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55AbstractAbstract This chapter has been previously published as a journal article:
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equivalent results: a comparison of language skills and school attitude 
between Waldorf school students and public school students in 
the Philippines”. Globalisation, Societies and Education, 1-14. DOI: 
10.1080/14767724.2023.2248902

AbstractAbstract Waldorf education is globalizing and has been introduced as an 
alternative educational approach in numerous countries, including the 
Philippines. This raises questions about its added value and quality? This 
research compares the educational outcomes of two schools – a Waldorf 
school and a public school – in a rural community in Central Philippines. 
Spelling abilities and attitude towards school of Grade 6 and Grade 8 
students were evaluated and compared. In the end, results of both schools 
could be considered equivalent, but, due to its different pedagogy, Waldorf 
education still adds value, by providing for diversity and choice within the 
Philippine educational landscape.

KeywordsKeywords Waldorf education, public education, quality comparison, 
Philippines
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		 IntroductionIntroduction

Waldorf schools in the Philippines aim to be a meaningful alternative to Philippine public 
schools. Waldorf educators believe in fostering positive social change by stimulating 
personal development, including creativity, independence, and social responsibility 
(Rawson 2019, 2021; Stehlik 2018, 2019). In response, critics have stated that these 
abstract ideals are difficult to measure. Moreover, critical scholars in other countries 
– including the Netherlands and the UK (e.g. Bus and Kruizinga 1986; Cunningham 
and Carroll 2011; Steenbergen 2009) – have noted that Waldorf education has scored 
below par when it comes to educational outcomes that are measurable, such as literacy 
achievements. No such comparative research has yet been concluded in the Philippines. 
This article evaluates the quality of Philippine Waldorf education, based on measurable 
educational outcomes, compared to Philippine public education. The following question is 
central: 

How do important educational outcomes – English spelling competence and school 
attitude – of Philippine Waldorf students differ from those of Philippine public school 
students?

To find out, this article zooms in on one rural community in Iloilo Province, in Central 
Philippines, where a Waldorf school and a public school were compared. The two schools 
are a stone’s throw from each other, but differ in many ways, including the pedagogical 
approach, educational culture, and student population. Based on questionnaires, 
interviews, and language tests in Grade 6 and 8, the differences in school outcomes and 
school attitudes are examined.

Waldorf education in the Philippines
Waldorf education has its origins in Germany in the early twentieth century (Stehlik 2019). 
At the centre of Waldorf’s pedagogy is a specific notion of personal development (Rawson 
2019; Van Schie 2021). Specific developmental stages of students are deemed important 
and therefore subjects should be offered at the appropriate time, i.e. when a child has 
reached a particular developmental stage (Avison and Rawson 2014, 22-8). Young children, 
for example, are not expected to engage with academic and abstract tasks to the same 
degree as older children. For that reason, reading and writing instruction begins later 
than in public schools. Also typical for Waldorf pedagogy is a balanced approach in which 
‘thinking, feeling, and willing’ activities are combined and alternated (Rawson 2021). The 
specific theory of development, as well as the pedagogical approach, are drawn from 
insights from a spiritual philosophy called anthroposophy. Waldorf schools have only 
recently become part of the Philippine educational landscape. To date, seven schools have 
been established in the country (Van Schie 2020).

The quality of education in the Philippines
Nationally, the Department of Education determines quality standards that must be met 
by Philippine schools and provides for standardized tests to evaluate whether these levels 
are met. Private schools and home schoolers are allowed to deviate from the standard 
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curriculum as long as they abide regulations and laws and meet the standards of the 
mandated National Achievement Tests (NATs). NATs, which measure both students’ 
competency and quality of schools, have to be completed in Grades 6, 10, and 12. They 
are not used as tool for selection for the transfer of students from elementary school 
to junior high school, from junior to senior high school, or from senior high school to 
tertiary education. Usually, the flow of students from elementary to senior high school 
is automatic. Students are required to take entrance exams to enter colleges and 
universities.

Additionally, the quality of educational outcomes in the Philippines is evaluated 
internationally through participation in PISA and TIMSS. International education 
evaluations such as PISA and TIMSS are part of globalization efforts within education and 
meet an implicit desire for comparability of educational systems and outcomes. Available 
reviews show relatively low scores for Philippine students and, consequently, have led to 
criticism of the Philippine educational system (Trinidad 2020; WB 2020). The low quality 
of Philippine education is often attributed to weak state institutions, deficient policy 
implementation, and a lack of coherence between educational reforms (Maca and Morris 
2012, 476). In comparison to other educational systems in the region, the Philippine 
educational system is largely decentralized and privatized (Maca and Morris 2012; 
Termes, Edwards, and Verger 2020; Yamauchi 2005) and various interest groups, such as 
the Catholic Church, commercial enterprises, and international institutions, have played 
relatively important roles in education (Maca and Morris 2012, 473; Termes, Edwards, and 
Verger 2020). 

In the 2018 PISA report, the Philippines scored lowest of all participating countries in 
reading and second lowest in mathematics (Schleicher 2019). The poor quality of the 
system had previously been demonstrated in international reviews such as the TIMSS, 
conducted by the International Association for the Evaluation of Educational Achievement 
(IEA) (WB 2020: iii). The PISA report also reveals a great inequality between different 
types of schools and students (Trinidad 2020). Specifically, rural schools score much lower 
than urban schools; public schools score lower than private schools; and students of low 
socioeconomic status score lower than those of high socioeconomic status (Trinidad 2020, 
1). These outcomes demonstrate that inequality and poverty, which are deeply rooted in 
Philippine society (McDoom et al. 2019; UNESCO 2015), correspond to an inequality of 
opportunity in education (McDoom et al. 2019, 926). 

