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CHAPTER I

INTRODUCTION

Two major experiences led me to the decision to propose
a study which explores educational environments in the light
of a transpersonal theory of human development. First,
during my graduate studies I immersed myself in the explora-
tion of the theoretical foundations of transpersonal psy-
chology. I discovered rather guickly that it would add to
the depth of my understanding if I were to try out one of
the suggested ways towards heightened awareness and con-
sciousness development which are central themes of transper-
sonal theory. One of the suggested paths is meditation. As
a meditator of now four years I have begun to experience
some of the immediate practical benefits of meditation as
described in theoretical discussions and empirical studies
of meditation (Benson, 1975; Carrington, 1977; Earle,
1981; Walsh, 1977, 1978, 1983;): an increased ability to
center or concentrate on the present moment, an increased
ability to physically and mentally relax, and, most impor-
tantly, a feeling of increased harmony between my acts and
my thoughts. These changes are best illustrated with some
examples. Instead of fighting for concentration when I

correct students' papers (perhaps because my mind is preoc-




cupied by an upsetting event in the morning, or because T
anticipate trouble at the next day dentist visit), I have
learned to relax within myself, not to resist the stream of
consciousness but to observe it with increasing equanimity.
As a consequence, I simply concentrate on the task at hand,
my thoughts and my actions merge, and the result is a gener-
al feeling of well-being. (This certainly does not yet work
at all times; but the progress 1is encouraging.)

The second and most influential experience that led to
this study happened as a result of my examination of the
current literature regarding transpersonal psychology,
especially its explanations of human development, and of
studies concerning meditation with children. Transpersonal
psychologists treat childhood experiences primarily as
belonging to stages of development that occur before the
onset of transpersonal development. The main argument for
this position seems to be that a person has to have estab-
the self can begin (White, 1972; Wilber, 1980, 1989).
Further, the majority of studies of meditation with children
focuses either on physical benefits, i.e. increased muscle
relaxation (Murdock, 1978, 1987), or on cognitive aspects,
i.e. mental alertness or reduced test anxiety (Carsello and
Creaser, 1978; Linden, 1973). It appears that there exist
two significant limitations of the current literature:
First, studies of meditating with children lack exploration

of the possible spiritual and/or emotional component of
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meditation comparable to research on meditation with adults.
This might be - at least in part - a consequence of the
difficulties inherent in emotion research and of the virtual
non-existence of literature on children's spirituality.
Second, transpersonal psychologists have not yet addressed
the gquestion of whether one can distinguish between child-
hood experiences which are relevant for later transpersonal
development in a very general sense only, i.e. insofar as
"normal" healthy development is part of the path to eventual
transpersonal development, and childhood experiences which
contain a spiritual/emotional aspect that makes them direct-
ly relevant for later transpersonal development, i.e. clear

indications of a gpiritual practice in accordance with

transpersonal theory.

Transpersonal Explanations of

Childhood Development

Transpersonal psychologists have dealt with development
during childhood in a number of ways. Perhaps the best
established theory of transpersonal development is that of
Ken Wilber (1980, 1989). He describes childhood as charac-
terized by "pre-personal" and "personal" existence. The
developing child's task is to form a stable sense of identi-
ty, a self that functions as '"the executor of psychological
organization, integration, and coordination" (Wilber, 1981,
p. 42). In Wilber's theory, transpersonal development

begins characteristically in adulthood.




Michael Washburn (1988) offers a less cognitive, more
psychodynamically oriented explanation of transpersonal
development. He posits that before the Oedipal crisis, the
child exists in unity with a "dynamic ground,™ the child's
mother. (An analysis of Washburn's theory allows for the
suggestion that his term "mother" can be replaced by the
term "primary caretaker" without altering his argument.) As
the need for independence grows, the child cuts loose from
this original unity. The formation of the ego is now in the
foreground of development. Ego development, on Washburn's
interpretation, can be understood primarily as self concept
development or, more precisely, as realization of potential
self concepts. One major aspect of this development is the
realization of one's separateness from other humans, a
separateness that 1s encouraged by traditional models of
child development. This is the beginning of a phase in
development when dualism sets in and the mode of thinking in
opposites rather than unities follows the traditional West-
ern model of positivism: mind is set against body, logic is

set against intuition.?

Only later in development is a
reconciliation between ego and dynamic ground possible.
There have been sporadic attempts to define certain
childhood experiences as actual transpersonal experiences
(Armstrong, 1984; Chinen, 1985; Miller, 1988; Nikola,

1. For a more detailed discussion of the concept of
logical positivism see Chapter III a.




1988; ). Armstrong's (1984) description of such experiences
focuses on children's spiritual lives and compares them 1o
peak experiences of seasoned meditators. His strongest
argument for transpersonal exXperiences in childhood is the
following suggestion:

[Tlhis more transpersonal perspective of child

development conceives of the infant as developing

within the context of a larger whole [ultimate

ground of being, ultimate consclousness]), which

under certain circumstances the child is capable

of perceiving. (p. 215)

Roberts (1989) theorizes that it is possible to recon-
ceptualize development, including child development, by
defining it within the following paradigm: Human mind and
body are indivisible. Therefore traditional developmental
theories which emphasize either cognitive development or
physical development, social development or personality
development are simply incomplete and produce a fragmented
picture of humans. He asserts that the term 'consciousness'
is ambiguous because traditional theories of development as
well as transpersonal theories use it, but in very different
ways. His suggestion is to use the term 'mindbody states'
instead of 'altered states of consciocusness.' Roberts
develops a medel of human development where different mind-
body states are utilized for different tasks in life. The
basic idea is that different tasks require different mind-
body states for optimal solutions, and that children can be
trained to experience and use different mindbody states.

[Mlindbody produces and uses a large number of

psychophysiological states. ... A mindbody state
is a system or pattern of overall psychological




and phvsiological functioning at any one time. (p. 84}

Within this framework, childhood experiences are taken
out of the realm of traditional developmental explanations
which exclude discussion of different mindbody states.
However, Roberts does not specifically discuss child devel-
opment. Rather he indirectly addresses it by suggesting
ways in which educational systems could accomodate and make

use of different mindbody states.

The Concept of Spirituality

One of the core concepts of transpersonal theory is
"spirituality." It starts to get complicated and ambiguous
when one searches for a leading definition of this term.
Definitions range from simple comparisons with mystical
states (Capra, 1982, 1988; Ornstein, 1972, 1986) to expla-
nations rooted in Eastern philosophies (Capra, 1975, 1983;

Young, 1986) to descriptions of what it is not, i.e. by

Viktor Frankl (Schultz, 1977) or Abraham Maslow (White,
1972). It one looks to the most established theorist, Ken
Wilber, for a firm definition of spirituality, one does so
without results.

With regard to the spiritual life of children, Robert
Coles (1990) wrote one of the most comprehensive books to
date. It is an account of many years of interviews with
preadolescents from all over the world, from all different
religious backgrounds. Although Coles is a psychiatrist,

the focus of his investigation is not on adult categoriza-
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tion or evaluation of children's spiritual experiences.
Rathexr, he attempted to let his Iinformants, i.e, children,
speak for themselves. Through this clearly phenomenological
approach.

I have wanted to learn from young people that exqui

sitely private sense of things that nurtures their

spirituality ... I realized how much there is to recov-
er from our Sunday school and Hebrew school past, from
our nine-year-old or ten-year-old life, when the mys-—
teries of the Bible or the Koran lived hard by the
mysteries of childhood itself. The guestions ..."Where

Do We Come From? What Are We? Where Are We Going?"

are the eternal questions children ask more intensely,

unremittingly, and subtly than we sometimes imagine.

(p.36-37)

Coles clearly looked at spirituality within the frame-
work of organized religion, and he is not a transpersonal
psychologist. Yet, he echoes transpersonal thought when he
insists that each human being is in search for his or her
personal spiritual life; that human development needs to
include the spiritual component to be complete, i.e. psycho-
logically healthy; Coles concludes that the individual
spiritual journeys may be different from one another. VYet,
they are but different paths to the realization of one's

essential unity with the Origin of Being, with God, and the

essential connectedness with other human beings.

Preliminary Suggestions

Reflecting on the current literature has led me to the
following conclusions:

1. Empirical research on altered states of conscious-
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ness, especially meditation, follows for the most part the
established procedures of Western scientific investigation
which aim for descripticns of individual differences. This
involves "a concrete, face-value analysis of observable
behavior" (Maddi, 1989, p.5) and is exemplified in studies
about the relationship of meditation and locus of control
(Nardo & Raymond, 1979), field dependence (Linden, 1973),
skin temperature changes (Credidio, 1982), and numerous
other research studies.

2. Within the transpersonal tradition, spirituality
lacks satisfying definition. It is used mainly in reports
about altered states of consciousness, i. e. ASC's, in
adults. It has not been explicitely compared arnd contrasted
with existing definitions in major religions. It has not
been given meaning with regard to preadolescent children.

It has not been explored as to its influence in educational
settings.

3. Transpersonal psychologists have in general accept-
ed views of child development as described in such tradi-
tional theories as those of Freud (1949), Erikson (1963),
Piaget (1952), or Kohlberg (1984), without attempting to
place them in a transpersonal context.

An examination of childhood in the specific light of
transpersonal developmental theory produces a number of
complex questions and confronts the researcher with the need
to find a methodological approach that is in accordance with

the underlying philosophy of transpersonal thought.




One crucial gqguestion iz If certain childhood experi-

ences are relevant for later, adult, transpersonal develop-

ment, or if development during childhood can actually take

the forms of transpersonal development. One would either
have to conceive of transpersonal development as an exten-
sion of "normal", ordinary healthy development or as an
alternative to such development, one that includes transper -
sonal child development. To my knowledge, this guestion has

not yet been proposed in this form.

Questions of the Research Approach

With regard to methodological issues, transpersonal
theory presents a special challenge. At the core of trans-
personal theories is the concept of ASC's (Boucouvalas,
1980; Tageson, 1982; Tart, 1986; Wilber, 1981). ASC's
imply a change in the subjective consciousness of a person.
Transpersonal theory is therefore characterized by the
notion of change and of subjectivity with regard to con-
sciousness.

