rhythm
ic-dynam

ic w
ay. T

hrough the processes of breathing in, holding one’s 

breath, com
pacting, and breathing out, the child can develop resonance in his 

soul and find his ow
n rhythm

.

Structuring of L
earning Steps

In structuring the sequence of learning steps, W
aldorf education attends to 

keeping a certain rhythm
, fully supported by m

odern sleep research. A
ll learning 

is based upon a certain construction process. It begins w
ith active fam

iliarization 

and initial perception of the new
 m

aterial to be learned and continues into a 

second phase w
ith bringing the subject m

atter into the im
m

ediate present or 

retrieving it from
 a distance of tim

e. If w
e w

ant the student to gain a solid hold 

of the subject and transform
 it into a faculty or skill, w

e need to interrupt the 

conscious learning activity and allow
 for sleep. O

nly in “forgetting” w
hat he 

has learned, at least once or even several tim
es, does the body of learning sink 

into the subconscious and a true absorption of and saturation w
ith the subject 

m
atter is achieved. A

ccordingly, each lesson unit is ideally com
posed in a three-

day rhythm
. (D

epending on circum
stances, this can be accom

plished in units of 

shorter duration.) 

In the first step the child m
eets the new

 subject m
atter (class topic). A

t first, 

this encounter rem
ains in the realm

 of becom
ing acquainted, of active aw

areness 

and shared reflection. T
he phenom

enon, the observed fact is not yet subjected 

to interpretation, evaluation or definition. T
he follow

ing day brings the task 

of carefully rem
em

bering w
hat the students observed and experienced the day 

before. Together the students develop a picture that is as com
prehensive and 

clear as possible. T
he third day show

s that the child has largely assim
ilated the 

subject m
atter at hand—

first through outer, then inner contem
plation, and in 

the “forgetting” that lies betw
een—

to such a degree that now
 he can w

ork w
ith it 

freely and independently.

C
oncepts w

hich are developed in this m
anner are not grafted onto the child’s 

m
ind, but rem

ain full of life and can still grow
. If through this guided three-step 

learning w
e afford the child sufficient tim

e to internalize a subject, to perceive 
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the essence of a subject, and to learn the fundam
entals through practice, then he 

w
ill develop a w

ealth of further possibilities that them
atically follow

 the course 

of the lessons but are discovered very independently. T
he children w

ill be easily 

m
otivated to join in the further developm

ent of the lessons through their ow
n 

contributions and thus the three-phase m
ethod sim

ultaneously contributes to the 

developm
ent of independence. 
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M
ovem

ent and cognitive learning are closely connected. M
any children today 

enter school w
ith insufficient dexterity and m

otor-foot skills. T
herefore W

aldorf 

education gives w
ide latitude in the lesson plans for the first few

 grades for fostering 

the gross and fine m
otor skills. In kindergarten this process of m

otor developm
ent 

w
as stim

ulated and supported. N
ow

 in the elem
entary school it becom

es a focus 

of m
orning practice. R

unning, jum
ping, hopping, skipping, and, last but not 

least, stopping exercises for the feet are targeted consciously and integrated into 

the lessons. A
nd since the feet are often still cold and stiff, they are even guided 

to “w
rite” and “grasp” during play, for exam

ple, to m
ake tracks in the sand. Too 

often the children are clum
sy w

ith their hands and lack the right skills. T
hey are 

put through a lot of w
ork in finger gam

es and coordination exercises preparatory 

to m
ore delicate tasks such 

as playing the recorder and 

knitting. 

O
nce the joy of m

ove- 

m
ent 

is 
aw

akened, 
the 

children 
cannot 

find 
an 

end 
to 

inventing 
ever-new

 

gam
es on their ow

n. In the 

schoolyard they jum
p rope, 

ride unicycles, w
alk on stilts 
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or juggle balls. In m
any schools circus troupes 

have form
ed in w

hich m
any a child w

ho initially 

appeared helpless achieve true m
astery as an 

acrobat. 

G
ym

nastics and physical education offer 

m
any m

ore diverse opportunities for practice, 

and em
phasis is given to the group aspect and 

playing by rules. A
rtistic exercises are especially 

useful for developing m
ovem

ent. E
urythm

y is 

the prim
e exam

ple. A
fter roughly the third grade 

m
ost children can coordinate their m

ovem
ent 

sequences w
ith aplom

b and have gained in this 

process both inner and outer confidence.
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W
aldorf 

education 
thoroughly 

fosters 
the 

child’s 
language 

com
petency 

throughout all his years in school. T
he soul life of the child becom

es m
ore and 

m
ore differentiated in this process, because language not only serves to describe 

outer facts but is also a m
eans of expression for inner processes and im

ages. 