Quality standards for Philippine public schools and Waldorf schools
For Philippine public schools, the most important quality standards are those set by the 
Department of Education. For Philippine Waldorf schools, an additional set of quality 
standards is at play, namely, standards formulated in an international Waldorf network. 
In countries without a national Waldorf Schools’ association, such as the Philippines, the 
quality of schools is usually evaluated by the Pedagogical Section of the Goetheanum, 
the international headquarters of the General Anthroposophical Society, in Dornach, 
Switzerland. The Pedagogical Section recruits senior teachers from Waldorf schools to 
be international mentors, who monitor whether schools successfully follow Waldorf 
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guidelines, including a conventional Waldorf curriculum. These mentors provide for 
training and advice in the schools they visit and identify points for improvement. 

Inherent to the international Waldorf discourse, which is reproduced through the 
Goetheanum’s mentor system, is a specific attitude towards testing. Due to a pedagogical 
focus on broad personal development, there is often a reticence within Waldorf schools 
towards abundant cognitive testing (Rawson 2005, 27). Traditional cognitive tests may be 
used, but they are supplemented with a range of formal and informal methods of student 
evaluation, some of which, such as written reports and child studies, may be typical 
for Waldorf schools (Rawson 2005, 28). Written reports, which often substitute grades, 
provide students and parents with feedback on how students perform in class. This 
includes feedback on cognitive progress, but also on motivation for learning, social roles 
within the group, personal struggles, etc. It may even include poems, stories, or images, 
which somehow are indicative of a student’s progress and development at a certain point 
in time. A child study is an intensive anthroposophical study on the personal development 
of a particular student by a group of teachers. It includes a biography provided by 
parents, photographs, a physical description (including appearance, locomotion, clothing), 
behavioural observations, and a collection of student work. ‘The aim of a child study is 
to gain as comprehensive a picture as possible of the child’s being and development’ 
(Rawson 2005, 32). As a result, a specific pedagogical or guiding plan is made for the 
student under study. 

For the current research, we observed that the National Achievement Tests (NATs) played 
an important role in the public school. Lists of high-achieving students were kept and 
framed in the classroom, and the best-scoring students were rewarded for their good test 
results. Overall, the school’s test results were displayed in the teachers’ lounge. While the 
NATs are external quality standards imposed on the school, there seemed to be no real 
friction between these external standards and the school’s own internal measures. The 
Department of Education’s guidelines were followed closely, with detailed objectives for 
each subject. The curriculum had been worked out in detail by the Department, down 
to the teaching level, and largely prepared students for the NATs. The results from the 
NATs are supposed to show whether the school had succeeded in achieving the intended 
educational goals.

In the Waldorf school, by contrast, the National Achievement Tests (NATs) were not 
considered very important. Moreover, it was unclear whether the NAT standards were 
actually met, since NATs were not conducted at the time of the current study. The school 
had done NATs in the past, but was currently exempt from the testing, possibly as a result 
of good relations with the local education department, or due to the Waldorf curriculum’s 
asynchronous structure, compared to the mainstream national curriculum. Whatever 
the reason, the exemption was welcomed as congruent with a common critical view in 
Waldorf schools on testing and examinations. The Waldorf school denounced both the 
nature of NATs, which – in their view – focused too much on one-sided cognitive and rote-
learned knowledge, and the content of the NATs, which was deemed not to be in line 
with the Waldorf curriculum. Thus, despite a potential tension between the NATs and 



110

55    |  Different Pedagogies, Equivalent Results  

Waldorf guidelines, this tension was hardly felt in practice, simply because NATs were not 
administered. Instead, peer evaluation within an international Waldorf network, as well as 
international quality guidelines for Waldorf schools, were appreciated and applied. Several 
international Waldorf mentors, as representatives of an international Waldorf community, 
were involved in the school’s quality assessments and development. Although the quality 
standards used are not less external than the NATs, these standards were not experienced 
as bothersome, because of the school’s strong wish to function as a Waldorf school. 
Rather, they were viewed as necessary and welcome help in achieving this goal. 

The language issue in the Philippine educational system
The Philippine educational system is confronted with an important language issue, 
viz., multilingualism. The Philippines is a multilingual nation with more than a hundred 
languages (Jorolan-Quintero 2018, 761; McDoom et al. 2019, 927; Young 2001, 221). Two 
languages are recognized as official national languages: English and Filipino. Filipino, or 
Tagalog, is mentioned in the constitution as the first national language and functions as 
an important symbol of Filipino national unity. English, introduced under American rule 
(1898-1945), is the second national language and has always been the most important 
language in education. It is the main language of government, business, academia, media, 
and literature, and is associated with wider communication and international relationships 
(Jorolan-Quintero 2018, 761; Young 2001, 221). Despite their status as national languages, 
Filipino and English play marginal roles in the daily lives of many Filipinos, especially in 
rural areas, where people rather speak their own local languages (Young 2001, 221), such 
as Hiligaynon in Iloilo Province, the location of the current study. 

The lingual diversity of the Philippine archipelago is reflected in the educational system, 
making language use in schools a complex and delicate issue. In most schools, there are at 
least three languages that play a major role: English, Filipino, and a third, local language. 
Since 2012, a mother tongue-based multilingual education policy (MTB-MLE) has been 
in place, which mandates schools to provide education in the vernacular of the school 
setting, in line with the many studies that have shown that ‘learners tend to learn more 
when lessons are taught in a language they are familiar with’ (Jorolan-Quintero 2018, 
761), such as the famous longitudinal study of Aguilar in Iloilo (cited in Bernardo 2004, 19). 
The mother tongue is used as the prime language of instruction until Grade 3 (Jorolan-
Quintero 2018, 773). Pupils are mandated to learn the alphabet in kindergarten and must 
be able to read and write in their mother tongue in Grade 1. From Grade 1, lessons in 
English and Filipino are also introduced and students are expected to become orally fluent 
in these languages by the end of that grade. From Grade 4, formally, English and Filipino 
remain the only official languages of instruction. From that moment, subjects are divided 
into English-instructed and Filipino-instructed subjects (Jorolan-Quintero 2018, 773). 
Mathematics and science, for example, are taught in English, whereas araling panlipunan 
(social studies), which includes national history and geography, is taught in Filipino. In 
practice, however, the vernacular often continues to play an important role. This language 
is spoken in the corridors of the school, in the school yard, in the teacher’s lounge, and 
often also in the classroom. Contrary to public schools, many private schools choose for an 
English-only policy, and sometimes even make other languages, especially the vernacular, 
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‘forbidden languages’ on school premises. The idea is that English-language proficiency 
is more decisive for future professional success than other languages (Jorolan-Quintero 
2018, 773-4).

