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Overview

The approach of Waldorf Education and the connection between it and the integration of students
with ASD; Describing unconventional challenges and opportunities in this integration.

Summary

Many parents to students diagnosed on the Autism spectrum (ASD) choose to integrate them in
schools that belong to the Waldorf education, in the anthroposophical approach. The unique
characteristics of the Waldorf education, such as many transitions and multisensory learning,
sometimes raise concerns that the students diagnosed of the autism spectrum might feel unsupported
and overwhelmed. However, experience shows that students with ASD can integrate successfully in
Waldorf education — precisely thanks to the unique characteristics of the anthroposophical approach.

This paper presents the approach of Waldorf Education and its connection to the integration of
students with ASD, and describes the unconventional challenges and opportunities in this integration.
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“I look at the world,

Where the sun shines,
Where the stars sparkle,
The rocks are set

The plants grow and thrive,
The animals live and feel,
And the man, in his soul,

A home for the spirit grants.
I look into the soul,

Which resides within,

A godly spirit weaves,

In the sunlight,

And the light of the soul,



Throughout the world,

And in the deep ends of my soul.
To you, Godly spirit,

| will address a plea

To thrive within me

The power and the blessing

To learn, to work, and to love.”

(Morning prayer)

Introduction

The integration of students with disabilities into regular education in Israel is addressed by the Special
Education Law (1988), which, among other provisions, prioritizes inclusion in regular education and
extends parental participation in decision-making about their children (Marom et al., 2006). In recent
years, students and their parents have been able to choose the type of educational frameworkin which
they wish to integrate (Guter et al., 2020; Guter et al., 2023). Parents of students diagnosed on the
autism spectrum (ASD) often prefer individual integration in a regular classroom, with some choosing
individual integration in specialized schools, such as democratic education (Guter, 2021d) or Waldorf
education (an anthroposophical approach). This paper focuses on the individual integration of
students with ASD in a regular classroom in a Waldorf school, based on research literature, case
studies, and conversations with parents (Guter, 2023a, 2023b), students, colleagues, educational staff
and professionals working in Waldorf schools in Hod Hasharon and Tzofit, Israel.

Many parents seek to integrate their children into specialized schools in hope that these institutions
will be more supportive of their children's integration than mainstream educational settings. Indeed,
literature indicates that the success of such integration depends on the commitment of the entire
system, and particularly the teacher (Talmore, 2007; Hetzroni, 2010; Scruggs, 1996).

In my role as a specialist in ASD working with educational teams, and as a case manager and parent
coach in a clinic, | am occasionally required to advise on the selection of appropriate settings for the
integration of students with ASD. | have frequently grappled with issues related to the integration of
students with ASD into Waldorf education. Through my work, | have witnessed gentle and sensitive
processes of meaningful integration, despite the challenges, within Waldorf schools.

The unique characteristics of Waldorf education, whom will be detailed in this article, sometimes raise
concerns that students diagnosed with autism spectrum disorder (ASD) may feel overwhelmed and
unsupported. However, my experience shows that students with ASD can successfully integrate into
Waldorf education, and many undergo significant developmental processes and achieve notable
success in various areas, particularly in social and communicative skills, as well as self-determination
and self-representation. This article will describe the challenges and opportunities of integrating into
Waldorf education and offer insights regarding such integration, including the potential for adopting
Waldorf practices in other educational settings.

Waldorf Education: History of Integration



Waldorf education (Anthroposophical education) is one of the three most common alternative
education streams in Israel, alongside democratic education and the Montessori method
(Goldschmidt, 2020). It is based on the philosophy of anthroposophy, as developed by philosopher
Rudolf Steiner (1980, 1987). The first Waldorf school was established in Germany in 1919, and since
then, the Waldorf school movement has grown significantly in Germany, Switzerland, the Netherlands,
England, and the United States, and later in other countries, including Israel. In Israel, this educational
stream began in the 1980s, and today, there are numerous anthroposophical kindergartens and
schools spread throughout the country. Although anthroposophical education differs from the Israeli
Ministry of Education's approach, it includes the mandatory subjects taught according to Ministry
requirements, such as reading and writing, math, Torah, foreign languages, and natural sciences.