It is assumed that humans are capable of various dif-
ferent (altered) states of consciousness, and that such
ASC's provide access to transpersonal experience, transcend-
ence of the boundaries of one's self in the guest for unity
with the ultimate ground of being or - as most religions of
the world call it - with God. In spite of guite useful

theoretical descriptions of the nature of (adult) transper-

sonal experience (Wilber, 1980), the concepts involved, e.q.




consciousness, ASC, transcendence of self, present centered-
ness, spirituality, have either been explained in a theoret-
ical - philosophical context, using e.g. a world view that
includes the idea of a unified consciousness (Washburn,
1988); or certain concepts that lend themselves to opera-

tional definitions have been selected for research purposes.

i

The most prominent examples can be found in studies of ASC,
including the majority of meditation studies. Isolating
transpersonal concepts for the purpose of investigating them
in a traditional scientific manner means to adopt the prem-
ises of logical positivism. The researcher assumes that the
validity of a scientific construct is established when there
exists a clear correspondence between that concept and some
publicly observable phenomencn. Such assumptions are too
limiting for transpersonal psychology. As explained above,
change in subjective consciousness cannot be satisfactorily
operationalized in the traditional scientific manner, i.e.
in terms of some publicly observable data, including behav-
ior. The state of self-transcendence or spiritual enlight-
enment, a goal of transpersonal development, is character-

ized by the subjective experience of oneness with the ulfi-

mate ground of being. The path towards transcendence of

self 1s unique to the individual. Therefore, those concepts
- central to transpersonal psychology and inherently subjec-
tive - would lose meaning if reduced to objective phenomena.

It becomes increasingly clear that the exclusive use of

uantitative methodologies for investigatina transpersonal
q J
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concepts leads to an inappropriate reductionism of the
concepts' meaning. Unfortunately, the main body of research
investigating ASC's, e.qg. meditation studies, has so far
concentrated on observing quantifiable variables like physi-
cal reactionz to medltation or results on standardized tests
of some cognitive ability. The only standardized instrument
that proposes to measure the transpersonal component in
adults (Friedman, 1983) is, in my opinion, somewhat reduc-
tionistic. By focusing primarily on presence or absence of
present-centeredness, and by "measuring" how clearly a
person might identify with supposedly transpersonal thoughts
as exemplified in a handful of sentences, this instrument,
too, puts artificial limitations on the issue. No standard-
ized measuring instrument exists for assessing children from
a transpersonal perspective. Methodological difficulties
are indeed powerful. There is a great need for studies that
employ methodologies which are compatible with the subjec-

tive quality of transpersonal experiences. And further, if

transpersonal psychology is a developmental psychology, one

Can reasonably argue that childhood should be investigated

from a transpersonal perspective.

One way to reccncile problems of conceptualization with
the need for extending current transpersonal theories to
include childhood is to start out with a philosophical
framework that allows for the notion of subjectivity in
scientific investigations and which does not restrict itself

to a positivist perspective of science. Phenomenology and




Rupert Sheldrake's theory of morphic resonance (Grof, 1984)
E P ’

form such a philosophical background, while mcdern quantum

physics provides examples of applied research (Capra, 1983).

These views will be further described later in this study.

Research Questions

As an educator I am aware of the dynamics involved in
teacher-student interactions. I know that those dynamics
are not merely a product of directly observable actions but
influenced by personality characteristics, beliefs, values,
weltanschauung, i.e. a person's way and view of life, and
other more covertly operating phenomena on both sides. There

is ample documentation that the educational environment

[y

significantly influences students' lives (Beizer-Seidner,

Stipek & Feshbach, 1988; Entwisle, Alexander, Pallas &
Cadigan, 1987; Jackson, 1968). For a transpersonal psy-
chologist interested in child development the main guestions
are;:
1. Are there educational environments that explicitly
state that they promote "spirituality" in child devel-
opment?
2. What are the characteristics of such environments?

3. What are child/adult interactions like in such
environments?

4. How does their concept of spirituality compare with
the concept of spirituality as used by transpersonal
theorists?

5. Could it be that different traditional spiritual
philosophies intend their practices to lead to the same
end as transpersonal theory suggests, i.e. full devel-
opment and eventual intuitive apprehension of con-
sciousness?
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The purpese of the proposed study 1s to find answers to
these research questions. Realizing that there exists a gap
in transpersonal theory, that there are not suftficient
standardized tests to quantitatively measure issues of
transpersonal development, and acknowledging that an inves-
tigation of transpersonal development calls for a special
methodeological tools to not be emptied of its meaning, I
decided that the most useful way to illuminate the complex-
ity of these issues is to conduct a phenomenological study
which will describe and compare educational environments,
focus on the possible presence or absence of transpersonal
components, and seek a clarification of the concept of

spirituality.

Summary

The foregoing chapter presents various theoretical
viewpoints regarding transpersonal theory and childhood
development . It i= stated that the majority of transperson-

al theorists appears to accept traditional models of child

development. The usefulness of such acceptance for trans-
personal theory 1s questioned. The concept of spirituality
in general and as it concerns children is explored. The use

ot quantitative and qualitative methodolcgies for the explo-
ration of transpersonal topics is discussed in general.

Five research questions are presented.




CHAPTER I1

CONTEMPORARY PSYCHOLOGIES

There are three major traditional models of the psy-
chology of human development which form the historical
background in front of which transpersonal psycholegy ex-
ists: behaviorism, depth psychology, and humanistic psy-—

chology. In this chapter, T describe those fealtures ot the

v

traditional theories that distinguish them from transperson-
al psychology. I then discuss the nature of transpersonal

psychology in detail.

Behaviorism

Behaviorism as a psychological discipline took shape
within the framework of logical positivism (Tageson, 1982).
Positivists insisted that truth is what can be evperienced
by one's senses, that any attempt to explain the world
metaphysically js simply meaningless, and that for any
scilentific conclusion to be "true," there has tc be an
observable referent.

Behaviorists apply this philosophical proposition by

studying publicly observable human (and animal) behavior.

I'm accord with the scientific tradition of logical positiv-
ism, explanations of the nature of humans are based on

14
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"carefully controlled observations of public, objective,
quantifiable data" (Tageson, 1982).

The behaviorist movement has not been uniform, yet is
characterized by two underlying themes. First, behaviorism
focuses on the process of learning. Learning is dissected
into three parts: 1increase or decrease of a clearly defina-
hle, objectively observable response; antecedents, i.e.
events that precede a response; and consequences which
appear in the form of positive or negative reinforcers
(Maddi, 1989). Behaviorism does not explore human con-
sciousness because it is thought of as a private event that

eludes scientific inquiry.

Depth Psychology

The primary interest of depth psychologists - such as
Adler, Jung, Fromm, Erikson, and most notably Freud - is In
explaining psychological forces that supposedly underlie
human development. Those forces are said to be beneath
conscious awareness, and form the dynamic unconscious
(Tageson, 1982). Rather than exploring human consciousness,
depth psychologists claim to have developed scientific
methods with which "experts" can define the type of uncon-—

scious force that is at work in a given situation.
Depth psychology originated with 3igmund Freud's devel-
opment of his theory of the unconscious (Hall, 1954). Like

the behaviorists, Freud was greatly influenced by the posi-

tivistic idea that psychology is a science similar to other




natural sciences, and that the human mwind can be studied

and quantitatively measured. Furthermore, Freud was fasci-
nated by the new physics of his times. The major theoreti-
cal concept concerned the conservation of energy. Freud
so0on conceived the human personality to be such an enerqgy
system that follows specific laws. The main energy 1is
focused in the unconscious; the task of the depth psycholo-
gist-expert is to use scientific tools to uncover the dynam-
ics of the unconscious. The scientific tools include free
association or projective tests.

Bettelheim (1986) arques that Freud's work has been
misunderstood in America due mainly to incorrect transla-
tions of his work. He indicates that psychology in Europe
at the time of Freud's early professional life was closer +to

the human sciences, i.e. seisteswissenschaften, than to the

natural sciences, i.e. Naturwissenschaften; He believes

Freud never meant to restrict psychoanalysis toc the realm of
the natural sciences.

While it is true that there exist indeed many weakness-
es in the English translations of Freud's writings,
Bettelheim's argument that Freud approached the study of the
human soul from a non-clinical point of view or that his
greater concern was the description of individual soul

landscapes is not entirely convincing. Only the older Freud

T

xpressed doubts about psychoanalysis being an exact
sclence; it was Freud who, fluent in English, agreed to the

original translations of his work; and, most importantly,
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Freud never changed his conceptualization of huwman develop-
ment as a constant battle with contradicting inner forces.
The emphasis on the individual unconscious could lead to bthe
conclusion that Freud's theory is in opposition to Behavior-
ism. In reality it is only a shift in level of observation.
Especially the concept of the Superego reminds of the mecha-
nism of yeward and punishment, where quilt funclions as
punishment and pride functions as reward. Reward and purn-
ishment are first experienced in the real world only to be
internalized rapidly. One cannot help but notice that in a
way some of Freud's descriptions of inner psychodynamic
events resemble explanations from learning theory. The goal
of psychoanalysis 15 to reveal the mechanisms of the uncon-
scious and to transform them into observable events, i.e.
the verbalization through the patient and to possibly
change behavior, i.e. restructure the forces of the uncon-
scious.

It is noteworthy that depth psychology began as an
attempt to explain human pathology. In crder to stay within
the strict scientific guidelines of the times, a model had
to be developed that could serve as an explanation of other-
wise inexplicable behavior. Contemporary representatives of
depth psychology, necfreudians, are much closer to the
humanistic branch of psychology. They stress psychological
health rather than pathology in their theories. Yet, the
core of depth psychology remains the conflict model. This

model views humans as being caught in an inevitable strug-




gle between opposite life forces. In this sense it is a
reductionist model that conceptualizes humans as relatively
passive and in need of an expert, i.e. the psychoanalyst, to

help resolve the conflict.

Humanistic Psychology

The central theme of the humanistic perspective is its
innovative conceptualization of personality development.
Personality development, indeed the development of the human
species, 1is said to be based on consciousness (Maslow,
1971). More specific, humans are capable of self-conscious-
ness. This 1s a major attribute of humans and one that
consequently leads to conscious experience, conscious in-
tent, and the possibility of choices or personal freedom
(Tageson, 1982).

One of the most striking differences between behavior -

izm and depth psychology on the one hand, and humanistic
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psychology on the other hand, is the latter's focus o
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human potential, on healthy development, and on the
that humans inherently strive to actualize more and more of
their potential (Schultz, 1977).

Abraham Maslow, probably the most influential humanis-
tic psychologist, originally suggested that the highest
state of human development is the state of complete self-
actualization. In his later years, Maslow realized that
self-actualization might extend to states of consciousness

heyond ordinary waking consciousness, and that the self-
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actualizing person can experience being part of a more
extended reality than the personal self (Maslow, 1971). 1In

The Farther Reaches of Human Nature (1971), he devoted a

whole chapter to the issue of transcendence, a possible
state after self-actualization. However, these ideas never

became part of his basic theory.