National trends are also witnessed in the two schools of this study: English is the main 
language of instruction in the private Waldorf school for almost all subjects. Hiligaynon 
continues to be the main language in the school yard and within art and sports classes, but 
in theoretical lessons students are supposed to talk English, at least to their teachers. In 
the public school, Hiligaynon is the main language in and outside the classroom. In most 
classes, at least a part of the instruction is given in Hiligaynon, in order to achieve better 
comprehension of the lesson concepts. This happens even in classes where English or 
Filipino are the prescribed language of instruction.  

Literacy education in Philippine public schools and Waldorf schools
The way language education is designed in the two school differs significantly, in line with 
their different pedagogical and didactical approaches. In the public school, the alphabet 
is already presented in kindergarten, and pupils start to read and write at the age of 4 
to 5. By the age of 6, pupils are supposed to be able to read and write, in line with the 
policy goal to make ‘every student a reader and a writer by grade 1’ (Jorolan-Quintero 
2018, 762). The Waldorf students, in line with Waldorf guidelines (Avison and Rawson 
2014, 60), start later. Typically, the names of letters, as well as the uppercase alphabet, 
are introduced, playfully, in Grade 1. In Grade 2, children learn the sounds as well as the 
lowercase alphabet (Cunningham and Carol 2010, 486-7), and when they are about seven 
the Waldorf students are able to read and write. In terms of the national curriculum, this is 
one to two years later than public school students (Cunningham and Carol 2010, 475).

The Waldorf approach has earned both praise and criticism in relation to literacy 
education. Praise for the Waldorf pedagogical approach (e.g. Burnett 2007) includes 
the lively way in which sound and form are brought together, the use of images in 
relation to letters, and the provided ‘experience of wholeness’ (Burnett 2007, 325), in 
which the learning of letters is embedded in a broad range of artistic lesson activities, 
including listening to stories, clapping, singing, reciting poems, movement, and games 
(Burnett 2007, 327-8). It also seems to correspond with international studies stressing 
the importance of ‘emergent literacy’ (Larson and Marsh, 2005). Critical studies, on 
the other hand, such as those by Bus and Kruizinga (1986) and Steenbergen (2009) in 
the Netherlands, report lower reading and spelling outcomes for Waldorf schools than 
for public schools. These studies have contributed to an image of Waldorf education 
as academically underperforming, not least because higher learning results could be 
expected given the relatively high socioeconomic status and educational level of the 
parents – an extensive body of literature links these features to school success (i.a. Bradley 
and Corwyn 2002; Davis-Kean 2005; Li and Qiu 2018; Stevenson and Baker 1987; White 
1982).

Current study
In the current study, we examine whether – and how – we can compare the educational 



112

11    |  Introduction  

outcomes of a Philippine Waldorf school and a nearby public school. This is a complicated 
undertaking, not least because of the different quality standards and quality perceptions 
in both schools. In practice, the quality standards set by the Department of Education, 
which stress the cognitive achievements of students, are mainly used in the public school, 
whereas international Waldorf standards, focused on broad personal development, are 
applied in the Waldorf school. 

Before we start comparing, we must first define what we mean by educational outcomes 
and understand how they relate to quality perceptions. Conceptually, we distinguish two 
categories of educational outcomes: ‘hard’ and ‘soft’ outcomes. Both relate to a different 
kind of quality perception. ‘Hard’ outcomes imply a quality perception based on cognitive 
achievements. In the current study, we focus on students’ English spelling competence, 
which is considered an important predictor of educational success (Kertjens and Nery 
2000). Moreover, ‘hard’ outcomes could contribute to: the confirmation or rejection of 
the assumption that exists about Waldorf education, based on the evaluation of some 
scholars, that the pedagogical approach leads to academic underachievement; the 
confirmation or rejection of the assumption about poorly performing Philippine public 
education, based on international reviews, especially in rural areas, due to a shortage 
of means and the implementation of a complex language policy. For the current study, 
and based on the evaluations we referred to earlier, we hypothesize that English spelling 
achievements are better in the Waldorf school than in the public school. 

‘Soft’ outcomes, on the other hand, allow for a broader perception of educational quality, 
including aspects of social and personal development. In the current study, these ‘soft’ 
outcomes were evaluated by measuring students’ school attitude, i.e. being either positive 
or negative about school and learning. By looking at ‘soft’ outcomes, we can also evaluate 
the quality aims put forward by Waldorf educators, which focus on broad personal 
development, including creativity, self-development, and self-awareness. We expect that 
in a school where these aims and ideals are presented as important, students’ school 
attitudes must be more positive than in a school where this is not the case (c.f. Dahlin 
2007; Dahlin 2010; Steenbergen 2009). –

	 Materials and Methods	 Materials and Methods

Participants 
This study was carried out among students and staff in two neighbouring schools – one 
Waldorf school and one public school – in the same rural community in Iloilo Province, in 
Central Philippines. It must be said that contact between the two schools was minimal. 
Most students and staff only vaguely knew teachers and students at the other school. 

Students
Despite the schools being in the same village, the student populations at both schools 
differed significantly, mainly because the Waldorf school attracts students from a wider 
catchment area than the public school. In total, 99 students in Grades 6 and 8 participated, 
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44 students from the Waldorf school and 55 students from the public school. For the sake 
of comparability, students of the same age and grade were selected in both schools (see 
information on students in Table 1, above).
 