T
herefore each m

ain lesson offers the entire spectrum
 of language possibilities—

from
 artistic, im

age-rich poetry and prose to the m
ore sober, descriptive language 

of facts and concepts. Every day the class recites verses and poem
s and speaks or 

perform
s theatre scenes. A

t first this is done in chorus, so the children can quickly 

learn the piece by heart, and they slow
ly gain enough self-confidence through 

daily repetition to also be able to speak in front of a larger circle of people. T
he 

students practice precise diction that helps them
 learn to use language for concise, 

accurate description. A
s they m

ature, the children learn to use this factually 

oriented language for w
riting.
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A
 third kind of encounter w

ith language is experienced during the daily 

“story” portion of the lesson. T
he teacher tells stories that are oriented to the 

children’s stage of developm
ent. W

ith the poetic m
agic of inner im

agery, he 

touches on the questions of life, som
e of w

hich the children speak about, but 

som
e also rem

ain as unexpressed questions w
ithin the children. T

hrough repeated 

telling of these stories through the m
edium

 of language, the children learn to 

create their ow
n inner im

ages. T
his has a positive effect on their speaking ability 

as w
ell as their em

otional life. T
his process best unfolds if the teacher has prepared 

the storytelling so w
ell that he can com

pletely let go of reading from
 the book and 

tell the story freely, m
aintaining full eye contact w

ith the children. 

A
 lasting enhancem

ent of the experience of language is achieved through 

instruction in tw
o foreign languages. In G

erm
an-speaking schools the children 

start in the first grade w
ith E

nglish and French, or possibly R
ussian. T

he forces of 

im
itation are still so strong at this age that the children just flow

 into the stream
 

of the language through listening, singing, and playing. Foreign languages w
ith 

their peculiar structures not only enrich the perceptive faculties of the child but 

they also provide for a richer and m
ore differentiated range of verbal expression, 

dow
n into gestures and m

ovem
ent expression. 

D
uring the last third of elem

entary school, speaking and listening skills are 

increasingly applied also in w
riting, and thus w

riting and reading com
petencies 

are developed. It is very im
portant to allow

 each child to find the “right tim
ing” 

so that language com
petency does not suffer attrition in w

riting. Som
e children 

excel at oral expression but m
ay need m

ore tim
e to achieve the sam

e confidence 

in their w
riting skills, and vice versa. 
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W
hile artistic activities in kindergarten stim

ulate the expression of the child’s 

creative pow
ers and are subconsciously involved in form

ing the physical body, 

the pedagogy of the elem
entary school focuses on w

orking w
ith the forces of 

soul w
hich have been freed-up and can now

 be consciously used by the child. 

In W
aldorf education artistic activity is not lim

ited to specific, separate classes, 

but perm
eates all lessons as a m

ethodological principle. T
he child is challenged 

tow
ards ever finer perception and creative form

 giving, so that he connects w
ith 

the subject m
atter dow

n into the realm
 of his w

ill. For exam
ple, the child discovers 

the w
orld of color through w

atercolor painting. T
he teacher directs the child in 

painting exercises that allow
 him

 to experience the qualities of color and their 

relationships. Training in the area of differentiated perception takes place w
hich 

enables him
 to learn to differentiate nuances, gradations and qualities in m

any 

other areas as w
ell. 

Sim
ilarly w

ith m
usic, the effects are 

not lim
ited to the m

usic lessons. Tone, 

m
elody, and rhythm

 m
ove the children’s 

souls in m
anifold w

ays. T
he abilities to 

hear and listen, alm
ost a lost art today, 

are cultivated, and in these processes of 

listening to outer sound, the child at the 

sam
e tim

e finds access to his inner life, to 

him
self, and also to other hum

an beings 

w
hom

 he joins in listening to and m
aking m

usic. W
hen m

usical perception is 

successfully exercised, the child breathes differently and can even approach others 

in a m
ore perceptive and inw

ardly vivid m
anner. 

In this context, m
odeling w

ith beesw
ax or clay takes on special im

portance. 

Form
ing these m

alleable m
aterials trains the hands in touch and creation of form

. 

It teaches a differentiated feeling for space and fine m
otor skills. T

he form
-giving 

faculties of the child, w
hich so far (up to the change of teeth) w

ere actively engaged 
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in building his organs, are now
 available to the child, not only as creative forces, but 

also as for ces for thinking. T
hrough w

orking w
ith his hands, the child can connect 

w
ith the natural process of becom

ing. A
rt opens the door to creativity. 

Form
 draw

ing is introduced and developed during the first four years of 

school in a structured artistic approach. T
he child learns to m

ake precise draw
ings 

of regular form
s, at first sim

ple ones developed from
 the polarity of straight and 

curved lines; then m
ore difficult and challenging form

s, increasing step-by-step. 

T
he sense of form

 is challenged in m
ost differentiated w

ays through lines w
hich 

cross in regular intervals, m
irror each other or even invert. B

y going through 

the com
plex process of form

 draw
ing and the discovery of new

 and ever-new
 

inventions of form
s, the child gains a pow

er of orientation w
hich can lead to a 

sense of certitude that reaches far into his thought processes and his sense of self. 

A
t the sam

e tim
e he becom

es intuitively aw
are of the form

ative forces and the 

law
s of form

 w
hich constitute the w

orld. 

E
urythm

y is an art form
 that m

oves and vitalizes the w
hole being. C

hildren 

experience in this class how
 they can integrate into the m

ovem
ent of body and 

lim
bs all the faculties of soul and spirit acquired so far, follow

ing objective law
s. 