The educational philosophy that Waldorf education is based of is similar in its main aspects to central
developmental educational theories, emphasizing the alignment of teaching methods with the child's
and their age group's developmental stages. The philosophy divides childhood into three periods of
six to seven years each, with each period focusing on nurturing different qualities. The first period
emphasizes activity, senses, play, and movement; the second period emphasizes art and aesthetics
and working with emotional states; and the third period emphasizes abstract thinking, practical
workshop work, community involvement, and personal choice (Goldschmidt, 2020). The curriculum,
teaching methods, educational approach, atmosphere, learning environment, and all other aspects of
school life are tailored to each developmental stage. Another important component of the educational
approach is the warm relationship between the class teacher and each individual student. The
educational processes are based on human connection and long-term guidance from the teacher.
Teaching is conducted in a class setting, and the group of students is viewed as a social unit (Guter,
2021c).

Additionally, learning in Waldorf schools occurs in fixed rhythms that recur rigorously throughout the
day, week, and school year. For example, there is a clear daily schedule for all students, and they all
study the same lessons. The school day begins with fixed rituals such as lighting a candle, prayers and
greetings, recitations, and a "morning path". The daily schedule includes theoretical lessons in the
morning, artistic lessons in the late morning, and practical workshop sessions in the afternoon.
Similarly, the main theoretical subjects are taught in intense "study blocks" that alternate in a specific
rhythm. This allows for in-depth exploration of a topic from various angles and perspectives through
experiential learning. The fixed order of the day, week, month, and year is intended to enable balanced
work that aligns with the various qualities of the day and year.

Waldorf schools use art as one of the most significant tools for creating a positive educational climate,
addressing students, and using teaching methods and resources. For instance, each school day begins
with an artistic opening—through song, recitation, play, or music; artistic teaching methods that
integrate various art forms are used as primary teaching tools in homeroom classes; artistic projects
are incorporated into teaching subjects; and all students are required, without choice, to engage in
various art forms until the end of high school. Waldorf education emphasizes aesthetics and sensitivity
to natural and simple materials. Special significance is also placed on manual crafts tailored to the
child's skills and awareness at different ages: starting from first grade, students learn various skills in
"soft" crafts like knitting and sewing, aimed at creating practical items from recorder cases, hats, socks,
and up to designing bags and clothes. From fifth grade onwards, children work in woodworking
workshops.

The anthroposophical approach to education and teaching is characterized by a holistic and multi-
faceted view of the individual: each student engages in all areas of study and is educated through
various modes of activity and learning, without specialization or choice. There is no hierarchy among



the different subjects: theoretical studies, various artistic disciplines, workshop activities, direct
experiences of nature, play and creativity are all considered equally important and all have assigned
time in the timetable (Goldschmidt, 2020). The teaching style is also diverse, combining frontal
instruction, group learning, and individual study. Students of all ages are integrated, whenever
possible, from kindergarten through to the end of 12th grade on the same educational campus, based
on the idea that children positively influence each other and the belief that looking forward and
backward is essential to their development.

The integration of special education students in schools is also seen as an essential aspect of the
educational human landscape that every child should encounter. Even the first Waldorf school in
Stuttgart, Germany, had a class for children with special needs who struggled to integrate into regular
classes, and Steiner addressed this extensively in his discussions with teachers. Many Waldorf schools
established over the years have viewed the inclusion of special populations (students with special
needs, children from socio-economically disadvantaged backgrounds, immigrant children, and
children with severe learning disabilities) as a worthy anthroposophical ideal. This ideal emphasizes
the positive potential of integrating students with special needs both for the students themselves and
for the broader student body. This perspective as well is rooted in a holistic view of the child and the
human being, which holds that children should experience the atypical expressions of human
development to gain a comprehensive and open understanding of the complete person.

However, one criticism directed at Waldorf education, as with other alternative educational streams,
refers to its negative impact on the principle of equality: it is argued that, unlike state education,
private institutions, including some Waldorf schools, effectively create elitist educational
environments for children from affluent families due to student selection and relatively high tuition
fees.

Additional criticism of Waldorf education, alongside appreciation for its holistic educational
philosophy, includes its avoidance of teaching what is considered basic knowledge and its lack of
emphasis on academic achievements at young ages. Most Waldorf schools avoid systematic instruction
in reading and arithmetic until at least age 7, raising concerns that academic gaps in the early grades
may be difficult for children to bridge later. However, studies on this topic suggest that these concerns
are ill-founded (Friedlaender et al., 2015; Suggate et al., 2013; Larrison et al., 2012).