We have tried to combine the socioeconomic status indicators presented in Table 1 to 
develop a scale for socioeconomic status (SES). We wanted to combine information on 
distance to school, means of transport, and parents’ professions. The idea was that, on 
average, students who live further away from school come by car or bus, and have parents 
with ‘high’ professions, have higher socioeconomic status than students who live closer 
to school, come by foot or tricycle, and have parents with ‘low’ professions. However, 

Table 1. Characteristics of student participants

School Grade N #♀/♂
x̅ age  
(+SD)*

Distance to 
school **

Means of 
transport ***

‘High’/ ‘low’ professions 
father/ mother ****

Waldorf 

school

6 22
♀ = 13  

♂ = 9
11,7 (.53)

Close: 28%  

Far: 72%

Foot: 14%  

Tricycle: 27%  

Bus: 18%  

Car: 36%

Father 
Low: 9%  

High: 41%

Mother
Low: 0%  

High: 41%

8 22
♀ = 11  

♂ = 11
14,2 (.49)

Close: 41%  

Far: 59%

Foot: 9%  

Tricycle: 27%  

Bus: 32% C 

ar: 32%

Father
Low: 14%  

High: 41%

Mother
Low: 5%  

High: 64%

Public 

school

6 30
♀ = 16  

♂ =4
11,5 (.96)

Close: 100%  

Far: 0%

Foot: 42%  

Tricycle: 50%  

Bus: 0%  

Car: 8%

Father
Low: 71%  

High: 0%

Mother
Low: 4%  

High: 4%

8 25
♀ = 14  

♂ = 11
13,7 (.61)

Close: 100%  

Far: 0%

Foot: 38%  

Tricycle: 58%  

Bus: 0%  

Car: 0%

Father 
Low: 76%  

High: 0%

Mother
Low: 0%  

High: 4%

* Ages were filled out in full years; they are only expressed in decimals to calculate the means. 
** Close ≤ 5kilometres (this includes local community of the school and surrounding rural communities, as well the 

two closest towns), Far > 5 kilometres (this includes other surrounding towns and Iloilo City). 
*** Short distances are covered by foot or tricycle. These means of transport are also the cheapest. Longer 

distances are covered by car or bus. Bus means ‘private school bus’. This bus is managed by parents of the Waldorf 
school. A fifth category, the jeepney, was excluded from the above table, since very few students used it. The 
jeepney is a cheap option for longer distances and is comparable to ‘public transport’. 

**** We used the Philippine Standard Occupational Classification, based on the ILO’s International Standard 
Classification of Occupations, to classify professionshttps://psa.gov.ph/classification/psoc/?q=psoc/major. We 
merged categories to create two main categories, ‘high professions’ and ‘low professions’. Some professions 
could not be classified, such as OFW (Oversea Filipino Worker), housewife, and businessman/woman, and were 
therefore left out of the statistics. For that reason, the percentages in the final column do not add up to 100%. 
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although Spearman’s correlations between these variables were in the expected direction 
(range .058 - .720), we did not succeed in combining all scores or selections of scores into 
a single SES score. As an alternative, we explored the possible value of each of these as 
covariates in the main analyses.

Staff
The school directors were also interviewed: one director from the Waldorf school and 
two from the public school. In accordance with its pedagogical approach, the Waldorf 
school makes no distinction between elementary school and high school whereas the 
public school distinguishes these as two separate sections, each with its own director. All 
school directors were middle-aged; two are men (at the Waldorf school and the public 
high school) and one is a woman (public elementary school). The school director of the 
Waldorf school is American and was the only person interviewed for this research who 
was not a Filipino. Unlike the other directors, he was a founder of his school and therefore 
involved since its inception. In addition to the directors, the Grade 6 and Grade 8 class 
teachers at both schools were interviewed, in order to provide background information. 
All the class teachers were women. Three of them were in their late twenties/early 
thirties and one was slightly older, in her fifties (Grade 6 teacher at the public school). On 
average, the age of teachers at the Waldorf school was lower than at the public school. 
This lower age corresponded to lower salaries. In addition, teachers at the Waldorf school 
had less job security and worse secondary terms of employment than the teachers at 
the public school. This may account for yet another difference, viz., a high staff turnover 
at the Waldorf school. These differences between Waldorf school teachers and public 
school teachers are not unique to these two schools, but correspond to general trends in 
Philippine education, when comparing private and public schools (Termes, Edwards, and 
Verger 2020, 105).

Materials

Contextual information
In-depth, semi-structured interviews with class teachers and school managers were 
done in order to provide background/contextual information to the findings. General 
information about the lesson programme, the respective classes, and the students 
was exemplified. The first author spent time in the classes. Classroom observations 
were checked and discussed, and information relating to the study’s topics, such as the 
application of quality standards and testing, was exchanged in order to discern how 
teachers keep track of their students’ development. The interviews were semi-structured 
and guided by a topic list. These same topics were also discussed with the school directors 
but with a focus on policy matters. 

English spelling 
Students were assessed using the Schonell Graded Word Spelling Test (Schonell and 
Goodacre 1971). This is a well-validated, highly reliable standardized test to evaluate 
general spelling ability (Devonshire and Fluck 2010, 367). It is meant for 5 to 15 years old 
students and consists of word lists featuring sets of 20 words, which increase in difficulty. 
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We used both students’ raw scores (the number of correctly written words) and calculated 
students’ spelling age using the following formula: (number of correctly spelled words: 
10) + 5.  In the research setting in the Philippines, we chose to read all 100 words aloud 
and had the students write them all down. Based on the collected data, we found a high 
reliability estimated by Cronbach’s alpha (.97). 

We also conducted a validation study. Students were invited to write a short essay in 
English in which they described a day in school. Irrespective of spelling errors, we counted 
the number of words and the number of characters used. We used these two totals to 
calculate the average word length for each student. We then calculated Pearson PM 
correlations between the number of correctly written words on the Schonell test, on the 
one hand, and the number of words in the essay and the average word length, on the 
other hand. In terms of the number of words the correlation amounted to .51 and for 
word length to .32. This shows that students’ spelling scores are indicative of the quality of 
students’ broader writing skills in English. 

School attitudes1

We developed our own school attitude scale inspired by other scales, like, for instance, a 
Dutch school climate list (Smits and Vorst 1990). Available scales tended to be long. Our 
scale contained 14 items. Students evaluated 14 propositions using a five-point rating 
scale running from ‘Yes very much’ to ‘No, not at all’. An additional option was for students 
to tick ‘I don’t know’. A sample item is ‘I like school’. Based on the collected data, we could 
then construct a seven-item scale. Items that did not contribute to the scale were either 
negatively keyed or led to a relatively high portion of participants ticking the ‘I don’t know’ 
box. Recoding the negatively keyed items did not improve the scale. For the seven items 
we found a satisfactory reliability estimated with Cronbach’s Alpha (.72). 