For exam
ple, the form

s that a child creates in form
 draw

ing w
ith paper and 

pencil, initially as m
ere im

itation and increasingly freer and m
ore creative, can be 

experienced in eurythm
y w

ith the w
hole being. T

he child learns about the various 

qualities of physical space. T
hese qualities of m

ovem
ent in eurythm

y are connected 

w
ith the experience of the m

usical elem
ents of tone, m

elody, and harm
ony, and 

also w
ith the pow

erful expression found in the elem
ents of speech: vow

els and 

consonants, syntax and poetic im
agery. 
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B
eginning lessons in m

athem
atics in the W

aldorf elem
entary school are based 

on rhythm
ically structured m

ovem
ent processes. C

ounting is learned by speaking 

in chorus, accom
panied by rhythm

ic stom
ping, clapping, skipping and jum

ping 

in unison. For exam
ple, the path to the tim

es tables em
erges w

hen every second or 

third num
ber is em

phasized, again accom
panied by a certain m

ovem
ent sequence 
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or an om
itted m

ovem
ent sequence. T

his requires m
uch concentration and eye-

hand coordination.

T
he teacher m

akes sure that over tim
e the m

ovem
ents becom

e less and less 

pronounced, so the children transition gradually from
 lim

b-supported recitation 

to sim
ply speaking the tim

es tables, and conscious internal m
anagem

ent takes the 

place of outer activity. A
s the children first assim

ilate the m
ultiplication tables 

and the num
ber field up to 100, through physical and sensorim

otor activity, they 

prepare the ground on w
hich later the purely m

ental m
athem

atical com
putations 

can unfold sm
oothly. C

ounting and calculating are connected to their ow
n 

activity, and, for exam
ple, the process of m

ultiplication is sim
ply a higher level of 

counting. 

In applying m
ultiplication in a practical m

anner, the child experiences 

the m
eaningful connection betw

een the w
orld of num

bers and occurrences of 

everyday life. N
um

bers are som
ething real that w

e can interact w
ith inw

ardly and 

outw
ardly. 

A
nother essential aspect of W

aldorf education concerns the principle of 

alw
ays starting from

 the w
hole and m

oving to the parts. For exam
ple, the children 

are guided to handle the first arithm
etic operation as the additive analysis of a 

num
ber: 12 = 7 + 5 or 6 + 4 + 2, and so forth. T

his m
ethod gives the child the 

basic understanding that m
any paths can lead to the sam

e r esult. T
his keeps their 

thinking flexible and has a positive effect on social interaction, in that one w
ill 

recognize the path of the other as being as equally viable as one’s ow
n.  

B
ut this m

ethod engenders further, m
ore profound effects. It is of no sm

all 

im
portance to the child’s later attitude tow

ard the w
orld that in the early grades 

arithm
etic is taught to proceed from

 the w
hole to the parts, instead of from

 the 

parts to the w
hole, w

hich is how
 it is usually taught. Since children experience 

things very concretely and they connect the num
bers w

ith realities, it m
akes a 

very big difference w
hether one is accustom

ed to starting from
 the w

hole and 

then going into the separate parts, or w
hether one view

s the w
orld as a collection 

of parts that m
ust be added together. T

he social and ecological attitudes in later 

life w
ill also be very different if the faculty has been w

ell developed for considering 

the w
hole, w

ith a part of it shared by all hum
an beings, instead of just thinking 

of one’s ow
n part. 
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To create a basis for consciousness of ethical and m
oral values during the 

elem
entary school years, W

aldorf education does not set about specific discussions 

of ethical-m
oral issues during the lessons. R

ather it tries to involve the student in 

experiences of aw
e, respect, love and gratitude through the w

ay the subjects are 

taught. 

For this approach to succeed, these faculties m
ust be authentically present in 

the adults w
ho influence the children through exam

ple. In that case, the children 

w
ill also com

e to deep feelings of aw
e, gratitude, and love in their encounters 

w
ith nature, for exam

ple, or in perceiving the prim
al im

ages found in fairy tales, 

fables, and stories. T
hey w

ill develop grow
ing aw

areness in their encounters 

w
ith the w

orld and w
ith other people. T

he groundw
ork for such possibilities of 

experience is carefully cultivated during the lessons in school so that the children 

can find their ow
n w

ay. If these values unfold freely from
 w

ithin the child, then, 

over the years, that sense of responsibility and duty tow
ards the w

orld and other 

hum
an beings takes form

 w
hich includes the readiness to help and act on behalf 

of others.
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Teachers and educators in the W
aldorf schools can realize their educational 

goals only if certain social and organizational conditions are also present, through 

w
hich the quality of the pedagogical w

ork is safeguarded, both w
ithin and w

ithout. 

U
nless otherw

ise noted these conditions apply equally to the kindergarten and 

elem
entary school.
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T
he encounter betw

een adult and child form
s the core of all education. It 

is the adult’s responsibility to form
 this encounter and render it fruitful, and 

he can fulfill this task only to the degree that he furthers his ow
n personality 

developm
ent. Self-education of the adult in support of his/her m

odeling function 

is one of the cornerstones of education and learning processes. 

Self-education includes the core task to change habits out of one’s ow
n free w

ill. 