Transpersonal Psychology

Theory

In its focus, transpersonal psychology goes beyond all
traditional psychological theories. The fundamental change
is in the acknowledgment that man is more than matter, more
than a driven element caught between conflicted forces, and
more than a creation with free will and an urge for self-
actualization. Reality is no longer defined as comprising
only what 1s accessible through ordinary human conscious-
ness; rather, there exists a larger reality, a spiritual
reality, a common ground of being in which we all partici-
pate. Humans are capable of developing beyond self-actuali-
zation, can transcend the ego-self, and move towards sub-
jective experiences of ultimate participation with the
common ground of being (Tart, 1975; Walsh, 1980; Wilber,
1981).

Transpersonal psychology defines the evolution of
consciousness as the essence of the evolution of the human

species; the development of consciousness is the major task

of the individual human being. Evolution of the species and




development of the individual are interconnected: all
existence is an expression of the consciousness of a common
origin, which religions might call God, but which transpex -
sonal psychologists also call "ultimate truth", "ultimate
state of consciousness", or "common ground of being" (Wil-
ber, 1981). The goal of evolution of the human species is
the realization, by all its members, of the fundamental
identity with the common ground of being. An individual -
after passing through necessary states of personality devel-
opment, such as the formation of sense of identity, an "ego-
self" ( Pearl, 1989) - can attain a transpersonal level of
development. This level is characterized by the capacity to
not only function at the personal level, but to directly,
subjectively experience the basic identity of oneself with
the larger reality, namely the ultimate ground of being. It
is further held that the accumulation of such individual
developments will eventually lead to the universal realiza-

tion of consciousness.

Altered States of Consciousness

The concept of ASC's presupposes that consciousness is
a pattern of functioning, and that this pattern can be
altered voluntarily (Tart, 1975). Within transpersonal
psychology, ASC's are seen as different paths that have the
potential of guiding a person towards transcending the ego-
self and to the realization of one's participation in a

larger context than what one ordinarily perceives to be
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reality.

The idea of ASC's is in fart very old. The Christian
spiritual traditions tell of people who experienced a trans-
formation of ordinary consciousness through intensive praver
or particular spiritual meditations. Meditation has also
been a recognized spiritual practice in most Eastern spirit-
ual traditions (Smith, 1954). More recently, Roberts
(1989) suggests to change the term ASC to "Mindbody States."

His argument is that the term consciousness is prone to many

different interpretations, not all in the spirit of trans-
personal psychology. By using the expression mindbody
instead, the emphasis is on the unity of the mind with the
body, an emphasis that implicitly indicates the concern of
transpersonal psychology with a holistic approach to de-
scribing human development.

The spectrum of tools to alter ones state of conscious-
ness includes the use of hallucinogenic drugs, intensive

prayer, bilofeedback, and meditation.

Meditation

Although there exist many different kinds of meditation
traditions and techniques, meditation is essentially a form
of training attention (Linden, 1973). Through continuous
practice , the meditator becomes increasingly able to sus-
pend the incessant stream of ordinary consciousness, moves
closer to the present, and refines awareness of the subjec-

tive elements of experience. The key to such refined aware-




ness seems to be the giving up of resistance to the crea-
tions of consciousness.

The main body of research on meditaticn describes the
alteration of physical states, such as increased alpha wave
production, or changes in cognition, such as enhanced field

independence or reduced anxiety (Benson, 1975; cCredidio,

1982; Earle, 1981).

Spirituality

It is stated in Chapter I that the term spirituality is
used in many different ways by authors writing in the trans-
personal tradition. This section presents samples of this
diversity.

A large number of writers draw in their arguments for a
spiritual component of human development heavily on Eastern
philosophies, especially on the idea that a spiritual expe-
rience is the intuitive apprehension of one's basic, exis-
tential oneness with the origin of creation, with God. This
experience can take on many forms. Shinzen Young (1986)
describes it so0: " [Mleditation...is a journey to where one
is. The distance separating starting point and goal is
zero" (p. 9).

The meditator eventually may be able to experience some form
of ASC's, but this is not a goal. The aim is for a deeper
and deeper understanding of one's basic, i.e. spiritual,
nature and the realization of unity with the common ground.

Although this last aim could be understood as comprising an
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ASC In itself, it goes beyond that. Once ultimate realiza-
tion of consciousness is attained, one is not in a particu
lar state per se; rather consciousness as such 1s reached
which includes all possible ASC's. By moving through layer
after layer of levels of consciousness, one might arrive at
the point of origin, the self, but the transcended self.

The same kind of unity as the essence of a spiritual
experience is described within the Christian tradition.
Deikman (1972) discusses the spiritual experience of unity
as part of the mystic experience, and quotes William James:

In [Christian mysticism] we find the same recurring

note, so that there is about mystical utterance an

eternal unanimity which ought to make a critic stop and
think, and which brings it about that the mystical
classics have ... neither birthday nor native land.

Perpetually telling of the unity of man with God, their

speech antedates languages, and they do not grow old.

(p. 214)

Charles Tart (1975%), on the other hand, is much more
interested in establishing the notion that direct experience
of spirituality is a result of experiencing some ASC's.

These spiritual psychologies emphasize the necessity of

experiencing various spiritual things for cneself,

rather than just believing them, and provide various
kinds of techniques for altering one's state of con-
sclousness in order to experience directly the bases of

the spiritual path. (p.55)

Although he regrets the inadequacy of our language for
descriptions of what he calls "spiritual psychologies," he
becomes more concrete than any other transpersonal theorist.

He, too, emphasizes the connection between spirituality, a

feeling of oneness, and ego-transcendence:
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Conscious spiritual intuition reveals the meaning of
life in terms of images and symbols during waking
hours. Tt can alsec operate during altered states of
consciousness,such as the burning-bush experience of
Moses ... Superconscious spiritual intuition is medita-
tive experience in its most sublime form ... It pro-
vides insight into the spiritual oneness of all exist-
ence and intoc the mystery of Being as the nontemporal
ground of the universe. [It is] the kind of ontologi-
cal experience in which the subject-object dichotony is
completely transcended. (p.247)

Then there are those writers who explain spirituality
as connected to traditional religions. Maslow (1972) de-
fines spirituality as inherent in peak experiences, and
warns against the dangers of organized religion:

In a word, organized religion can be thought of as an
effort to communicate peak-experiences to non-peakers,
to teach them, to apply them, etc. Often ... this job
falls into the hands of non-peakers. ... In

addition, ...this essential core-religious experience
may be embedded either in a theistic, supernatural
context or in a non-theistic context. (p.355-356)

Capra (1975, 1983) alerts the reader to the inseparable

connection between spirituality and religion:

For an understanding of any of these philocsophies to he
described, it is important to realize that they are
religious in essence. Their main aim is the direct
mystical experience of reality, and since this experi-
ence is religious by nature, they are inseparable from
religion. (p. 85)

And finally, Tart (197%) makes an effort to encourage
scientific investigations of spirituality:

he realm of the spiritual, and the connected realm of
ltered states of consciousness, is one of the most
powerful forces that shape man's life and destiny. I
think attempting to keep these realms and the realm of
science separate is dangerous, and I hope we will go on
to develop state-specific sciences and similar endeav-
ors that will start building bridges between them.
(p.58)




Experiencing what is called the ultimate interconnect -
edness of all creation could have a very realistic implica-
tion fer human development: It might lead individuals to
the realization that - to use Buber's (1958) metaphor - the
I and the Thou are one, and that "I" is nltimately respensi-

ble for "Thou."

Summary

Chapter II first presents an overview of the major
traditional models of human development, i.e. Behaviorism,
Depth Psychology and Humanistic Psychology. A major portion
of the chapter is devoted to examples from the literature
with regard to descriptions of transpersonal theory. A
brief section contains specifics of A3C's, of the general
trend of studies regarding meditation practice, as well as
of the concept of spirituality. A variety of examples
documents different definitions of spirituality and high-

~

lights the ambiguity of the use of the concept.




CHAPTER I1I1I

PHENOMENOLOQGY, THE HUMAN SCIENCE APPROACH

AND TRANSPERSONAL PS3YCHOLOGY

In Chapter I, I suggested that the subjecl of this study,
transpersonal child development, is best investigated by
applying phenomenological methodology. In this Chaptexr, I
describe major features of the philosophy of phenomenology,
how it provides the basis for qualitative methodology and
the human =ciences, and how these issues relate to transper -

sonal psychology.

The Philosophy of Phenomenology

The birth of phenomenology took place in Europe around
the turn of this century. Its most eminent proponents were
Edmund Husserl, Martin Heideqgger, Maurice Merleau-Ponty,
and Jean Paul Sartre (Kvale, 1983). Phenomenology advocates
A conception of the origin and nature of knowledge, i.e. an
epistemology, that focuses on the understanding and acknowl-
edgment of consciousness and subjective experience. Levin
(1983) writes in his discourse about Husserl's approach:

Phenomenology puts itself in the service of humanism

whenever its articulation of human experience is aimed

at a self-awareness and self-understanding that respond
to the inborn needs of human nature and challenge us to
deepen our awareness and develop our ownmost potential

for being. Considered experientally, this potential

26
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lies in, and indeed essentially constitutes, the very
depth of experience. (...) Thus, humanism requires a
phenomenoloqy of depth, a phenomenology capable of
being true to our essential nature and serving us by
deepening and opening up our experience of being (p.
218).

Phenomenology sets itself in opposition to the positiv-
istic view of the world and of human beings. From the
standpoint of positivism, human beings are conceptualized as
separate entities, particles in the universe that can be
held constant for the purpose of objective scientific inves-
tigation. Positivisw further holds that it is imperative to
focus on a limited, predefined number of variables dur ing
one's scientific inguiry. In doing so0, the world and humans
are endowed with a static quality, and the assumption is
made that any phenomena under investigation can be under-
stood in a static way.

Phenomenology holds that the essence of human exislence
cannot be adequately conceptualized by using a mechanistic
model of humans. It rejects the static model of the world.
Rather, it employs Husserl's concept of "Gemeingeist" (Carr,

1983). Gemeingeist, becomes difficult to transliate bescause

of the geist, which means spirit as well as idea. Essen-
tially, Gemeingeist points towards a unity in spirit of all
humans, and might well be freely translated as unifying
consciousness. By recording intersubjective experience, the

researchexr in the phenomenological tradition brings to

w

common consciousness somebody else's experience which in
turn was discovered by sharing - through participation - in

a common object, what Husserl calls "internal time-
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consciousness" (Carvr, 1983).