Procedure
The first author conducted the interviews with each of the three school directors, as well 
as with the four class teachers. Interviews were recorded and processed into interview 
reports, which were later categorized and analysed. The interviews were conducted in 
school during school hours and lasted, on average, an hour. The questionnaires on student 
background and students’ school attitude were filled out by students in all participating 
classes, during school hours. Students were instructed and supervised by the main 
researcher and a trained research assistant. For the spelling test, the recitation of the 
words was done by the class teachers of the respective classes. Neither the principal 
researcher nor the research assistant was Filipino. The idea was that their teacher’s voice 
would be familiar to the students and would also do justice to the pronunciation of Filipino 
English. 

1	� The school attitude scale was part of a longer questionnaire (see appendix), which was also used for 
the next chapter. Despite its focus on the concept of school attitude, it also indirectly provides for 
insights into the related concept of school belonging. This concept was used in the next chapter, as 
an analytical tool.
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Data analysis
This study includes both qualitative and quantitative data. The qualitative data from the 
interviews with school directors and class teachers were transcribed and processed into 
interview reports. The interview reports were read closely, and relevant information was 
integrated into the already presented text. The student data were mainly quantitative 
data. These were entered in SPSS statistics 27 and analysed using Analyses of Variance and 
Crosstabs with Chi2-tests.

	 Results 	 Results 

English spelling
The results of the Schonell Graded Word Spelling Test by grade and school are shown in 
Table 2.

We compared the spelling scores between grades and schools with an analysis of variance. 
This resulted in an overall difference between schools/classes (F(3,97) = 23.695, p < .001). 
The test results show a notable difference between the two schools, namely, a significant 
higher mean of test scores, as well as corresponding spelling ages, for the Waldorf school 
students compared to the public school students. Including each of the earlier presented 
SES indicators as covariate in the analyses did not change the results. 

Using Bonferroni tests, we also compared each class with each of the other classes. We 
saw that Grade 6 of the Waldorf school scored about the same as Grade 8 of the public 
school. Grade 6 of the Waldorf school had lower scores than Grade 8 of the Waldorf 
school but higher scores than Grade 6 of the public school. Grade 8 of the Waldorf school 
did better than all other classes. Grade 6 of the public school achieved lower testing 
results than all other classes. And Grade 8 of the public school scored better than Grade 6 
of the public school, but worse than Grade 8 of the Waldorf school. 

Table 2: Schonell scores by school/ grade
Variable Schools and grades N Mean Standard deviation

Schonell scores

Waldorf School, Grade 6 22 55.32 21.24

Waldorf School, Grade 8 22 78.86 10.72

Public School, Grade 6 29 39.03 17.76

Public School, Grade 8 25 59.92 15.72

Spelling ages 
(in decimals)

Waldorf School, Grade 6 22 10.54 2.19

Waldorf School, Grade 8 22 12.89 1.07

Public School, Grade 6 29 8.90 1.78

Public School, Grade 8 25 10.99 1.57
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For spelling ages, we found common differences between classes/schools. In addition, we 
compared the average spelling ages with average actual ages. We used available American 
norms to calculate students’ spelling ages. When compared to these American norms, 
students in Grade 6 of the Waldorf school lagged 1.2 years behind in spelling proficiency; 
students of Grade 8 of the Waldorf school lagged 1.3 years; students of Grade 6 of the 
public school lagged 2.6 years; and students of Grade 8 of the public school lagged 2.7 
years behind. 

The test results reveal a notable similarity between both schools. That is to say, in both 
schools the mean spelling age between Grades 6 and 8 had risen about two years, which is 
what we would expect to find when comparing the two grade levels.

School attitude
Table 3 presents the mean school attitude scores by school/grade. An analysis of variance 
showed a statistically significant difference between schools and grades (F(3,86) = 4.846, 
p< .005). After conducting Bonferroni tests, only the contrast between Grade 6 of the 
public school and Grade 8 of the same school appeared to be significant, i.e. students 
of Grade 6 of the public school had better school attitudes than the Grade 8 students. 
The other possible differences between means were non-significant, meaning that no 
differences were found between the two schools, or between Grade 6 of the Waldorf 
school and Grade 8 of the Waldorf school.  

Earlier we commented that seven of the original 14 items did not contribute to the quality 
of the current scale. We nevertheless examined three of these more closely: ‘Classmates 
sometimes bully’; ‘School feels like an obligation’; and ‘Teachers are interested in me’. 
Students who experience bullying in school generally do not enjoy going to school (Gini 
2008). Feeling that school is an obligation is usually indicative of less school pleasure. The 
final item is of interest because Waldorf pedagogy intends to stress personal development, 
and, as a result, it would be logical that students experience their teachers as being 
interested in them. Table 4 (next page) presents the ratings per item by school and grade 
and, in addition, presents whether the distribution of actual ratings differ from chance, 
using a Chi2-test.

Table 4 shows that both schools and all classes experience problems with bullying, but 
that Grade 8 of the Waldorf school is doing better in this respect than the other classes. 
Grade 6 of the public school is also rather positive in that almost half the students report 
that classmates do not bully. Students of Grade 8 of the Waldorf school also rated ‘School 

Table 3: School attitude scores by school/grade
Schools and grades N Mean Standard deviation

Waldorf School, Grade 6 19 1.67 0.60

Waldorf School, Grade 8 19 1.77 0.56

Public School, Grade 6 27 1.43 0.32

Public School, Grade 8 22 1.99 0.60
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feels like an obligation’ relatively positively insofar as they evaluate that they experience 
school less like an obligation than students from other classes. Students from both schools 
experience school as an obligation, but students from the public school, particularly 
students in Grade 8, feel this much more than students from the Waldorf school. The third 
statement is, in a sense, exceptional, because of the relatively high percentage of students 
reporting that they do not know whether their teachers are interested in them. Grade 6 
of the public school is most positive about their teachers showing interest, whereas Grade 
8 of the public school rated their teachers most negatively in this regard. In Grade 8 of 
the Waldorf school a high percentage of students reported not knowing whether their 
teachers were interested in them. 