T
he adult can accom

plish this task through his ow
n m

otivation, but he can also 

find exterior incentives and support. Since the founding of W
aldorf education, its 

philosophical foundation has included a canon of w
ritings w

hich should be explored 

in m
editation and are suited to help deepen one’s pedagogical w

ork. A
n im

portant 

aid in finding a supportive, inner connection w
ith the children is also the daily 

ritual of review
ing the day, not in the sense of m

irroring one’s ow
n self, but rather 

through an intense perception of w
hat w

as experienced w
ith the children and in 

one’s ow
n behavior on that particular day. It is the prerequisite and, at the sam

e 

tim
e, the goal of W

aldorf pedagogy to understand education and learning processes 

as a system
ic task. In other w

ords, all questions relating to the children and their 
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developm
ent are sim

ultaneously 

alw
ays question

s relatin
g to 

the educator him
self, how

 he 

can
 chan

ge in
 order to give 

the children a corresponding 

an
d

 ap
p

ro
p

riate sp
ace fo

r 

developm
ent.

Joy and C
om

petency in P
ractical W

ork
It is the task of the teachers to perform

 m
any different kinds of w

ork, be it 

housew
ork or handicrafts, and to guide the children tow

ards acquiring certain 

dexterous skills and cognitive processes not through a teaching presentation but 

in such a w
ay that the w

ork tasks em
erge quite naturally, factually and logically to 

m
eet the necessities of day-to-day life. T

heir educational value lies in the fact that 

the child m
eets them

 as facts of life and w
ill w

ish to im
itate. 

T
he educator w

ill need a repertoire of practical skills for this purpose, 

extending 
from

 
hom

em
aking 

to 
certain 

handicrafts, 
som

e 
w

orkshop 
skills 

w
ith tools, and, depending on the circum

stances, garden w
ork or basic anim

al 

husbandry. If the teachers are enthusiastically striving to acquire the necessary 

practical com
petencies that allow

 them
 to fulfill the tasks at hand, then the 

children w
ill in turn be encouraged to engage in creative activities w

hich they 

w
ill unfold in the w

orld of play as corresponds to their age. T
he educational goal 

of a feeling of coherence can be built up in this m
anner as a lasting quality of the 

personality. 

In the low
er grades the sam

e quality of education and learning develops if 

the teacher is connected in such a w
ay w

ith the subject m
atter he teaches that 

he can present it as an artistic, exem
plary im

age of the realities of this w
orld and 

m
ankind. Such im

ages touch the children’s feelings and create a relationship w
ith 

the w
orld, w

hich unfolds lasting effect as a foundational experience of coherence. 

T
he prerequisite for this effect is the teacher’s level of interest and im

m
ersion 

in the subject m
atters he teaches. (R

udolf Steiner dem
onstrated just how

 far 
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this interest m
ay reach w

hen he suggested that introductory arithm
etic should 

alw
ays start w

ith the result, for exam
ple, from

 the sum
 instead of the addend, and 

connects this suggestion w
ith the deepest questions of hum

an realization, such as 

those w
hich K

ant addresses w
hen he speaks of “synthetic judgm

ents a priori.”)

A
rtistic C

om
petency

A
rtistic activities are a part of life in W

aldorf education. T
his is especially true 

in the kindergarten. T
hese activities include w

atercolor painting, draw
ing w

ith 

colored beesw
ax block crayons, m

odeling w
ith beesw

ax, singing, playing m
usic 

on sim
ple instrum

ents, rhythm
ic speaking, finger and hand gam

es, m
ovem

ent 

gam
es, and the special m

ovem
ent activity of eurythm

y. A
ll of these activities 

are integrated into a daily and w
eekly schedule in such a w

ay that they build a 

rhythm
ic w

hole w
ithout particular learning goals or m

ental processing of w
hat 

happens [during the day] w
ith the children. Instead, the teacher is there to be an 

exam
ple for the children. W

hether or not the artistic elem
ents in the children’s 

daily routines becom
e an effective educational force depends upon the teacher’s 

efforts at the appropriate skill level and his creative w
ill. 

T
he W

aldorf elem
entary school curriculum

 includes artistic classes starting in 

first grade. In the low
er grades singing, sim

ple instrum
ental play, speaking in chorus, 

m
ovem

ent, painting, draw
ing and sculpting generally fall under the guidance [tasks] 

of the class teacher. Furtherm
ore, the class teacher is responsible—

together w
ith the 

track class teachers—
to im

bue all instruction w
ith an artistic focus. E

specially the 

rhythm
ic com

position of the class instruction as a basic elem
ent of a true “art of 

education” presupposes a fine sense for the vital and soul disposition of the student 

and requires form
s of practice and training that correspond to that disposition. 

B
ut artistic com

petency of yet a com
pletely different nature is required of the 

kindergarten and elem
entary school teacher, nam

ely in the social realm
, in direct 

contact w
ith the children. T

he teacher m
ust possess a high m

easure of sensitivity 

and em
pathy, presence of m

ind and intuition so that he can m
eet the children, to 

learn from
 them

 w
hile at the sam

e tim
e helping them

 in their education. T
hese 

are faculties that can be developed through self-education, in particular through 

artistic practice.
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T
he W

aldorf teacher’s faculties require appropriate professional and continuing 

education. W
orking responsibly in W

aldorf education requires basic training either 

at W
aldorf teacher training sem

inars or in qualifying courses w
hich provide training 

for those already practicing in other professions or w
ho have a degree in som

e 

other field. Som
e teacher training courses are scheduled such to allow

 a teacher to 

continue w
orking w

hile taking the course. T
hese courses are equal to the full-tim

e 

training courses in content and scope. 