Phenomenology is a "description of conscious experience
in order to uncover essential structures in that experience”
(McBride & Schrag, 1983, p. 274). As such it is part of the

human sciences. The literature provides repeated refer -

ences to the original concept from which the term 'human

sciences' was translated. It is the German word Geisteswis-

senschaft (Aanstoos, 1984; Degrood, 1976; McBride and
Schrag, 1983; Rist, 1977). A more direct translation
would be to say "the science of the spirit." Yet, even this
almost verbatim translation misses the true meaning of the
word 'Geist', for it means spirit as well as human essence,
soul as well as mind. It is not even limited to science
about humans but can also be interpreted to mean 'all that
is transcended, above ordinary consciousness.'

The humanistic aspect of phenomenology thus parallels
closely transpersonal psychology's major ideas: It, too,
acknowledges the validity (and centrality) of subjective
experiences. It adopts a world view that rejects the con-
ceptualization of humans as static, isolated entities.
Subjective experience and reflective consciousness are
dynamic components of subjects which cannot be fully under-
stood by remaining on the outside. The phenomenological
researcher feels obligated to describe that subjective
inside as fully as possible. It is suggested that there
exists a deep interconnectedness between all matters of

existence. Finally, human experience is viewed primarily as
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the experience of progressively unfolding consciounsness.
Within this model, reality as well as consciousness are
properties of the individual human, subject to alteration

due to subjective experience.

Quantitative vs. Qualitative

Research COrientations

To do scientific research means, traditionally, to
identify, measure and statistically analyze specified varia-
bles. The educational researcher who employs such criteria
for educational research imitates the natural scientist in
the positivistic tradition. Eisner (1985) reports:

The belief that educational research is a form of

inquiry whose conclusions can be couched only in num-

bers is s0 pervasive that, of seventy-five articles

published in the Educational Resgearch Journal from 1981
through 1983, only two were nonstatistical. (p.15)

It is unfortunate that so-called guantitative mebthodol-

ogies and gqualitative methodologies are perceived as mutual-

ly exclusive. While it is true that the selection of scien-
tific inguiry in part evolves, or should evolve, from the
researcher's philosophical orientation, the main concern

should be to match the tools to the task. In dealing with

human experience, feelings, and levels of consciou:
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restricting one's tools to the comparison of numbers is
simply inadeguate.

Tart (1975) discusses in detail the need for state-
specific sciences. He argues that the exploration of ASC's

would be more fruitful if the investigators/scientists could




be observers, subjects, and experimenters.,
If such sciences could be created, we would have groups
of highly skilled, trained, and dedicated practitioner:s
able to achieve certain d-ASC's, and able to agree with
one another that they had attained the common state.
(p.39)

So far, however, state-specific sciences for the explo-
ration of ASC's or for main concepts of transpersonal psy-
chology do not exist.

Rist (1977) explains the essential difference between
quantitative and qualitative methodoleogies: In quantitative
research,

human events are assumed to be lawful; (...)efforts
are predicated upon & belief in the correctness of the
scientific method as it is practiced in the natural
sciences. (...) qualitative methodologies assume there
is value to an analysis of both the inner and outer
perspective of human behavior. 1In the German, the term
1s verstehen. (p. 44)

"Verstehen" means more than "understand," or "know."

It is a concept that transcends knowledge and points towards
deep comprehension of phenomena. An analogy with language
might be helpful to clarify the issue further. A student of
& foreign language might be absolutely fluent in that lan-
guage. A true verstehen of the language will elude him or
hey 1f language fluency is not accompanied by comprehension
of the cunlture that created this language. One of the most
difficult tasks of an interpreter is to match words with the
underlying meaning. In the same mannexr, one of the most
difficult tasks of the human scientist is to match the
statistical data to the actual subjective experience of the

subjects. Qualitative research, and in particular the




method of participant observer provide a tool for Zolving

this problem.

The Insider's Viewpoint

Edmund Husserl (McBride & Schrag, 1982) advocates to qgo
"zu den Sachen selbst." This means that the researcher has
to get as close to the phenomena under investigatiocn as
possible. The detached, 'objective' point of observation of
the positivist does not allow the uncovering of the subijec-
tive reality of the observed subjects.

Participant observation is a recommended design ap-
proach when the phenomenon of interest is not well under-
stood (Jorgensen, 1989). Reasons for a lack of familiarity
with the phenomenon can be, among other things, the complex-
ity of the issue or the lack of comprehensive data about it.
Through participant observation the researcher approaches a
phenomenon very closely and is in a position to report and
reflect on lived experience. Becoming a participant observ-
er resembles some of the eastern spiritual practices that
provide access paths for adult transpersonal development.
Sitting quietly and for extended periods of time, attempting
to let go of resistance, becoming an observer of oneself so
as to not judge but understand, engaging in a non-dualistic
way of knowing as opposed to conceptual analysis - all these
steps in transpersonal development correspond with the
essential task of phenomenclogical research, namely to

"disclose...meaning, including the implicit dimensions,
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relations, and relative importance with the essential struc-
ture of the phenomenon" (Wertz, 1984, p. 32).

The phenomenological researcher's quest is for the
gestalt and the unifying principle of a particular phenome-
non. The method of partlicipant observation provides the
researcher with a philosophically and conceptually adequate
tool for investigating the inherent subjectivity of trans-
personal concepts.

Discussions on methodology questions often circle
around the question of the validity of subjective meaning.
Chapter IV addresses this issue in depth. The validity of
subjectivity is closely related with definitions of reality.

he phenomenological research approach as well as transper-
sonal psychology rest on the followving concept of reality:
Ultimately, we all create our own reality. We experience
the world and ourselves in it through our senses, we create
meaning for ourselves and base our interactions on this
meaning. CQur subjective map of the world has serious conse-
quences for our behavior. It is irrelevant that someone
else might judge this subjective world map to be flawed,

full of "logical" errors - it is the

o]

nly reality on which
we base our behavior. As Jorgensen (1989) puts it, what
happens to people in their everyday life is their subjective
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ality, their only reality. The method of participant
observation allows the researcher to get close to the every
day world of the informants. The researcher's task becomes

one of uncovering and truthfully reporting the multifaceted
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layers that constitute realibty to the participants.

The Analytic Cycle

Jorgensen (1989) characterizes analyvsis as & process of
Y P

breaking the research material into pieces for the purpose
of further investigation. 1In qualitative research, the
process of analysis is used to uncover specific clusters of
related data. The initial research process is characterized
by galining access to the phenomena of interest, and by
collecting substantial field notes. During analysis, the
focus is not so much on data collection as on approaching
the data with an open mind. While the basic research ques-
tions will guide the investigater in sifting through the

collection of material, he or she approaches these records

relatively free from preconceived ideas about possible
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result: this point that the researcher brings to

light the patterns of the phenomena by detecting existing
landscapes of meaning . Instead of using an existing pat-
tern and analyzing the data by dividing them into those
which fit or do not fit the pattern, the phenomenological
researcher tries to bring to light inherent patterns of
meaning. Wertz (1984) explains:
Though we use the word 'analysis,' we do not mean any
sort of objectifying reduction into static elements but
rather the explication of the dynamically flowing
phenomenon. (p. 40)

This type of analysis, too, is in the spirit of trans-

personal psychology: The human subject is not a guantifia-
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ble, static object, but truly a subiject.

Communicating findings

Communicating findings of qualitative research is a

process that involves several steps. First, the writing

Hh

process begins as soon as the researcher enters the field

o]

investigation. Field notes are taken as extensively as
possible, recording a multiplicity of factors (Jorgensen,
1989): physical descriptions of the environment, observa-
tions of interactions of subjects, interviews with them, and
personal reflections of the observer. It is best to keep
separate records of observation and personal reaction to
later ease the process of illuminated analysis.

The next step is to analyze the records as described
previously. This part of the writing process consists
mainly of grouping and reorganizing collected material.

Once dominant characteristics of the phenomena are
mapped out, writing proceeds to an account of these charac-
teristics in an organized fashion. Some of the material
collected will not be reported if it turns out not to illu-
minate the issues. Although every gualitative study uses a
unique form of data presentation, some such general guide-
lines as described above can be followed (Jorgensen, 1989).
Some parts of material cannot be easily integrated in the
body of the text but are reported in epilogues or afterwords
or appendices.

Specific issues of the writing process as they relate
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to this study are addressed in Chapter 1V.

Summary

After a brief description of the philosophy of phenome-
nology, the qualitative research process of becoming a
participant observer is discussed in a general philosophical
context. Special attention is given to the issues of the

insider's viewpoint, the analytic cycle and the task of

communicating findings.




CHAPTER IV

THE RESEARCH PROCESS

This chapter details methodological issues of gualita-
tive research and how they relate to the present study. The
comprehensiveness of this chapter has one main reason:
clear accurate and complete description of the many complex
steps involved in this type of research is the major way in
which gualitative research assures reliability. At this
point, no attempt is made to argue for the superiority of a
qualitative methodology. The reasons for choosing a phe-
nomenoliogical approach have already been detailed in Chap-
ters I and III. For an excellent theoretical treatise
regarding social phenomenology in general the reader may
want to turn to Valerie Suransky's research (Suransky,

1977). Any comparisons with guantitative methodologies

[}
h

merely serve to illustrate specific assumptions and goals
this study.

This chapter contains the following sections:

1. The invention phase: Setting and participants

2. The discovery phase: Gathering information

3. The interpretation phase: Setting/person - specific
themes

4. The Explanation phase: Communicating findings

J
o
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Alternatives to hypothesis testing
6. Validity and reliability

7. Strengths and limitations

The Invention Phase: Settings

and Participants

The original research questions in this study were

presented in Chapter I. Transpersonal psychology's central

theme, the gradual unfolding of consciousness as an aspect
of both the development of the individual and the evolution

of the human species, definitely contains a spiritual compo-

nent. Spirituality is seen as the to-be-rediscovered varia-

ble in the developmental equation; asserting that con-

sciousness develops/evolves towards a "common ground of

being" (Wilber, 1980, 1989), towards the "ultimate Truth"

(Washburn, 1988) or the "Godhead" (Tart, 1975) implies some

sort of spiritual guiding principle or source. A clear

framework for determining the characteristics of "spiritual-

ity", however, can be found neither in the major accounts of

transpersonal theory (Tart, 1975; Walsh and Vaughan, 1980;

Washburn, 1988; Wilber, 1975, 1980) nor in the better known

experiential documents (Armstrong, 1984; Koltko, 1989;

Murdock, 1987; Wilber, 1989). The selection of educational

settings for the purpose of this study was therefore guided

by the requirement that each setting should have an ex-

pressed spiritual context.