Another argument is that Waldorf education's attempt to shield children from external pressures
prevents them from experiencing tests, curriculum demands, adult world news, politics, etc., and does
not prepare students for the modern, competitive, achievement-oriented reality outside the school
(Baumann-Bay, 2000; Bierl, 2005). Furthermore, Waldorf schools avoid the use of technologies such
as television, cell phones, and computers until advanced ages. Concerns have been raised (which has
not yet been subjected to adequate research) that the lack of digital education may put graduates of
this system at a disadvantage in a technological world.

Given all this, the question arises as to what extent Waldorf schools provide an accurate response to
students with ASD and prepare them for adulthood. To address this, | will review the challenges and
opportunities in Waldorf schools regarding the integration of students with ASD.

The Challenges of Integrating Students with ASD in Waldorf Education

Autism Spectrum Disorder (ASD) is a diagnosis indicating a range of difficulties. People with ASD differ
from each other, among other things, in their levels of functioning, which are influenced by various



factors (cognitive, communicative, behavioural, level of independence in daily activities, etc.). People
diagnosed on the autism spectrum do not appear different from others, but they often struggle to
initiate social interactions or cooperate with others, tend to adhere to a fixed routine, and find it
challenging to accommodate changes. They may have difficulty understanding jokes, nuances, and
metaphors and often interpret what is said to them literally. Many individuals on the autism spectrum
experience sensory regulation difficulties, with some having a low sensory threshold, making them
overly sensitive to sounds, touch, tastes, or smells. These can cause distress and provoke intense
reactions. Others may have a high sensory threshold and require more stimulation to respond. Such
situations can lead to frustration and anxiety, which may be expressed in extreme behaviors such as
tantrums.

A major potential challenge for students with ASD integrating into Waldorf education is the frequent
transitions and changes paved through-out the school routine. Even at a young age, the first lesson in
a Waldorf school involves several transitions—both going outside, to the "morning path" which
includes physical activity, and within the classroom: transitions from sitting on cushions to sitting on
benches, sitting in a circle, in groups, in rows, or in columns. Several transitions can occur in just one
hour. Throughout the year, routine and non-routine activities alternate. The work plan includes
activities that deviate from the usual routine, such as field trips, "Indian week" in nature, "Olympics"
in a nature reserve, class performances, and watching performances by other classes, ceremonies,
joint afternoon activities, and more. Students integrating into these activities may not always be
adequately prepared for the changes in advance, leading them to feel overwhelmed and confused.

Another potential challenge for students with ASD arises from the experiential nature of learning,
which involves a variety of sensory inputs and types of experiences. During a Waldorf school day,
students are exposed to an abundance of sensory stimuli—colors, textures, music, and smells of baking
and cooking. Students are expected to participate in a wide range of activities, some requiring high
coordination, concentration, technical, and artistic skills. For some integrating students, these
challenges can be overwhelming or senso-motorically demanding, and may lead to feelings of failure
and frustration.

Another significant challenge is systemic: due to the humanistic, inclusive approach and respect for
every person and every student as they are, Waldorf schools attract many students with diverse or
special needs, with or without formal diagnoses and eligibility for special education services. Thus, the
ratio of "special" to "typical" students tends to be higher than in other schools. For example, at Waldorf
School "Tamar" in Hod Hasharon, over fifty students with personal special education plans or
disabilities were enrolled, and constituted more than ten percent of all students in the 2023 academic
year. This situation creates a considerable load on the school staff. This burden reflects, among other
things, in the difficulty of scheduling multi-disciplinary meetings regularly throughout the year for each
student, which are meant to address the professional and systemic need for guidance, joint thinking,
and monitoring of integration.

Given these challenges, one might expect that integration in Waldorf schools would be complex and
less successful compared to integration in mainstream education. However, it appears that despite the
significant challenges, many integrating students experience growth and success. The accumulated
experience shows that integrating students undergo important processes and leave school well-
prepared. What enables this success, despite the obstacles? To explain this, | will examine the various
opportunities that Waldorf education provides for integrating students with ASD.



Opportunities for Integrating Students with ASD in Waldorf Education

The most significant opportunity is likely educating those all involved towards integration: the staff,
students, parents—the entire school community—view integration as a natural, meaningful, and
inseparable part of the educational philosophy. This fosters commitment, inclusion, openness, and
precise, daily orientation towards the essence of integration.