A
nthropological theory of know

ledge and child developm
ent studies are at the 

center of all W
aldorf teacher training. T

hese studies contribute to the deepening 

of one’s ow
n w

orldview
 as w

ell as to becom
ing fam

iliar w
ith the foundations of 

W
aldorf education, its basis, curriculum

 and classroom
 m

ethods. T
he qualifying 

training steps also involve a relatively long internship, in the course of w
hich the 

student teacher plans, designs and reflects upon his ow
n pedagogical intentions 

and actions.

Indispensable for w
orking in the W

aldorf educational system
 is regular 

attendance in continuing education courses in the arts and sciences, on current 

childhood issues, and on m
ethodological and didactic topics. O

f equal im
portance 

is the regular participation of all W
aldorf educators in conferences, w

hich w
ill be 

outlined in the next chapter. 

T
he basic professional education courses 

in the kindergarten and elem
entary school 

areas, just like the qualifying professional 

training and continuing education courses, 

are 
subject 

to 
certain 

differences 
in 

organizational structure. T
his is a result of 

the varying constraints that are set by the 

respective 
state 

departm
ents 

of 
education 

and supervising agencies in regard to issuing 

teaching, 
 

kindergarten 
directorship 

and 

group child care licenses. 
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Fruitful cooperation betw
een adults is an essential elem

ent for the success 

of any educational w
ork w

ith the children. C
ultivating this cooperation is a key 

endeavor for the individuals and organizations w
orking in the field of W

aldorf 

education. T
he follow

ing organizational form
s are in place to provide for this 

cooperative elem
ent.

W
eekly Faculty M

eeting and C
hild Study

In general, the faculty at a W
aldorf school m

eet once a w
eek in a conference 

w
ork session. A

t these m
eetings issues of adm

inistration and self-governance w
ithin 

the school are discussed as w
ell as im

m
inent organizational tasks; how

ever the 

prim
ary focus is the w

ork on pedagogical issues. T
hem

es such as developm
ental 

psychology and anthropology are studied, providing the participants further 

training in these areas. T
he w

eekly conference also includes m
ethodical discussions 

of individual children in relation to pedagogical questions of issue at the tim
e. T

he 

goal of these discussions is not to form
 any kind of judgm

ent about a particular 

child, but rather to get nearer to the essence of the child and gain a detailed 

understanding of his or her developm
ental situation in consideration of all the 

anthropological, m
edical, and social conditions that are present, in order to arrive 

at providing appropriate help.

W
orking w

ith Parents
G

iving due consideration to the uniqueness of each child m
eans w

orking 

w
ith those w

ho are closest to the child, nam
ely the parents. In an atm

osphere 

of com
plete respect for each other’s pedagogical com

petence, an exchange of 

inform
ation about the child at hom

e and at school can take place. Everyone 

fulfilling a pedagogical function claim
s the privilege of being allow

ed to develop 

his ow
n unique relationship to the child in utter freedom

. T
herefore it is necessary 

for parents and teachers to refrain from
 trying to issue directions or im

posing 

their w
ill on each other—

directly or indirectly. 
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R
ather, it is of im

portance to share w
ith each other w

hat they experience 

w
ith the child and to enter a dialogue about the pedagogical approach of one’s 

ow
n w

ork. Such regular conversations are held betw
een teachers and individual 

parents (parent-teacher conferences) and all parents of a child’s group or class 

(parent m
eetings). T

hey usually take place on the school prem
ises but at tim

es 

also at the parents’ hom
e, w

hich allow
s the teacher the opportunity to experience 

the child’s hom
e environm

ent. T
his ensures that the parents and pedagogical staff 

are alw
ays in com

m
unication and inform

ed about each child’s situation and that 

there is the highest possible clarity. 

T
he school’s inherent tendency to m

aintain a distance is overcom
e and diverse 

opinions about educational questions can exist side by side, w
ithout engendering 

uncertainty or confrontational tension in the child. O
n the contrary, the child sees 

a m
odel for how

 in the social realm
 differing concepts can com

plem
ent each other 

harm
oniously and be supportive of each other. M

oreover, this process creates a 

basis for unem
bellished exchange of real experiences and to thus cultivate the 

principle of truthfulness.

Further opportunities for parents and teachers to w
ork together com

e about 

thr ough the preparation of festivals and bazaars, through initiatives around public 

events and through the co-responsible participation of parents and teachers in the 

various com
m

ittees of a kindergarten or school. Every W
aldorf school finds its ow

n 

organizational form
s for cooperative activity betw

een parents and teachers for the 

good of the school and its students.
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H
um

an developm
ent is a continuum

; it know
s no boundaries betw

een 

elem
entary and m

iddle school grades, betw
een preschool, school age and young 

adulthood. T
he greater the holistic view

 of the developm
ental years, the m

ore 

appropriate it is to the grow
ing hum

an being. For this reason W
aldorf education 

sees as one of its tasks understanding the kindergarten and school as a single 

organism
ic w

hole that functions cooperatively. 