It is generally recommended when engaging in this kind

Oklahoma Siate Univ. Library



of field work to avold familiar environments; by choosing
relatively unfamiliar terrain the chances for richer theo-
retical discussions rise (Stainback and Stainback, 1988).

Based on these prerequisites, I selected three possible

observation sites.

Research Sites

School A is a Catholic parochial school (K - 12) locat-
ed in the lower middle class section of a Midwestern city
with approximately 500,000 residents. School B is a private
school (K - 12) located at the outskirts of a mid-sized city
(population: 80,000) in the same geographical area. It
bases 1ts stated purpose on Christian fundamentalist
thought. School C is a small private school serving the
Jewish community of another Midwestern city (population:

approximately 400,000).

Gailning Access

During the Spring of 1990 I contacted the principals of
Schools A and B by phone and discussed with them the scope
of this study. I then arranged for a personal meeting with
each principal and the teacher who would be my main contact
within the individual school. I followed the same procedure
in the late Fall of 1990 with School C.

In all three cases I was able to gain permission for
the study despite the necessarily very broad scope of the

investigation. The assurance of total confidentiality and
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anonymity combined with the utmost openness as to the pur-
pose of the study on my part strongly contributed to the
positive tone of these initial contacts. Additionally, T
presented myself truthfully az a novice who wanted to leaxrn
from the informants the essence of the particular spiritual
aspects at each school. Although I had carefully choreo-
graphed these initial steps towards data collection, 1 had a
first taste of what it meant to make on-the-scene modifica-
tions of planned procedure: During each initial personal
contact an array of emotions ranging from suspicion to

defensiveness had to be overcome; it was overcome mainly by

paving close attention to the individuals involved and by

being willing to accommodate their concerns.

The teachers and the students of third - and fourth
grade classrooms were the primary participants of this
study. In School A the principal suggested to observe the
third grade. 1In School B the fourth grade teacher made the
decision to participate after an hour long personal inter-
view with me. In Schoocl € the principal initially suggested
the fourth grade teacher; she accepted after she had talked
with me for about half an hour.

There are three interrelated reasons why I observed
third and fourth grades instead of choosing one over the
other. It is not within the reguirements of gualitative
research to exercise extreme control of variables, such as
age, so as to exclude variation of saild variable for the

purpose of strengthening validity. Therefore, I could focus
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on preadolescent children without having to match the par-
ticipants with regard to their age. The literature guided
me to the use of third and fourth grades. Wilber (1980,
1989) explains that the "ego-realm" is the last portion of
the "outward arc", i.e. it is before adolescence, betwveen
the ages of four and twelve, that an individual's "interper -
sonal relationships become intra-psychic structures™ (p.31).
Wilber divides the ego realm into three stages. The second
stage, the middle ego, lasts from about seven years to
twelve years. My selection of third and fourth graders made
for participants which interacted with adults in a highly
verbal way. This, in turn, resulted in a large collection
of direct quotes of children's contributions to interac-
tions. The verbal accounts together with the nonverbal ones
are rich unaltered primary data.

It was agreed that I could come and go as I pleased;
however, the teachers expressed positive feelings about the
fact that I usually coordinated my visitation schedule with

them.

Duration and Nature of Visits

I visited Schools A and B during April and May 1990 for
two or three days per week. The visits to School ¢ took
place during December and January 1990/91. I spent approxi-
mately elghty hours each in School A and in School B, and

approximately sixty hours in School C. In all three cases I

usually was at the site before school started in the morning




and left late in the aflternocon with the teacher. I chose

this intensive way of observation over short, one - or two

hour long visits because it

162}

eemed to be the most promising

way for establishing the necessary vapport. Tt speeded up
the process of becoming an alwmost natural part of the set -
ting. By spending whole schoocl days with the contact teach
ex whenever possible three more things happened: 0QOne, I got
to know the setting specific routines rather guickly; two,
it reassured the participating teachers that my role truly
was that of the learner; and, three, I was allowed to
participate much earlier in the process than T had antici-
pated; this helped me discover what I had in common with

F

the participants, share those aszpects, and in turn be given

w

information more freely, informally, and personally. Also,
I was able to get to know the individual students by name
and establish positive contact with them very early on. It
all added up to a good bhase for trust and a certain emotion-
al connectedness that was one of the developmental corner-

stones of this study.

The Discovery Phase:

Gathering Information

The general framework for the inquiry is provided by
the basic research gquestions as stated in Chapter I. The
specific method employed is that of the participant observ-
er. In Chapter 111, I presented arguments for using this

particular methodology. There, I also outlined general
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guidelines for how participant observation is carvied out.
In the present section, I will summarize what kind of
information was gathered for this study and what specific
data collection and recording methods T cmployed.
Six different types of information form the bhody of
data in this study. The major data source is the collection

of participant obsexrvations. Every day I spent in one of

these settings, some informal talks with the contact teach-

ers, other faculty and staftff members as well as with stu-

dents provided additional data. Each contact teacher agreed
to a formal interview combined with a pile sort task. I was

allowed to freely tour the various institutions and record

detailed descriptions of the physical environment of sach

setting. The principals provided me with parent handbooks,
flyers specifying school policy and philosophy; the teach-
ers let me borrow textbooks and virtually any written mate-
rial in which I showed interest. In this manner I accumu-

lated a variety of written documents about the settings.

Finally, students permitted me to look at theiyr written
work. I was allowed to make copies of one assignment that I
deemed especially valuable for demonstrating a particular
point of view.

By using such a variety of data I followed the highly
recommended principle of data diversity (Stainback & Stain-
back, 1988). Following are some observations and comments
regarding the properties of these six types of information.

My role as participant observer was nct the same in




each setting, nor was it the same with each person I had
contact with. The role also changed within settings due to
the development and, consequently, change of the various
relationships. The general trend was as follows: Partici-
pation increased in all settings with time. Once they had
themselves committed to the project, adults usually permit-
ted moderate participation. With regard to the students ay
role changed from passive participation to various forms of
noderate participation.

The flavor of informal talks varied with the type of

participant. Contact with the various adults changed from
nonspecific small-talk to the exchange of factual informa-
tion to -at least in two cases- a natural mix of both.
Those students who allowed me to come close needed to satis-
fy their curiosity about me first at thelr own pace before
they were willing to open up and make our contacts a give
and take.

The literature provides useful guidelines for the use

of semi-structured interviews and pile sort tasks (Coles,

1990; Stainback & Stainback, 1988; Weller & Romney,
1988). Flexibility is recommended; personal reactions
should be somewhat controlled; the interview setting should
hbe comfortable for the participant; and elaboration is to
be encouraged. By following these guidelines the researcher
stands a good chance that the course of the talk is primari-
ly shaped by the participants.

In the course of preparing the literature review for
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this study I had accumulated a large number of index cards
on which I had written terms, half-sentences, and questions
as they appeared in the various books and articles that I
read. At some point I decided to create a set of such cards
that would be a representative sample of the topic I was
investigating. I made sure to include a wide variety of
viewpoints in this sample set.

It was this pile of fifty-six index cards that I
brought to the interviews. The contact teachers were asked
to sort the cards in as many piles as they wanted, using any
organizing principle that they wanted. The only condition
was that they verbalize their thoughts and feelings as they
went along and that they explain the sorting categories to
me .  The content of the cards is reproduced in Appendix A.

At first, I faithfully recorded physical features of

the various settings simply because it is one of the re-
quirements for accurate documentation. 1 realized quickly
that certain physical features of the learning environment
played a role in the types of interactions I observed. For
evample, In School C a counter close to the classroom exit
served as sort of a private recovery area for children in
stressful situations.

The various types of written documents as described

above proved to be especially useful when it came to compar-
ing stated school philosophy with day to day events. Every
school had a specific official school handbook detailing

philosophy, procedures and schedules. School B was the only
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one where the actual textbooks used by the students in all
the general subjects (i.e. math, language arts, and
science/social studies) were especially created to promote
the stated spiritual philosophy of that school. I had asked
the children of School A for permission to make copies of
some of their work. One assignment represented to me a
particularly clear example of one of the points I wanted to
make in Chapter V. Excerpts of their compositions are
located in Appendix B. In none of the other two schools did

I find such a clear, unsolicited written example.

Recording observations in writing was the primary
method of recording data. In addition, I used a micrccas-
sette recorder for three purposes: to talk to myself on the
way home from the schools about impressions and observa-
tions; to record the more formal talks with the teachers;
and to covertly tape short segments of incidents in the
classrooms. Using the tape recorder openly in the classroom
would have been too distracting. I accumulated several
hundred pages of notes, including the transcripts of tapes.

The literature suggests general guidelines for keeping
a journal of field notes one should record as many verba-
tim accounts as possible; entries should be legible by the
researcher; they should be in chronological order, and they
should also contain the researchers "experiences, ideas,
fears, mistakes, confusions, breakthroughs,
problems ..." (Kirk & Miller, 1986, p.55). Stainback and

Stainback (1988) warn against using so-called interpretive




words, like M"messy" or "ineffective, and encourage explic-
it descriptions. Others recommend balancing one's technigue
of recording with the overall organizing principles (Van
Maanen, 1983). This means in fact to stay open towards the
possibility of having to change technical aspects of the
recording process. Finally, most every discussion on how to
take field notes includes suggestions as to the specific
notations one can use.

My field notes underwent several stages of development
with regard to their physical appearance as well as the type
of entries.

At my first visit I used a note pad and a mechanical
pencil. T discontinued both the same day: the note pad
made to much noise when I had to turn the page; the lead in
the pencil broke often and the print was too light for
comfortable reading. Over the months I used varicus spiral
bound notebooks and black felt pens.

It was important to develop a notation pattern that
would make it possible for me to distinguish between the
types of entry I made and that would let me record nonvexrbal
observations without using words, thus speeding up the
writing process. I used two kinds of notations. The first
kind follows an often recommended pattern; I used it wvery

consciously from the start:

ton for direct guotes
! ! for paraphrases

<D for personal comments along the way




for time divisions.

I soon found that I made a number

of other notations:
*

arrows in the margins to indicate special personal empha
sis

* double and triple solid lines to indicate the length of

pauses

* underlining words to indicate speech melody and emphasis
* simple brackets to continue abbreviated descriptions

after direct guote.

Every time I went back to a school, I felt more able to

legibly and fully include my personal feelings at the time

of the entry. I came to understand that responsible analy-

sis, which was to happen much later in the research process

was not harmed by such "irresponsible" personal entries; in
fact, they became necessary if I wanted to keep myself open

and record accurately.