		

Table 4: Student ratings by school/class of three school attitude related statements

Rating Waldorf, 
grade 6

Waldorf, 
grade 8

Public, 
grade 6

Public, 
grade 8 Chi2 (df), p

# students 22 20 27 25

Classmates 
sometimes 
bully.

Yes, very much 9.5% 0.0% 11.1% 4.0%

32.558 
(15)

p < .01

Yes 47.6% 18.2% 33.3% 52,0%

Neutral 23.8% 27.3% 7.4% 16.0%

No 4.8% 18.2% 44.4% 12.0%

No, not at all 4.8% 22.7% 3.7% 16.0%

Don’t know 9.5% 13.6% 0.0% 0.0%

School 
feels like an 
obligation.

Yes, very much 27.3% 5.0% 11.1% 4.0%

43.095
(15)

p < .0001

Yes 36.4% 20.0% 74.1% 84.0%

Neutral 18.2% 30.0% 11.1% 0.0%

No 9.1% 10.0% 3.7% 8.0%

No, not at all 9.1% 20.0% 0.0% 0.0%

Don’t know 0.0% 15.0% 0.0% 4.0%

Teachers are 
interested in 
me.

Yes, very much 4.5% 0.0% 11.1% 0.0%

36.333
(15)

p < .01

Yes 13.6% 23.8% 40.7% 12.5%

Neutral 45.5% 9.5% 29.6% 37.5%

No 9.1% 0.0% 0.0% 4.2%

No, not at all 4.5% 4.8% 0.0% 20.8%

Don’t know 22.7% 61.9% 18.5% 25.0%
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	 Discussion	 Discussion

The research question that this study set out to answer is: 

How do important educational outcomes – English spelling competence and school 
attitudes – of Philippine Waldorf students differ from those of Philippine public school 
students?

The answer gives us the opportunity to reflect on our hypothesis that Waldorf education 
succeeds in attaining relatively high English spelling outcomes compared to public school 
students, and that Waldorf school students will report better attitudes towards school and 
learning than students from the public school. 

Comparison of educational outcomes
We have seen that – in practice – different quality standards are significant in both 
schools. In the public school, the National Achievement Tests (NATs) and guidelines set 
by the Department of Education are leading standards, whereas in the Waldorf school 
internationally formulated Waldorf guidelines seem to be the prime quality standards. 
Because both schools have their own standards and monitor and control these in different 
ways, a comparison of educational outcomes or educational quality is not self-evident. 
Since there was no data, such as NAT outcomes, available at the time of our study, we 
had to find an alternative way to compare school outcomes. The difficulty of objectively 
measuring and comparing the quality of school outcomes lies, on the one hand, in the fact 
that a difficult choice had to be made about which indicators are deemed most important 
with regard to the quality of education (Biesta, 2010) and, on the other hand, in finding 
an adequate method for measuring those indicators. In this study, the choice was made 
to compare English spelling proficiency as a competence that is basic to many academic 
skills taught in schools in the Philippines. We used the Schonell Graded Word Spelling Test. 
In addition, we constructed a school attitudes scale using a set of statements related to 
either positive or negative views towards school and learning. 

English spelling
On the one hand, the test scores clearly show higher scores for Waldorf school students. 
On the other hand, both schools show an equally fast progress of about two years 
between Grade 6 and Grade 8. The relatively high test scores for Waldorf students could 
be considered a high-quality educational outcome, as well as a confirmation of our 
hypothesis. At the public school, students are, on average, almost two years behind the 
average spelling age of students at the Waldorf school. Such a conclusion, however, would 
be too simple and premature. Although we did not succeed in constructing a single valid 
SES score and the individual SES indicators chosen did not contribute to the statistical 
explanation of the differences between the schools, it is clear from the presented 
information that students between the schools differ with respect to home background 
and living circumstances. We also observed and described important differences in 
the way schools deal with the language policy in their respective multilingual contexts. 
Moreover, such a conclusion would not take into account an important similarity that can 
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be observed in the test results, viz. both schools succeed in improving students’ spelling 
competence from Grade 6 to Grade 8 at a largely similar rate.

In short, the above presented findings are not sufficient to conclude that the educational 
outcomes of Waldorf education are of a higher quality than those of public education, 
although they may eventually help students from the Waldorf school to be more 
successful at higher levels of secondary and tertiary education than students from the 
public school. The findings also do not substantiate an argument against the evaluation 
of Waldorf education as an academically underachieving type of education, as has 
been suggested by some scholars in educational debates in other countries (see the 
introduction). A similar evaluation seems premature for the Philippine context. The 
current study also found no confirmation for the idea posited that public education in rural 
areas performs poorly. 

School attitude
Students at both schools show an overall positive attitude towards school and learning. 
We found no significant differences between the schools. We must therefore reject the 
hypothesis that Waldorf students would score better than public school students in this 
area. In an attempt to find possible explanations for this unexpected finding we examined 
specific items more closely. Waldorf schools seem to score somewhat better on some 
points, such as the smaller number of students who are bullied or the extent to which 
school feels like an obligation to students. In other areas, however, there is a lack of clarity. 
Why do so many students say they do not know if their teacher is interested in them, for 
example?

Limitations of the study 
A number of important factors played a role in the research context of this study that 
could have influenced the results to a greater or lesser extent, and which must be 
taken into account when analysing data. Most importantly, as already mentioned (see 
participants), the two schools attract different students, with a more diverse selection 
of students at the Waldorf school, where a majority of students come from outside the 
local community and probably have a higher SES status. These factors are likely to have an 
impact on educational outcomes.