T
his cooperation proceeds on various levels. W

hen the kindergarten and 

school shar e the sam
e space facilities, then the teachers are together regularly at 

the w
eekly pedagogical conference. T

he child’s transition from
 kindergarten into 

school can be carefully m
onitored from

 both sides. T
he first grade teacher tries to 

get as detailed a picture as possible of all the children he is accepting into the class 

through com
prehensive discussions w

ith the kindergarten teacher, w
ho also m

akes 

all w
ritten records available. T

his shared experience of the child, as w
ell as joint 

discussions w
ith the parents, form

s the basis for a consciously structured transition 

into school appropriate for each individual child. 

W
hen the kindergarten and school are adm

inistratively connected as w
ell, 

or w
orking under joint public agency supervision, there is naturally broader 

cooperation, including legal-econom
ic requirem

ents. H
ow

ever, m
any W

aldorf 

kindergartens exist independently of any school. In these cases there are varying 

degrees of cooperation betw
een the kindergarten and neighboring schools, 

but the transition betw
een kindergarten and school is still a path w

ith shared 

responsibilities. Even in cases w
here the child is going from

 a W
aldorf kindergarten 

into a public or parochial school, the W
aldorf teacher m

akes a special effort to 

contact colleagues and adm
inistrators of the new

 school so that, together w
ith the 

parents, an optim
al situation is created for the child.
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Today childhood developm
ent progresses m

uch faster that in form
er years, and 

the stages of child developm
ent generally recognized in conventional developm

ental 

psychology can often no longer be clearly discerned. T
he line betw

een individual 

signatures of behavior and behavioral problem
s, that is, behavior that requires 

special attention and m
onitoring, has becom

e blurred. T
hat is w

hy W
aldorf schools 

m
ake an effort to w

ork w
ith physicians and therapists on a continuing basis. T

heir 

professional opinions are of significant support in the educational and form
ative 

processes of individual children and help teachers and parents understand the 

uniqueness of each individual child.

E
ducators w

orking in a W
aldorf kindergarten also have access to com

petent, 

regionally organized expert consultation that covers direct pedagogical and 

m
ethodological/didactic issues and extends also to conceptual and organizational 

questions. Som
e expert consultants are hired directly into the schools; others fulfill 

this task aside from
 their regular practices. In either case they are experienced 

pedagogical experts w
ith a close connection to practical educational and teaching 

issues.Sim
ilarly, experienced teachers w

ho have w
orked for a long tim

e, and often 

are still w
orking, in W

aldorf schools are extending consultation and advisory 

accom
panim

ent to colleagues through continuing education courses in m
any 

areas, through taking an active part in professional conventions, and through 

m
entorship situations w

ithin their ow
n schools and other schools as w

ell. In a 

num
ber of cases there are also pertinent courses being offered through the regional 

w
orking groups of the W

aldorf schools, and colleagues are assigned to special 

tasks w
ithin these groups. 
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D
ocum

enting the D
evelopm

ent of the C
hildren

A
 W

aldorf kindergarten keeps w
ritten docum

entation of the experiences the 

children have w
hile in their care. T

his docum
entation serves to support the teachers’ 

ow
n aw

areness and also to form
 a basis for discussions w

ith the parents, colleagues 

and teachers of schools w
hich the child m

ay later attend. Furtherm
ore, protocols 

are kept covering the child studies by the college of teachers. T
he docum

entation 

m
ay be w

ritten in a standardized form
at of notes in a notebook tem

plate w
hich 

has been developed by the A
ssociation of W

aldorf K
indergartens and is frequently 

updated, or the teacher m
ay record the experiences of the individual children in 

a form
at of his ow

n design. T
he file w

ill also contain a collection of the child’s 

draw
ings and w

atercolor paintings, w
hich are then given to the parents either at 

the end of the school year or w
hen the child leaves the kindergarten. 

W
hen the child enters a W

aldorf school, he or she undergoes a thorough 

exam
ination to determ

ine the status of his health and developm
ent, and the results 

are discussed w
ith the parents. A

t the end of the first and subsequent school years, 

the parents of each child receive a detailed report. T
his is not a grades report, but 

an extensive evaluation in w
hich the instructing teachers characterize the learning 

behavior of the child, the progress the child m
ade in the course of the school 

year, and indications about steps still be taken. D
uring the early school years, the 

report is prim
arily an orientation for the parents, but it is also addressing the child 

him
self.

R
esearch in Pedagogical W

ork
W

aldorf education highly values a certain degree of research activity that the 

teachers show
 w

ithin their fields of expertise. Such research by nature is subject 

to very different conditions than usual. T
he principle of objective distance 

betw
een research subject and researcher, w

ho m
ust not influence the processes 

under consideration, can have no validity here. C
hildren do show

 their unique 

character only w
ithin a certain type of hum

an relationship. T
herefore research 
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that is relevant to educational practice happens prim
arily in a real, responsive 

educational process itself. 