The school's philosophy, which maintains that every individual in the school community has a place
just as they are, contributes to legitimizing diversity. The non-judgmental perspective leads to broader
and deeper inclusion, allowing for comfort, and opportunities for exposure and sharing of differences
and difficulties in a safe and accepting environment. Since the school attracts students with various
difficulties, there is a sense that students with ASD are not alone in their struggles and differences.

The school's staff is carefully selected and shares the school's ethos —both ideologically and within the
organizational culture. The staff is generally high-quality, committed, and wholeheartedly believes in
the pedagogical approach and anthroposophical philosophy. There is no pressure from grades,
standardized tests, or exams, which allows the teaching staff to focus on the deeper layers of their
students' developmental processes.

There is significant personal connection between students and teachers: every morning, teachers greet
the students at the classroom door. They shake hands with each student, look at them, and inquire
about their well-being. Furthermore, teachers grow and progress with their class from year to year,
usually at least throughout elementary school. They often continue with the students to middle school,
and even high school. This provides the integrating students a sense of educational continuation, in
depth connection and a special bond with their teachers.

In addition to the personal connection with educators, there are opportunities for meaningful
interactions with specialist teachers and for the entire staff to observe a specific student throughout
the week, followed by an in-depth discussion in the “Collegium”—a weekly meeting of all teachers and
the school administration. The Collegium is designed to allow collaboration among teachers, mutual
learning, and support. One tool for collective learning is the observation of one student by the entire
staff over the course of a week. After the week, teachers share their observations and offer insights on
ways to support the student's development.

Since most Waldorf schools are private and managed by non-profit organizations, parental funding
allows for relatively small class sizes and a high staff-to-student ratio. This high ratio enables learning
in smaller, more intimate groups, personal attention, and particularly diverse learning opportunities.
It is not uncommon for two staff members to be present in a single class. All this contributes to the
overall benefit of students, and particularly to the integrating students.

In addition to school resources, students with special needs are entitled to personalized special
resources. As in other schools, this personal allocation can be divided into hours of personal teaching
assistance and various supports from the Ministry of Education through the MTIA (Regional Support
Center), which typically includes guidance from a specialist, integration hours (specialized tutoring),
therapy hours (expression through art), personal support from teaching assistants, and more. In
Waldorf education, teaching assistants are considered an integral part of the educational team and are
generally provided with professional development through a regular training group that meets
monthly for two hours of shared learning, reflection, and collaboration. This group enhances the
professionalism of the teaching assistants as well as their sense of belonging, and simultaneously
strengthens the sense of belonging of the students they support within the school community.
Additionally, the high number of staff members moderates the presence of personal teaching



assistants and allows for subtle integration, where the personal teaching assistant is defined as a
classroom assistant.

The unique teaching methods in Waldorf education also create special opportunities for students with
ASD. For instance, the morning routine includes physical activities in the schoolyard, such as running
and jumping rope alone, in pairs, in threes, and in groups. Jumping rope requires increasing motor
coordination over the years of schooling. Given the connection between motor coordination and
communication and interaction with the environment, the morning routine may contribute to
improving the communication and social skills of students with autism (Birnbaum, 2023). Additional
synchronization practice occurs through "pillow work" and other physical and motor activities (Hart
Oliviera, 2018).

After the morning routine, students return to the classroom. Learning occurs gradually and involves all
the senses. It is experiential and takes place throughout the day in various spaces, including outdoors.
While the experiential nature of learning presents challenges, it provides students with ASD an
opportunity for concrete, clear, and accessible learning. Learning outdoors, in a rural setting close to
nature and the earth, allows for refreshment and self-regulation. The diverse learning content and
methods, which include recitation, music, singing, motor activities, drawing, sewing, embroidery,
knitting, playing musical instruments, wood-working, and more, offer students with special needs
opportunities to acquire skills and knowledge through various learning channels and express
themselves in multiple ways using different intelligences. Students with ASD sometimes have
exceptional artistic talents (in music, drawing, acting, etc.), allowing them to express themselves and
gain respect and appreciation from the staff, students, and the school community. This fosters a sense
of competence and self-worth, which can influence their self-image and social integration. Thanks to
its holistic approach, Waldorf education provides opportunities for teaching and practicing
communication skills with professional support, guidance, and mediation.

A Critical Perspective: Pressing Questions, Dilemmas, and Unresolved Issues

Alongside the successes and sense of fulfillment experienced by the staff, there are also pressing
questions and professional and ethical dilemmas regarding the integration of students with ASD in
Waldorf education, some of which will be described in this section.