A number of specific limitations must be taken into account, especially in relation to the 
Schonell test results. We draw here on observations and discussions that we had with 
students and school staff. Firstly, it must be said that the students at the Waldorf school 
more often came from an English-speaking home situation or a home situation where 
English was stimulated more than as the case for the students from the public school. 
Secondly, the teachers at the Waldorf school generally seemed to have a better proficiency 
in English than the teachers at the public school. They were also spoke English more 
consistently in when teaching and were stricter about not mixing English and Hiligaynon 
in the classroom, although outside the classroom Hiligaynon was the dominant language 
in both schools. Thirdly, we noticed some tension within the schools to perform well at 
this test. Both schools had done their best to perform well at the test. We heard that 
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the students had practiced spelling a lot in the weeks prior to the test, since they knew a 
spelling assessment was coming up. It is difficult to determine the influence of this on the 
results. They did not know which test would be used, so they were not able to practice the 
exact test. It should also be noted that spelling is a usual part of the study programme. 

Suggestions for future research
Future research should consider the above-mentioned limitations of this research 
and could focus more specifically on the influence of background variables, such as 
socioeconomic status and level of education of the parents, on the actual performance, 
attraction, and design of Waldorf education in the Philippines. This would obviously 
require a larger sample of participating students. Furthermore, future research could 
include comparisons with other private schools in the Philippines, which probably share 
more similarities with Waldorf education than public education in the Philippines does, 
e.g. the central focus on personal development or the use of English as major language of 
instruction.

Conclusion
The Waldorf school in Iloilo succeeds in attaining relatively high English spelling outcomes 
compared to public school students, but its students do not report better attitudes 
towards school and learning than their public school peers. Although our data confirm 
higher test scores for spelling skills than the Waldorf students, we cannot prove that this 
is due to an effective pedagogical approach, because we cannot exclude that the findings 
were the result of the children’s home situation and the complex multilingual situation 
that schools have to deal with in the Philippines. Equally, there is not enough evidence to 
prove that Waldorf students are happier, more self-confident, or even more motivated to 
learn. Consequently, we also cannot judge the quality of Waldorf education in comparison 
to Philippine public education on the basis of this so-called ‘soft educational outcome’. 

Following this study, we are more conscious than before of the huge amount of 
information we are still missing in order to draw firm conclusions on the findings and their 
explanation or attributions. That said, based on what we know, we can at least say that 
Waldorf education is not a bad choice for children, either cognitively or with respect to 
school attitudes. What remains, however, is an obvious and serious substantive difference 
between the approaches of Waldorf and public schools; not necessarily better or worse, 
but different. The real asset of Waldorf education is its distinctive pedagogical approach, 
which is, in a sense, hard to measure and subjective. Waldorf education has an alternative 
pedagogical view based on specific philosophical and spiritual foundations (rooted in 
anthroposophy) and a broad focus on learning (by head, heart, and hands, and with a 
focus on personal development). In this way, Waldorf education certainly adds value to the 
Philippine educational landscape, since it contributes to the diversity of this landscape and 
provides an alternative option in terms of school choice for parents and students.
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Appendix: Questionnaire

	 Questionnaire for Students in Class 8	 Questionnaire for Students in Class 8 2 2

Libongcogon, January/ February 2020

Introduction
My name is Thijs Jan van Schie. I live in the Netherlands, where I am a teacher at a 
secondary Waldorf school and a researcher at Leiden University. The research title 
is: The Globalization of Waldorf Education; An Ethnographic Case Study from the 
Philippines. In my research I look at the spread of Waldorf education around the world, 
and I take the Gamot Cogon Waldorf School as an example of how Waldorf education 
could be different in different places. 

I am here together with Sophie Westhoff, who is a student in educational science at 
Nijmegen University in the Netherlands. She is assisting me in my research.

With this questionnaire we want to find out about your opinion about school in 
general and about the Gamot Cogon Waldorf School more specifically. We also 
would like to compare Waldorf education at the Gamot Cogon Waldorf School with 
mainstream public education, such as is taught at the Don Benjamin School.

The results of this questionnaire will be treated confidentially and are only used for 
research purposes. 

Thanks for your cooperation!
Thijs Jan van Schie 
contact: vanschie@marecollege.nl

Instructions
• �Read the questions carefully and please be honest and complete. 
• �Write as clear as possible. If we cannot read your handwriting, the information will 

be useless to the research. 
• �If you have any questions, for example when questions in the questionnaire are 

unclear to you, please ask me or Sophie about it.

2	 Questionnaires show some small variations according to the target group. 
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A. 	 General informationA. 	 General information

1. I am a 	  boy	  girl

2. I am	  years old

3. My hometown/ barangay	  

4. Profession of my father	  

5. Profession of my mother	  

6. I go to school	  (mostly) by school bus
	  (mostly) by tricycle
	  (mostly) by car
	  (mostly) by foot
	  Other, namely…..

7. I am at GCWS since	  kindergarten
	  class 1
	  later, namely since  

8. �I have brothers/ sisters?	  no		   yes
If yes,	  brother(s)	  sister(s)
Do they also go to GCWS?	  no		   yes

9. The reason that my parents/ I chose for the Gamot Cogon Waldorf School:
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B. 	 About school and learning?B. 	 About school and learning?

About school Yes, very 
much Yes Neutral No No, not 

at all
I don’t 
know

1. I like school

2. �I have to work hard for school

3. �I am happy with my classmates

4. �I am happy with my teachers

5. �My classmates and my teachers 
feel almost like ‘family’

6. �I rather stay at home than 
going to school

7. Schoolwork is boring

8. Schoolwork is easy

9. �Classmates sometimes bully

10. �Teachers are interested in me

11. �School feels like an obligation

12. �At school everyone is equal

13. �To the teachers everyone is 
special

14. �School helps me to be 
successful in the future

15. �What I like most  
about school is 

Please write down in your own words in this textbox….
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16. ��In school you learn many things. Put the things you learn in the right 
sequence, from most important to least important (to your opinion). 
 
Put a 1 behind the most important thing, a 2 behind the second most important 
etc. Behind the least important thing you learn you put a 10.