W
aldorf educators in kindergarten and elem

entary school regularly reflect 

upon the perceptions and observations of their daily pedagogical activities, 

exchange and discuss the findings w
ith their colleagues w

ithin a larger fram
ew

ork 

(professional and regional conferences, for exam
ple), and docum

ent those results, 

so they can ever-new
 account for the foundations of their w

ork. A
 variety of existing 

publications m
ake available to the public such research findings and conceptual 

suggestions, for exam
ple, the m

agazines Erziehungskunst [A
rt of E

ducation], 

M
edizinisch-Pädagogische K

onferenz [M
edical-Pedagogical C

onference], and the 

internal Lehrerrundbrief [N
ew

sletter for Teachers]. 

M
ore com

prehensive presentations are m
ade available through the W

aldorf 

K
indergarten A

ssociation, the A
ssociation of Free W

aldorf Schools, and their 

research and inform
ation departm

ents in the form
 of brochures, w

orkbooks, 

classroom
 

m
aterials 

and 
books. 

M
oreover, 

various 
publishing 

houses 
offer 

num
erous 

fundam
ental 

w
ritings 

on 
all 

areas 
of W

aldorf 
education, 

w
hich 

inventory is continuously supplem
ented w

ith new
 releases.

Intention and Q
uality Standards

A
nthroposophy is the com

m
on foundation for all W

aldorf schools, but 

the actual structure of every school is different and in a continuous process of 

developm
ent. T

hat is w
hy, w

hen addressing quality standards, every W
aldorf 

school should not only review
 and describe its pedagogical concept and the 

organizational form
s resulting from

 it, but should also continually adapt its 

concept and form
s to its ever-present needs. T

his happens as a m
atter of course by 

m
ethodical w

ork on a m
ission statem

ent during the form
ative process, w

hereby 

all active, accountable m
em

bers of the organization—
faculty, parents, agencies 

and supporters from
 the greater com

m
unity—

participate to ensure the present 

needs and questions w
ill find their w

ay into the process. W
hether a kindergarten 

or school w
ill get outside help w

ith quality m
anagem

ent or undergo external 

certification is an individual decision. 

W
aldorf schools generally im

plem
ent quality assurance by regularly extending 

conscious aw
areness and evaluation to the various processes in the school and by 
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redesigning them
 if need be. O

ne cannot fixate and thus assure pedagogical and 

social quality . Such quality is safeguarded only through binding procedures w
hich 

periodically question the tasks and the conditions for w
ork and education; sim

ilarly 

these procedures m
ust allow

 for the possibility of new
 approaches. 

 

R
udolf Steiner expressed the thought in his “fundam

ental sociological law
” 

that in our tim
e the com

m
unities and institutions no longer face the task, as in 

form
er tim

es, of giving orientation to hum
an beings as a gr oup; to the contrary, 

they m
ust serve the developm

ental needs of the individual hum
an being. T

he 

underlying intention in form
ing a school is to create a living organism

 w
hich 

can serve the developm
ental needs of the hum

an being instead of preparing the 

individual to fit into a rigid fram
ew

ork. W
aldorf schools and kindergartens take 

that into account by ever and again aligning their conceptual approach w
ith the 

concrete educational and form
ative needs of the hum

an beings involved.
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Since W
aldorf education w

as founded in 1919, their system
 of cooperative 

self-m
anagem

ent has been a special characteristic of their institutions. Together 

w
ith those responsible for the legal and econom

ic aspects, the faculty adm
inister 

the school, attending to the planning and im
plem

entation of all necessary tasks, 

and there is no directive hierarchy w
ithin the staff m

em
bers. W

hile the school m
ay 

be legally required to designate certain people as fulfilling leadership functions, 

the principle of cooperative self-governm
ent is nevertheless operative in actual 

practice. In the conference m
eetings, all involved parties strive constantly to form

 

consensus of the tasks at hand and, on that basis, to develop guidelines for action. 

Individual colleagues or groups of colleagues im
plem

ent the recom
m

endations 

and decisions through specific m
andates from

 the group w
ork.

T
he m

odel of collegial self-governance serves tw
o m

ain purposes, subtly 

connected w
ith the quality of pedagogical w

ork. For one, choosing an alternate 

organizational form
 rather than a rigid hierarchy am

ong colleagues creates an 

atm
osphere of positive interpersonal relationships based on m

utual recognition 
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and appreciation. A
 clim

ate for true encounter develops, form
ing a basis for 

openness and honesty am
ong colleagues in their interactions w

ith each other and 

m
akes it possible to confidently delegate tasks to each other. Further, the principle 

of cooperative self-m
anagem

ent sharpens one’s aw
areness of the conditions and 

consequences of one’s ow
n w

ork. N
o one can fall back on predeterm

ined general 

conditions; everyone is responsible. Indeed, one can only arrive at truly free 

pedagogical decisions if the conditional constraints are expertly considered. 

T
hrough responsible self-m

anagem
ent, a third goal is achieved, that of 

creating a real life situation for the children in w
hich tolerance, personal initiative, 

responsibility, and productive cooperation are not only pretty w
ords but are truly 

lived reality and social fact. T
his has a deep pedagogical effect on their ow

n 

developm
ent into free, self-directed personalities. 