The Interpretation Phase: Setting/

Person Specific Themes

In the discussion about the analytic cycle of phenome-

nological research (Chapter III) I described the

specifics
of reflecting on the collected data

In shert, the goal of

this phase i: to extract meaning from the data. The present

section describes the process of sorting through the field

notes and trying to identify major characteristics of the

various educational environments and the people in it. 1In
doing so, specific "maps" of educational environments became

47
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transparent, which I will describe in Chapters V, VI, and

The first step in my search for essential themes was lto
categorize the observations. This meant to read through
each page of the original notes and make a decision as to
what heading to give a particular entry. Following is an
example of an entry from my second visit to School B, and
the added margin notations?!:

J. has a problem with what somebody said

about him being so tall. (T) comforts j. K/K conflict

other kid says "hey now you made j.feel = ——---oeeo——-

bad.." (T)Y: "we are unigue T. conf. intertf.
(reference to Psalms)..God made us
wonderfully unique."

In the above example the three categories (in order)
denote a conflict between the students, the teacher enter-
ing this conflict, and one of the students also taking on
the role of a disciplinarian through scolding.

Phase two was characterized by mechanical work: Copies
wvere made of the original entries; then I cut them up and
pasted enltries for the same field together. In this mannexr
I started to build collections of specific headings. At the

same time I wa

r

5 able to sebt aside those personal entries
that had served to vent personal feelings, fears, etc. The
number of categories was still overwhelming; so was the

amount of paper T had to deal with at this point.

This lead to phase three, a rigorous reevaluation of my

1.The abbreviated notations mean: K = kid or student;
(T) = the classroom teacher
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margin notations. I began using a word processing program
and a hard disk drive that enabled me to shift entries from
one file to another with ease. I began to tally my margin
notations and ended up with a list of categories for each
School; next to the category was a graphic display as to

how often I had made a particular entry. For example, n

School € I originally counted twenty-six different catego-
ries for the times the classryoom teacher and the students
were together. This is how part of such a list for one set

of observations looked (- each dot represents cne instance):

¥ T-K conflict pos. res.: .......

¥ T-K conflicl ending in T. command: ..............

¥ T-K conflict ending in T. nonverbal aggression: .......
¥ T-K conflict ending in mark on

board: e e

These lists were useful in at least two ways: they
showed me qguickly and graphically which of the categories
appeared how often; and they aided me in the next step
which was another round of category analysis with the goal
to reduce their number and fleshing out the essential fea-
tures.

In phase four I discarded those entries in the various
categories that I deemed weak examples. The rewmaining
entriesc I resorted on the computer and printed hard copies
of the collection of observations for each category for each
school.

Finally, I read through each category, first by itself,

then in conjunction with what I deemed to be similar catego-

ries; I consolidated categories, resorted the entries and




eventually saw core themes for each school emerge.

Chapters V, VI, and VII portray the spiritual land-

scapes of the three schools as they emerged from this proc-

ess of observation, selection, transcription, and synthesis.

The Explanation Phase: Communication

and Meta-Findings

After the individual patterns for each school had

emerged and a preliminary description had been rendered, the

emphasis of the analytic energy was on the process of

detecting patterns that might concern more than just the

individual context of one particular school. The focus was

on comparing and contrasting the data; on setting them in

relation to each other as well as to the original research

questions; on entering into a communication between the

questions I had started out with and the answers that

evolved from what my informants had shared with me. This

was Aalso a time of reformulating the questions I had started

out with, being guided solely by the need to be truthful to

the collected data. In practical terms, it meant building

and rebuilding the structure of this study many times. The

result is this thesis. Major themes connecting the three

schools, as w:ll as an assessment as to the meaning of these

findings are contained in Chapter VII.

Alternatives to Hypothesis Testing

Ordinarily, a research study sets out with any number
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of hypotheses to be supported or discarded. The whole
process of data collection serves this purpose. The early
statement of hypotheses gives direction to the investigation
(Kazdin, 1982; Sexlin, 1987. This type of research is most
widely used to confirm a thecrxy that is already in place, or
at least parts of it.

Transpersonal theory, especially when it comes to pre-
adolescent children is not yet firmly in place. Major
concepts, especlally the terms "spiritual" or "spirituality"

1.
[

et

are used by thecreticians without guiding definitions
is evident from the literature that these concepts appear to
have an important place within the theory. It is also
concelvable that spirituality may be defined in various ways
by the "subjects" of an investigation such as the present
one.

The stage 1s set for the researcher to acknowledge that
the use of the hypothesis testing model of inquiry would be

a mistake: If I do not know what T will discover, i.e. if

i

pirituality possibly exists in various forms for the same

U

end, namely increased awareness/ development of conscious-
ness, I cannot -via methodology- pretend that I actually do

know, 1.e. use an operationalized definition of spirituality

o]

that I, for lack of examples, create myself for the purpose

of a study. Consequently, an alternative methodology has to
be chosen. My method of choice was the gualitative approach

of participant obsexrvation.

Stainback and Stainback (1988) outline ten ways in
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which guantitative and gualitative research differ from
each other. They can be paraphrased as follows:
1. The purpose of a study shifts from a prediction model to

one that aims at extending theory.

2. Definitions of reality shift from stable to relative.
3. The scientific viewpoint shifts from objective to sub-
jective.

4. Introduction of personal values into the study becomes
justifiable.

5. Control of variables 1s given up in favor of widening
the base of variables.

6. The possibility of changing the original research focus,
especially during the analytic phase, is accepted.

7. Data change from being objective/static to heing subjec-
tive/dynamic.

8. There is no reguirement to use standardized instruments.
9. Research conditions change from researcher controlled to
natural.

10. Results aim at depth rather than breadth.

The present study illustrates each of these points
clearly. In the absence of information regarding preadoles-
cent children in educational settings and spirituality, the
purpose of this study had to move from mere prediction to
extraction of meaning and increasing understanding for
theoretical positions. The traditional stable concept of
reality was abandoned in favor of that of a dynamic reality.

As already discussed in Chapter I, it is consistent with the




philosophical base of transpersonal psycheology to accept
this view. The latest arguments from the so-called hard
sciences with regard to reality make it at least plausible,
"if not desirable ... to thrust mankind into the role of
creator as well as observer and participant” (Casti, 19901}).
I validated the participants' subjective, shared reality by
giving a detailed account of the whole process of data
collection, and by discussing aspects of the shared reality
without alteration. This was only possible by assuming a
particular viewpoint. By choosing the qualitative methodcl-
ogy of participant observation I traded the 'objective'
outsider point of view in favor of becoming an insidex.

This brought with it the introduction of my personal values
as most clearly indicated by the selection of the research
problem and by the decision to focus on particular aspects
as stated in Chapter I. The above issues speak directly to
the question of validity and will be more fully addressed in

the newt section of this Chapter. Focus and orientation of

this study were strictly in the phenomenological tradition:
in order to look at the original research guestions in a
holistic manner, I collected a wide variety of data, as
Adocumented in the previous sections of this Chapter. The
focus of analysis and synthesis was primarily on the explo-
ration of concepts, e.g. spirituality, and the widening of
transpersonal theory to include a discussion of preadoles-

cent developmental influences in particular educational

settings. This is a necessary difference from the quantita-
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tive focus of isoclating and controlling variables for the
purpose of hypothesis testing. Another difference concerns

the type of data, of instrumentation, and of conditions.

Quantitative methodologies are meant to ensure the collec-
tion of "objective" data that are somehow enough alike so
they can be compared with each other. Researcher controlled
conditions are imperaltive. Having decided on the intrinsic
appropriateness of a qualitative approach to my research
questions, I collected data in natural settings. The col-
lected data were subjective, and by assuming the role of
participant observer I made myself the instrument with which
to take measurements. The results of this study might not
be replicable in this form. However, the structure of this
study can serve as model for similar studies. Reliability
and validity were considered. In accordance with the re-
quirements of the chosen methodology T gave priority to

validity.

Validity and Rellability Questions

Kirk and Millexr (1986) say about validity and reliabil-

Loosely speaking, 'reliability' is the extent to
which a measurement procedure yields the same answer

however and whenever it is carried out; 'validity!' 1is
the extent to which it gives the correct answer.
(p.19)

Judd and Kenny (1981) demonstrate the contradictions a
researcher may encounter in the search for the acceptable

balance between validity and reliability: seven of the




eleven chapters of their beok deal with threats to the
different kinds of validity in guantitative research de-
signs. Judd and Kenny also point out that there is usually
a trade-off between reliability and validity: quantitative
methodologies generally sacrifice validity, favor reliabili-
ty, and put strong faith in the selection of research
strategies designed to take care of the varicus "threats'" to
validity and reliability.

Kirk and Miller (1986) as well as a number of other
authors (Patton, 1980; Spradley, 1980) discuss validity and
reliability issues in qualitative research. To the familiar
discussion of Type T and Type I1 errors, typical issues in
gquantitative research, Kirk and Miller add a so-called Type
ITI error. The conseguences of committing the first two
errors are clearly explained by Judd and Kenny (1981):

In fact, however, there are two types of conclusion

errors that can be made concerning the presence of

treatment effects. The first type of error is to
conclude that treatment effects exist when in fact they
do not. The second type of error is to conclude that
treatment effects do not exist when they in fact do.

This distinction is identical to the Type I versus Type

I1 error distinction that is a fundamental part of most

introductory statistics textbooks. (p. 29)

Committing a Type III error means to ask the wrong
questions. Kirk and Miller explain:

Asking the wrong guestion actually is the source of

most validity errors. Devices to guard against asking

the wrong question are critically important to the
researcher. ... It is also true that the more diffuse
and less focused the method, the wider net it casts.

This, too, is a basic argument for the value of quali-

tative research. (p.30)
Qualitative research - and this study in particular -




starts out with a rather hroad range of interest. The
participants themselves helped creats the 'right' guestions:
'right' for the particular people involved. In gualitative
research, validity checks take place throughout the entire
fleldwork and during the analysis and synthesis cycles:

Once T was able to actually observe, write down, and intex-
view, hypotheses and concept definitions, categories and
theoretical assertions emerged within me and were constantly
tested; as a participant observer 1 developed a sensitivity
concerning my assumptions about meanings, interactions, and
other parts of my data, and their actual meaning.