Things you learn in school: N0 (1 to 10)

Important skills, such as reading, writing, math

Knowledge to be successful in your future career

How to behave well

How to respect differences between people

How to be compassionate and take care of each other

How to connect and appreciate nature

How to find purpose in life

How to be independent and confident

How to be curious and eager to learn more

How to be a good Filipino/ a good citizen

17. �Other important things you learn at school include: 
Please write down in your own words in this textbox

 

18. I know that I’m successful at school when…. (tick the best option):

	   I learn new things

	   I get good grades

	   I am in the class top 5

	   I have fun

	   Other, namely  
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C. 	 Typical Waldorf education and typical  C. 	 Typical Waldorf education and typical  
	 Gamot Cogon Waldorf School	 Gamot Cogon Waldorf School

In the following section you find aspects of Waldorf education in general, of education 
at the Gamot Cogon Waldorf school, and of education in general. Tick the box you find 
most suitable. If you don’t understand the question please ask Thijs Jan or Sophie or 
your teacher about it. If you still don’t know what to fil out then tick ‘I don’t know’.

What is so typical about  
Waldorf and GCWS?

Typical 
Waldorf 

education

Typical 
GCWS

Typical in 
all kinds of 
education

I don’t 
know

1. �Having a main lesson and making  
a main lesson book

2. �Having specific stories each year (such 
as about the Roman Empire)

3. �Having the same class teacher  
for many years

4. �Having no textbooks

5. �Doing many art activities

6. �Having circle time in the morning

7. �Saying a morning verse

8. �Having gardening as a school subject

9. �Celebrating seasonal festivals (such as 
Martinmas or Saint John)

10. �Having a nature table in the classroom

11. �Eating healthy

12. �Being together with children from the 
city and the village in one class

13. �Limit the use of modern means of 
communication (computers, TV, cell 
phones, games etc.)
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14. �Waldorf education is different from public/ mainstream education.  
For me the most important difference is: 
Please write down in your own words in this textbox… 
 
 
 
 
 
 

 

15. �I have friends at the Don Benjamin School (public school in Libongcogon) 

 yes	  no

16. �I have relatives at the Don Benjamin School (public school in Libongcogon) 

 yes	  no

17. �I have friends or relatives in other public schools 

 yes	  no

18. �The Don Benjamin School (public school in Libongcogon) or other public schools are 
different from the Gamot Cogon Waldorf School. The most important difference is: 
Please write down in your own words in this textbox…. 
 
 
 
 
 
 

 

19. �People sometimes have a wrong image of the Gamot Cogon Waldorf School. Often 
they make the following mistake about our school: 
Please write down in your own words in this textbox…. 
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D. 	 Short essay D. 	 Short essay 

Instruction
Write a short essay (which fits in the textbox below) about a day at school.
If you don’t know what to write think of a day last week at school and answer the 
following questions:
 
• What does this day look like? What is the programme of the day?
• What do you do? What do you learn? How do you feel?
• How do you get along with your teachers and classmates? 
• What do you like about school? What do you dislike?

A day at school…
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o Classroom Stories About When Classroom Stories About When 

Imagination Is (Not) EngagedImagination Is (Not) Engaged

From my fieldwork notes:1

In the photo next to this text is a three-step plan for saying ‘no’ to alcohol and drugs. 
It looks artificial, and I wonder whether it really sticks. Yet the teacher manages to 
capture the students’ imagination. Together, they calculate the costs of drug use. 
Curiously, some students seem to know the exact prices of beer, rum, and cigarettes. 
“What could you buy if you skipped a bottle of rum every day?” “365 × 65 pesos 
equals 23,125 pesos.” “A cell phone!” someone shouts.

In many lessons that I observed, imagination was far less engaged. Although I saw 
genuinely good lessons and deeply dedicated teachers in the public school, I also 
witnessed examples of rote learning – knowledge detached from everyday life, and, 
in that sense, at odds with the Waldorf ideal of imaginal and experiential learning. 
In a history lesson, for instance, I saw a teacher firing questions at the students 
about the two World Wars, to which the class responded in unison with answers 
that seemed meaningless to them: “How many reasons were there for the second 
war to begin?” “Seven!” the class chanted. They kept shouting answers: “1931!” and 
“1933!” “Do you know Hitler?” the teacher asked. Most students responded as if it 
meant little to them. “Hitler was the leader of…” The teacher looks out over the class, 
waiting for their response: “Nazi!” they called out loudly, in chorus. 

During my first stay in the Philippines, I regularly chatted after school with a ten-
year-old child, Alex.2 We would talk about all sorts of things, including about school 
(Alex attended a public school). Alex was curious, eager, smart, and talkative, and 
provided me with glimpses of school life: Alex is studying for a test, learning the 
concepts ‘brainwashing’, ‘stereotyping’, ‘points of views’, and ‘propaganda’. Alex 
knows how to rattle off the definitions of the terms but when I start a conversation 
it turns out that Alex doesn’t really know what these ideas mean. It’s good that the 
school pays attention to these important themes, but isn’t Alex too young to truly 
grasp such abstract concepts? Alex cannot give me a single example of any term. We 
talk and come up with a few together. What are stereotypes of rich people. That they 
are fat. I imitate a very fat man. Alex laughs loudly. What are stereotypes of farmers? 
I ask. That they cultivate land or keep animals Alex answers, quickly and wisely. Now 
I’m getting confused myself. Is that a stereotype? No, that’s just a fact. We try a 
few other examples, but Alex struggles to get the point, and has no idea what these 
concepts mean. Despite this, Alex can recite the textbook definitions flawlessly. The 
next day, Alex proudly tells me that the grade achieved on the test was high. “I knew 
all the answers!”, Alex says, with a smile.

1	� I have shortened, merged, and rewritten parts of the original notes for the sake of readability 
and text length.

2	� Alex is not the child’s real name. For privacy reasons, I have anonymized the child’s name and 
gender, which could make the child easier to identify.
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Figure 1 | Don Benjamin Jalandoni sr. Memorial National High School, Libongcogon, 2020. MAPEH (Music, Art, 
Physical Education, and Health) lesson on ‘How to say no to alcohol and drugs’.
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