R
esponsible and E

ntrepreneurial A
ttitude 

C
hildren, especially young children, do not orient them

selves on verbal 

instruction, but on the realities they live w
ith in their environm

ent. T
his includes the 

efforts m
ade by those responsible in m

aking the kindergarten or classroom
 a space 

for living, w
hich they have created authentically, w

ith m
uch personal engagem

ent. 

A
n attitude of “w

orking per instructions” does not allow
 a situation to be genuine. 

R
ather, the W

aldorf kindergarten and school becom
e partly one’s “ow

n enterprise.” 

E
ntrepreneurial spirit is required. H

ow
ever, this step cannot be form

ulated or 

dem
anded. It is rather a question of attitude, just as the im

pulse for W
aldorf 

education can thrive only upon the foundation of freedom
 of developm

ent. 

M
anaging the O

rganization
T

he W
aldorf schools in G

erm
any are for the m

ost part organized along the 

association m
odel, w

ith a board of directors that carries the legal and financial 

responsibility for the school on an equal level w
ith the college of teachers. T

he 

board is elected from
 m

em
bers of the association and is responsible for finances, 

construction and m
aintenance of the building(s), business m

anagem
ent, and 

representation of the organization to public authorities. A
s in the teachers college, 

the large am
ount of w

ork is divided am
ong delegates and com

m
ittees w

ho are 
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given the necessary decision-m
aking authority, tim

e, and financial param
eters to 

fulfill cer tain tasks. 

Every W
aldorf organization m

akes its ow
n bylaw

s and, together w
ith the 

parents, develops its ow
n profile. O

ne exam
ple of the legal structure of W

aldorf 

schools is that the college of teachers, or a body that has been form
ed from

 the 

college of teachers to adm
inister the school, has the sole authority to hire and 

dism
iss teachers. H

ow
ever, they have an obligation to provide inform

ation to 

the board about these activities. O
n the w

hole, healthy com
m

unication betw
een 

the various m
anaging bodies is of great significance to the success of the social 

process.

C
ooperation am

ong W
aldorf Institutions

In spite of their autonom
y, no W

aldorf school w
orks in isolation, but rather 

in association w
ith other W

aldorf organizations. T
he W

aldorf kindergarten 

m
ovem

ent has its ow
n regional and national associations (such as the W

aldorf 

K
indergarten A

ssociation in G
erm

any) and the International A
ssociation for 

Steiner/W
aldorf E

arly C
hildhood E

ducation. W
aldorf schools also have regional 

and national associations such as AW
SN

A
 in N

orth A
m

erica and the B
und in 

G
erm

any. T
he nam

e W
aldorf is legally protected by tradem

ark law
 and is only 

granted to institutions that have successfully com
pleted a thorough process of 

exam
ination and can dem

onstrate a convincing concept backed by appropriately 
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qualified pedagogical professionals. N
ew

ly founded schools are supported in the 

process of establishing them
selves through m

entor partnerships w
ith established 

schools. 
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In keeping w
ith the principles of educational diversity and constitutionally 

m
andated pluralism

, W
aldorf schools enrich the landscape of available educational 

institutions in a com
m

unity or region. T
hey take seriously the fact that they are 

a part of a living and evolving social architecture of interested parents and other 

m
em

bers of the com
m

unity. M
eetings w

ith neighboring representatives of different 

pedagogic orientations and w
ith com

m
ittees and groups on com

m
unity and 

county levels not only open up opportunities for cooperation and coordination, 

but they allow
 for m

ore clearly com
m

unicating one’s ow
n pedagogical concepts 

to the public. A
lm

ost every W
aldorf school carries on an intensive public outreach 

program
. 

Lectures, 
concerts, 

sem
inars, 

art 
courses, 

celebrations 
of 

seasonal 

festivals, open house days, and bazaars are som
e of the events, so that W

aldorf 

schools becom
e m

ore or less active and significant co-creators of the com
m

unity’s 

cultural life.
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�
�
�

�
�
�
�
�
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Spaces and buildings are like an extended skin. Life happens in them
, and their 

character has influence on the social processes, experiences and health of children. 

T
herefore the design of the physical space for a kindergarten or elem

entary school 

should be according to principles that are not lim
ited to functional criteria, but 

w
hich help create an environm

ent for the child w
ith his enorm

ous sensitivity 

that offers stim
ulation as w

ell as a calm
ing, com

forting effect, fostering both 

security and openness. A
t the root of this approach is the know

ledge of the effects 



���

generated by all details of color design, qualities of form
 and m

aterials of furniture 

and accessories, choice of pictures, lighting, and so forth. T
hese effects reach dow

n 

into the physiological life processes. 

T
he child should find him

self in a w
ell-structured environm

ent, directly 

engaging his life aw
areness and far rem

oved from
 indoctrination intent or 

pragm
atic purposes, in an environm

ent that in itself has form
ative pow

ers. If 

a new
 building is an option, these factors com

e into play w
hen designing the 

architectural features of the house. W
hile rectangular-shaped room

s m
ay be of 

functional appeal, an organic w
ay of building that is free of the dictate of the right 

angle offers the possibility of creating room
s w

hich give the young child a m
uch 

stronger life-aw
areness of being sheltered and held. T

hus architecture can support 

the educational principles and sim
ultaneously m

ake them
 visible in the w

orld. 
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