Firstly, due to the unique nature of Waldorf schools, the ratio of students with significant difficulties
attending them is, as stated, relatively high. Students with ASD present opportunities for growth for
the school, but at the same time, they require substantial resources that are allocated for all students.
The integration and inclusion of students with special needs have implications for staffing, resources,
safety, managerial energy, and more. Given this, the question arises as to how one should act when
the balance is disrupted in favor of integrating students with special needs versus the overall school
community. What, therefore, is the "carrying capacity" of a Waldorf school? What is the desirable
guantitative ratio between integrating students and the overall student body that allows for
sustainable integration over time?

From these questions arise questions related to student admission and acceptance to the school. For
example: Should, and if so, how should the proportion of students with ASD among the total student
body be assessed and influenced? Conversely, to what extent should students with ASD be given
priority in school admissions, based on the belief that the school offers them a unique and effective
solution? To what extent does the school have the mandate to choose students with ASD who fit the
school’s profile (e.g., students whose lifestyle aligns with the Waldorf philosophy, or students without



significant behavioral difficulties, etc.)? To what extent can and should the fit of students with ASD for
a Waldorf education be predicted in advance? What constitutes a suitable student for Waldorf
education? A student with emotional/sensory regulation? Basic communication skills? Verbal ability?
No behavioral disturbances? To what extent is it appropriate to prevent students who seem less
suitable from joining the school (e.g., students with behaviors that pose a risk to themselves and/or
others), or at least to alert about the lack of fit?

Additional questions arise regarding integration in light of what is described in the paper, such as: Does
the school have a moral and systemic mandate to allocate additional resources from the school’s
budget to integrating students, beyond their personal resource allocation, at the expense of the overall
student body? To what extent can the school community be expected to accommodate significant
difficulties (such as frequent and violent outbursts) without compromising the sense of safety and
security for students and staff, and without affecting the school’s regular functioning? If integration of
a student fails—when and to what extent does the school have a moral and systemic mandate to
suggest to parents that they consider transitioning to another educational framework?

Another dilemma concerns how to define the success of a student's integration with ASD at a Waldorf
school, both in the short and long term: Is success defined academically? Emotionally?
Communicatively? Or otherwise? What are the goals and objectives used to evaluate the student’s
success—functional independence? Personal happiness and well-being? Academic achievements?
Building psychological resilience? Career orientation? How is success measured —by the outcome or
by the process? And to what extent is it important for parents to perceive the integration as successful?
Who is the “client”—the integrating student? Their parents?

The unique nature of the school raises questions about how integration at the school prepares
students for integration into the wider community later: To what extent does a Waldorf school succeed
in reflecting the external social reality, and to what extent does it foster a utopian, protected bubble
that might obscure the difficulties and fail to adequately prepare the integrating student for life
outside? To what extent does a Waldorf school prepare students with ASD for life after school age?
What life and communication skills will they carry with them? To what extent does a Waldorf school
provide professional special education content, interventions, and responses, such as job training,
safety, healthy sexuality education, life skills, and so on? To what extent can a Waldorf school offer
academic challenges and quality graduation for students with ASD who have adequate academic skills
and interests in academic subjects?

Similarly, it is important to consider to what extent interventions based on Applied Behavior Analysis
(ABA) can be allowed (or initiated) within a Waldorf school. The ABA approach is a therapeutic-
educational method for changing and shaping behavioral patterns based on behavioral theories (Guter
et al,, 2020). It is proven to be effective in treating children with ASD (Ben-Zvi, 2009), but it is less
commonly practiced in Waldorf schools.

Additional dilemmas arise in cases where parents request that the integration be discreet, so that even
the student themselves is unaware of their diagnosis, even during adolescence (in middle and high
school). In these cases, the question arises as to how appropriate it is to cooperate with the request —
versus the professional value of self-disclosure and self-representation (Duack Houri, 2014; Miller
Zamir, 2019). In this context, the question also arises as to how much Waldorf schools allow students
and/or their parents to remain in their comfort zone, avoiding confronting the difficulties? To what
extent is it better to reflect the student's uniqueness (self-disclosure) or to make them feel like
everyone else, thus blurring the differences?



These and other questions engage Waldorf school staff both at the level of discussion, contemplation,
and reflection, and at the practical level, during everyday work. There is no one solution, and each
school must periodically exercise judgment in selecting the precise, professional, and ethical approach
for each individual case.