This research did not start out with variables that
could bhe controlled; rather, such wvariables or themes,
patterns, were detected in the course of the study. Still,
I had different but equally inmnportant validity checks along

the way. The detailed description of settings and events

T

has at its base the world view of the study participants.
All through my personal encounters with the participants I
stayed sensitive to the particular environment; I brought
to the research a considerable amount of knowledge regarding
the general theory, namely transpersonal psychology; and I
stayed in the field until I had a clear understanding of the
specific education/spiritual landscape. 1 repeatedly made
sure that I called what I measured by the right name. This
process was particularly important in shaping the final

definition of the term "spirituality". Had I started out

with a concrete definition, this expansion of meaning would
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not have been possible.
Stainback and Stainback (1988) state that
In qualitative research, findings can be considered
valid if there is a fit between what 1s intended to he
studied and what actually is studied. ... In this
context [the researchers] attempt to obtain data unfil-
tered through the concepts, operational definitions,
and rating scales of the researchex. (p. 97)
To make sure that this was the case in the present

study, I followed these general guidelines: a) Enter

settings with the lea

0

t amount of intrusion possible. D)
Learn to become 'one of them.' «¢) Learn to recognize when
you have a noticeable impact on the situation.

This is how I incorporated these suggestions: Through
the method of participant observation I collected data that
were relatively free from my own filtering devices. I
establisbhed relationships that enabled me to blend into the
scene and be as natural and unobtrusive as possible. Howev-
er, I was certainly awvare of my presence as a factor in the
observed processes. To make this awareness transparent in
the research process, I notated in the field journal my
personal feelings as well as incidents when I thought that
my presence was dominant in a particular happening. The
prolonged encounters in each setting clarified which pat-
terns were truly setting/participant specific and which were
not. In the final analysis it seems very likely that the
data truly reflect the aim of the study. Bolster (1982) as
guoted in Stainback and Stainback (1988) lends support to
the validity checks I used:

The eventual description is validated in two ways:
referentially - the explanatory generalizations must be




consistent with repeated patterns of events recorded in

the observational data; and situationally - the ex-

planateory framework must be consistent with the mean-
ings teachers and students draw from and impose upon

the classroom situation. (p.98)

When it comes to reliability issves, Kirk and Miller
(1986) alert the researcher to the fact that certain assump-
tions from guantitative research are not applicable. The
assumptions that reliability means the same method will
always prove the same answex, and that there will be stabil-
ity of observations over time are simply unusable in the
case of the present study because thelr acceptance would
mean to deny setting and participant development. The
traditional definitions of reliability imply consistency in
data production. This approach is irrelevant in qualitative
research mainly because there is no predetermined design to
follow. Even if I went into the same settings for a second
study, T might obtain different data due to different con-
textual variables - and that is an accepted, even expected
consequence of gualitative methodology. It also would be
theoretically inconsistent if I insisted on static, okjec-
tive data when the reason for use of qualitative methodology
was to obtain rich, subjective data that might change over
time.

Reliability in qualitative research has a different meaning.
Stainback and Stainback (1938) explain:

From a qualitative perspective, reliability is viewed

as the fit between what actually occurs in the setting

under study and what is recorded as data. It is not

literal consistency across different observations.
(p. 101)
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strengthen that kind of reliability. The most common proce-
dure is the detailed recording process in the field. To an
outsider, the extreme occupation with details in one's

observations could appear to be obsessive when in fact it

i3
in the service of reliability. Another procedure concerns
obtaining feedback from participants as to the accuracy of
the researcher's observations. Two other options are to do
fieldwork in teams or to have an outside researcher accompa-
ny the original researcher and verify the accuracy of field
notes.

I used the first two procedures to establish reliablli-
ty. Throughout this study, I provide rigorous and detailed
documentation of the research process, of preparation, data
collection, and analysis. In order to assure reliability I
made distinctions in my original notatlons between actual
verbal or nonverbal events and my personal impressions or
inferences or interpretations, i1.e. 1 separated data from
‘noise' as much as I could during actual recording. Second-
1y, I made sure that T contacted the participants whenever I

heard or saw something that in my opinion needed further

explanation, or when I felt the need to make sure I under-

n

stood the participant's intentions correctly. Many times
&

™

i

the informal talks with the participants between obsexrva-

tions and interviews became such reliability checkpoints.

Strengths and Limitations




As a phenomenological researcher T want to understand

[

and describe a part of the world that consider relevant to
the field of transpersonal psychology. One major problem in
this enterprise is the fact that a match 1s sought betwoen
non-linear subjective reality and the linear language of

description. As Tart (197%) and Wilber (1990) so aptly

izcuss, transpersonal psychology is in need of state-spe-

L

§
cific science and language.

Casti (1990) summarizes the problem of description:

... objective reality is a physical fiction brought on

by our lack of linguistic sophistication and inability

to comprehend what it could possibly be like in a world

of pure potential. (p. 453)

One way to bridge this basic philosophical conflict 1s
to use methodology in such a way that there is strong con-
gruence with the theoretical base of the study. In the
present case I attempted a harmonious balance between the

spirit of

transpersonal psychology and my research pProcess.
In the following section I will illustrate four aspects of
this attempt. They also represent four Taolst principles as
described by Hunt and Hait (1990). At the same time they
are essential ingredients cf qgualitative methodology.

Nonresistance means going with it, not against it. In

assuming the role of participant observer I left as many of
my assumptions as I could behind and paid respect to the
point of view of the informants.

Allowing intuition to accompany analysis, I created for

myself individual power. By showing the participants that

they are accepted and respected as individuals as they are,




they gained individual powver.

The principle of balance is closely related to nonre-
sistance. Tt, teoo, addresses the need to pay attention to
the here and now and not to get caught up in micro-managing
& here and now that will take its own course anyway. QOne
potential source of imbalance in this reseaxrch process was
my habit of interpreting educational settings Iin the light
of my role as a teacher. Having been a teacher in grade
school and at the University level for a total of fifteen
vears 1 needed to learn not to use past experiences as the
framework for categorizing my observations.

Finally, an equivalent to harmony, establishing balance
hetween inside and outside, between me and the environment

was another step in the direction of establishing congruence

Ut

hetween methodology and underlying philosophy. I felt thi:
process at work in encounters with participants when my or¥
the participants' opennessz and honesty in sharing life made
all of us mecre vulnerable to each other but also more real.

I believe that trying to establish a close fit between
urnderlying theory and methodology as described above con-
tributed to the depth of this study. Depth is probably 1its
most significant strength.

I make no claim as to direct generalizability of this
study. This was an investigation of three dynamic settings
and the people in it. None of them were alike. However,

there are two possible avenues for generalizations from this

study: One, the detailed documentation of the research




their efforts to understand other, similar vrealities. Two,
conclusions from this research can serve as working hypothe -
ses for other investigators in similar settings. The con-
cept of working hypotheses includes the idea that a detailed
description of settings and procedures enables future re-
searchers to make informed judgments as to the
similarity/dissimilarity of their own reseaxrch settings and
obhservations. I hope that this study indeed proves to be
useful reference point for similar investigations.

Once more I want to state that I do not pretend to have
heen objective in the traditional sense. Any researcher,
regardless of whether she uses quantitative or qualitative
methods, inserts the human element in the research process:
the quantitative researcher via the particular selecticn of
hypotheses and measurement instruments; the qualitative
researcher through the particular personal involvement that

4

the methodology. 1f, however, objectivity is

H

15 inherent 1In
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understood to mean the serious effort to be as reliable and

U

valid as possible, then this study is also objective.

Fach of the three selected schools has its spiritual
philosophy based in a different religion. I do not assert
that these schools are the mcst complete representatives of
their individual religions.

In the section on validity and reliability I already

addressed the question of replicability. T believe there is

a strong need to continue with studies like this one.




ITnformation from such diverse fields as guantum physics,
developmental psychology, and philosophy point with increas-
ing urgency towards the need to redefine and consider the
spiritual component in human development. While preadoles:
cent children spend a considerable amount of their lives in
educational settings, one needs to investigate these places
as to their spiritual context. T hope that research in

educational settings will focus increasingly on this holis-

tic conception of development.

Summary

Methodological issues of gualitative research particu-
lar to the present study form the content of this chapter.
Detailed description is provided about the following issues:
How to gain access to the research sites and establish the
necessary trusting environment for the research process;
what kind of data were collected; how the data were inter-

the different
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preted and how various themes specific
settings were discovered; and how findings were communicat-
ed. Alternatives to hypothesis testing and reasons for
choosing such alternatives are suggested. Tssues of reli-
ability and validity are presented in the light of qualita-
tive methodology. Strengths and limitations of this study
are documented. This section also includes a brief discus-
sion about ways to reconcile transpersonal theory with the

chosen methodology.




CHAPTER V

SCHOOL A: ...WE ARE THE BRANCHES

In Chapter IV, sections 2 and 4, I discussed the spe-
cific ways in which I extracted meaning from the collected
data. This process involved the detection of themes, of
topics, characteristic for the spiritual landscape of the
individual schools and, at a later point in the research
process, the search for issues that encompass all three
schools and point towards interpretation and implications
that go beyond the limits of the individual settings.
Following the introduction to School A is a description of

such emerging core themes for this school.

Introduction

achool A is a Catholic parochial school. It serves
about 250 children from preschool through 12th grade. Each
classroom is self-contained. Up to fourth grade the chil-
dren are taught by one home room teacher in all subjects
except Spanish and Music. In the higher grades different
teachers teach different subjects. The students come mainly

from middle—- or lower middle class homes. About 90% of the

64




school population is Catholic. The principal, Jackl, has
almost completed his Ph. D. in Administration. The parish
church is on the school grounds. The school itself and a
second building where the students have lunch and music
education huddle around the church and are made of the same
kind of red brick. Whenever children move from thelr class-
room to lunch or to music education or to recess outside,
they have to pass through the preschool room.

The third grade classroom where I did most of my obser -
vations is located on the second floor of the school build-
ing. It has an extremely high ceiling and a row of large
windows with curtains and iron gates in front of them. The
floor is covered with a new blue green velvety carpet. On
it are individual tables in neat rows for each student. Two
walls have two blackboards each. A large wooden cross hangs
on the front wall. To its left and right are bulletin
boards with banners. In large gold letters it reads: "Jesus
th

i vine" and "we are the branches." In the back wall

]
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is a door to a utility closet. Next to it hang the class
rules and various items for geography lessons, such as a
puzzle of the states of the U.3. Besides the usual flag,
there is a big statue of Mary on the file cabinet and a
small statue of a Saint on the bookcase which extends almost
the whole length of the wall under the windows.

1. In this chapter as well as in following chapters all
names are fictitious. Teacher will be abbreviated as (T);
principal will be abbreviated as (P).




There are 24 children in this class, seven girls and

on

seventeen boys. Twenty students are white and two of the
students are black. Many of the students' parents went to
the same school, and so did their grandparents. As (P) Jack
puts it, "we serve a multigenerational population and we are
like a little village."