Practical Conclusions for Adoption in Normal Education

The examination of the integration of students with ASD in Waldorf schools aims to explore the

conditions that enable their success and progress, in order to determine how these conditions might
be adopted in other schools. Therefore, the question arises as to what practical conclusions can be
drawn from this model to benefit students with ASD in mainstream classrooms. What can be learned
from this model to enhance the quality of integration for students with ASD? Here are some ideas
worth considering:

1.

Providing designated times for breaks from academic work, for regulation and individual
learning in a dedicated room or space. When possible, it is advisable to adopt breaks in the
spirit of Waldorf education, such as engaging in handicrafts, art, manual labor, physical
activities, excursions, farm work, attending performances, and similar activities.

Arranging a weekly meeting with the homeroom teacher (or another significant teacher for
the student) to deepen the acquaintance with the student, build trust, and establish a
meaningful relationship that allows greater empowerment and participation (Miller-Zamir,
2019). Such a meeting can be included in the student’s personal support allocation (Guter et
al., 2023).

Selecting homeroom teachers and staff who acknowledge the professional and personal
benefits of integration and view it as an opportunity for professional and personal growth.

Employing teachers and staff with disabilities, in order to demonstrate acceptance and
inclusion in practice. Such individuals may exhibit heightened sensitivity towards students with
differences. Additionally, exposure to staff with disabilities helps students and other staff
members practice inclusion as part of their social world.

Assessing the extent to which it is possible to reduce the pressure of tests, assignments, and
grades to allow the integrating student to focus their efforts on communication and social
learning.

Allowing the integrating student to engage in a variety of non-routine activities as part of their
personalized curriculum, such as food preparation, art, and similar activities, with an emphasis
on activities that support emotional and sensory regulation and the development and practice
of communication and life skills.

Finding creative methods to enable the integrating student to contribute their skills and
interests to the class and school community. It is important that these contributions are visible
both in the classroom and throughout the school, consistently and over time (preferably at
least bi-weekly, throughout the year). For example, the integrating student could be
responsible for managing the sound system at events, creating a weekly playlist for breaks,
organizing a rotating monthly art exhibition in the school entrance, or setting up a cozy seating
area in the yard for students—all with the guidance and assistance of staff as needed.

Summary



The integration of students and adults with disabilities into educational systems in particular and
society in general has been extensively discussed in the research literature over the recent decades
(e.g., Heyman, 1998; Michael, 1991; Marom et al., 2006; Ronen, 1992; Reiter, 1989; Sheinan, 1990;
Schachtman, 1991; Clarke, 1998; Vaughn & Schumm, 1995). Avishar (2007) summarized from literature
(Price et al., 2000-2001) the types of adjustments meant to make educational curricula accessible to
integrating students: curriculum, instruction, assignments, learning strategies, learning materials,
classroom organization, behavior encouragement, and test accommodations. The unique nature of
Waldorf education contributes to the integration of students with ASD in many of these aspects in a
manner that aligns with the philosophy of integrating people with disabilities as a way of life (Reiter,
2007).

Although Waldorf schools are not classified as special education schools, they are indeed specialized
schools for education. As described, while the characteristics of Waldorf education present challenges
for students with ASD, these same unique features often lead to successful and even thriving
integration, sometimes beyond expectations. Waldorf education is part of a humanistic philosophical
approach, and it can be anticipated that adopting and implementing various principles and practices
from it within mainstream education frameworks, as suggested, will allow significant integration and
inclusion of all students.

From my experience, integration into Waldorf education is particularly suitable for students with ASD
who have curiosity and intrinsic motivation for development in their areas of interest, who are aware
of their strengths and weaknesses, and who can handle environmental stimuli and frequent changes
while contributing to the school community.

On a personal note, my work in Waldorf schools in Hod Hasharon and South Sharon sparked my
curiosity to explore the connection between Waldorf's philosophy and the integration of students with
ASD. Sometimes what seems impossible turns out to be possible, thanks to constant, invested, and
meticulous daily work over time, driven by professional and personal commitment. | have seen
integrating students build resilience that allows them to overcome difficulties related to overwhelming
stimuli and disruptions to routine, supported by the empathetic, sensitive, and determined support of
the staff, and the safe environment provided for the students. This resilience will also serve them well
in their future paths after completing their education.

“Look into yourself

And find the world

Look across the world

And find yourself

Notice

The beat of the pendulum
Between the self and the world
And it will show itself to you
The man-world entity

The world-man entity”



Dr Rudolf Steiner
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