In the official advertisement flyer three points are
highlighted: a) the school philosophy is based on the
message of Jesus as it pertains to community and service.
bh) the curriculum is seen as a developmental process rather
than a static description of content. It is understood as
an opportunity to let "Christian social principles permeate"
everything that happens 1in that school. «¢) the home is
seen as the main influence on a child's development, espe-
cially value developunent. The faculty's role is character-
ized as reinforcing parental education.

The official handbook lists five school goals. They
are - in order of listing - spiritual, intellectual, moral-
social, psychological, and physical. Aspects of these goals
will be discussed further in this Chapter and in Chapter
VITT. All children are required to wear a particular uni-
form. The bottom line with regard to expected behavior is
expressed in the following statement: "Behavior which re-
flects Gospel values is expected.” Every Wednesday and on
special occaslons such as Good Friday the whole school
participates in the liturgy. Classes take turns in the

preparation of the Masses.




67

Core Themes of the Spiritual

Landscape of School A

Prayer as Ritual

(#1)2‘ A necessary expression of humans is a

belief in something higher than themselves. I
exist within the universe but we are not the
universe and we are not master creator ... some-

thing is always greater than we are ... nNO matter
how spiritual we think we are.

((T) Jane)

(#2) I think I'm okay. I'm not like a movie star
but T'm special. God was good to me, and I'm
glad!

(Joe, student)

When I arrived at School A for my first visit, T knew
in my head that T would witness formal religious education
as well as prayer as part of the school day. Still I was
caught by surprise when the school bell rang and (T)Jane
slowly turned towards the wocden cross on the West wall,
folded her hands, looked around calmly, and one by one the
students assumed the same position, until it was guiet and
the morning prayer started. What startled me more than the
actual prayers was the ritualistic quality of the event, the
~almness that surrounded these twenty four children and
their teacher, the concentration that radiated from their

prayers. In his description of the purpose of rituals,

2. The notation system used throughout this study, e.g. #1,
#2, marks direct gquotes from the field notes. Quotes from
participants are always verbatim. Narrative passages within
<=uch numbered items are taken verbatim from the fieldnotes
and have occasionally been edited for easier readability,
i.e. punctuation added and abbreviated sentences completed.
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Smith (1958) asserts that, among other things, ritual gives
us direction. Observations of the morning prayer ritual
confirmed this clearly. First, individual students said
their personal intentions, (see #3 below), then they all
prayed the Lord's Prayer . In doing so, the whole class,
including the teacher, came together as equals, as a commu-
nity, gnided by the same principle, i.e. the idea that the
new day is best started by sharing with one's fellow human
beings as well as with CGod something personally meaningful,
be it good or bad, and to ask for God's guidance.

(#3) (T) Jane greets everyone at the door with a
few warm words. After some announcements she
turns towards the cross and asks the children for
their intentions for the day. When a child wants
to say a petition, he or she raises the hand and
is called by the teacher. Each student makes a
very personal comment. Willie asks that his
father might soon find a job; Jack asks if he
could be helped with his talking out; Frank would
like his grandmother to get well again. Occasion-
ally the teacher adds a personal remark such as "I
hope so, too' or "I'm truly sorry about that.'

(#4) After some visits I notice that (T) Jane
sometimes quietly introduces the personal peti-
tions: "Help me to accept what you want me to
do. ... Let's offer our day to Jesus while we sSay
our petitions."

(#5) Today the children seem especially drawn

into their morning prayer ritual. IT has been
raining for weeks, and the gray putside makes for
an almost dark classroom in the morning. So they
pray: "For all of us a good day ... for my
daddy's travel because he has to go away so

far ... for my sick grandma, she 1is still not
okay ... for me, 'cause I need all the help I can

get (everybody chuckles) ... for not putting soap
again on my toothbrush."

One of the clearest examples of the morning ritual as a

catalyst for community experience occurred one day when
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Karen came to school rather distraught because her turtle
nhad died that night. Petitions and prayer served a variety
of functions that morning: it helped Karen focus her grief,
express it in a safe environment, and receive in turn sup-
port from her fellow students and from the teacher.

(#6)Karen comes this morning with tears in her eyes.
She tells us that her turtle had died during the
night. When everybody is ready for the morning peti-
tions (T)Jane suggests that Karen might want to include
her turtle in the prayers. Karen prays: "I wish that
my turtle will not have to suffer anymore, and that T
will hurt less soon. Thank you, God, for giving me
this friend. T am so very sad." (T) Jane gives her a
big, quiet hug, and T see tears in some kids' eyes.

What follows that day in terms of personal petitions is
an astonishing array of pleas to end all kinds of suffering.
It is as if by being allowed to share the personal suffering
of one of their classmates the other students became aware
of a general level of suffering.

(#7) Now the other children articulate these peti-
tions: "Please take care of my parents today ... help
all the endangered species in the wild ... help my
cousin who has problems with her baby; she is not
married and all alone now ... please help the people in
the crackhouses that I saw on TV last night, don't be
angry at them ...for my relatives ...please can you
make the rain stop?

At a later visit, again during a heavy period of rain,
the morning ritual seemed to become a device for overcoming,
or at least verbalizing, darkness, fear, gloom.

(#8) Again, it has rained for weeks, at least that is
what it feels like. There were floods in the area. The
classroom is constantly dark and that settles on the
mood of the kids and everyone. Willie prays for a
missing child and for 2 people who died.. (T.) Jane
leads us into quiet prayexr, then says: "l,et's give all
our actions today to the Lord, all day, let us ask him
for guidance, and that we do his will." Then the Our




Father is prayed with hands held. Finally a special
prayer for a kid in the neighborhood who got killed in
the flood the night before.

During these morning rituals, the students truly listen
to one another. On more than one occasion I heard them talk
among each other about a particular petition somebody had
said. The act of sharing before regular classwork starts 1=
not only an opportunity to focus on each other but also on
‘he task ahead. It guiets the children down; it 1s a
signal that now one needs to listen; it is the first and
most verbal way for the teacher to acknowledge that she and
the students are equal members of the classroom community.

At the time of my first visit these morning prayers had
already been established rituals: everybody knew what would
happen and in which order. These instances were one of very
few where teacher control was not an issue. I never saw
(T)YJane look at her watch when the children had lots of
petitions. She made sure everybody had their say. It is my
opinion that her total acceptance of the students at prayer
time was the primary reason why I never observed any off-
task action during those times. The perfectly modeled and
truly meant interest in each individual was reflected in an
unexpectedly mature gentleness with which the individual
students treated each other.

Another way in which rituals influence the events in
School A has to do with the weekly celebration of Mass and
with the influence of the Church year on the learning con-

text. These influences form the context for the followling
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two sections.

Mass a
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Ritual

Every Wednesday, the whole school marches across the

school yard into the church to celebrate Mass. This lasts
about forty-five minutes. A different group of students is
responsible for the liturgy at different times. The read-

ings are presented by students of various grades. The
teachers sit with their students, and there are always sone
parents or other parishioners at Mass.

Two things caught my attention from the very first tinre
T accompanied the class to church. First, similar to the
mood at morning prayer, the children lined up for Mass
without much delay or teacherxr commands.

(#9) (T) Jane greets every student personally. After
the bell rings, she takes care of lunch count. Then
she says quietly: "It's Jjust about time to get ready
for Mass. Let's get in line then." The children put
their jackets on calmly, walk to the door in small
groups, quietly chatting with each other.

(#10) Anthony has lined up last for going to Mass. He
seems restless today, punches the air with his right
fist, makes groaning sounds. The other children ignore
him. (T) Jane puts her arm gently around him and says:
"T know it's sometimes real hard for you in church.
what do you say: think of today as helping your

friends concentrate... try, Anthony, try." Her voice
is friendly, compassionate, and Anthony visibly relax-
es.

Second, during Mass the students were extremely disci-
plined. There was only occasional whispering between chil-
dren; I observed no pushing ox shoving or giggling. Most
children followed the readings, had their songbooks open,

and actively participated. At first I had my doubts.




(#11) T looked at the schedule for today and realized
that immediately after Mass the children will go to
recess. T am with them in the parking leot which serve:s
as recess area. It is treeless and has absolutely
nothing to offer except space. I expect the children
to work out their energies thal were so perfectly
hidden during Mass.

(#12) ITn a few minutes we will go to Mass again. I
wonder when I will witness storm after the calm ol the
Mass. I am afraid I am missing some connection here.

Over time, however, I realized that going to Mass was
not a dreaded event. Only in my anticipation was it some-
thing one HAD to do, one HAD to sit still, and later at
recess one got really wild to make up for it. After I had
worked through my own feelings I realized that for the
students Mass was Jjust another ritual, an event that oc-
curred with regularity, that was basically non-threatening,
and that involved a particular community experience because
all the children of the school met each other and met other
people of the Parish, sometimes a parent. Additionally, the
ritual of Mass itself has variety: one moves up and down,
kneels and sits; prayer and singing are followed by perlods
0of silence; and in between one is told an educating and
mysterious story.

In light of this new realization as to the contextual
variables of Mass, I began to understand why during recess I
did not see the aggressive behavior I had expected. The
children were not forced to behave in a certain way. They
had come to accept the ritual of Mass for what it was and
did not need external measures like teacher threats to

behave appropriately. In the absence of adult coercion




there was no need for getting rid of hidden aggression:

there was none to begin with.

The Church Year's Influence on

the Learning Context

When the children return to the classroom from recess
after Mass, the only period of formal religicus instruction
follows. (T)Jane had told me during one of my early visits
that the school adopts a particular theme for each school
year .

(#13) (T) Jane and I sit in the teachexrs' lounge.

We are alone. I ask her what she thinks 1s a

particular characteristic of the parochial school

system. She replies: "Here we talk about vision

and values and underlying themes. We pick one each

vear, e.g. service or love or hope. This year it

is service. And we interpret it especially Chris-

tian or Catholic."

In the same manner as the teachers' efforts circle
around implementing the particular "vision of the year", the
students are given the opportunity to experience any learn-
ing content in the context of the yearly church cycle as
defined by the major Catholic feasts. The teacher's vision
and the characteristics of a particular part of the church
vear form the environment in which the individual spiritual
development is supposed to take place.

The time of year when I visited School A was probably
the most important time for a Catholic: the weeks before
and after Easter, and Easter itself. Accordingly, the main

issues the teacher and the students discussed circled around

the cross and around unselfish love.
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(#14) (T)Jane guides the children from a literal
interpretation of the cross (for which they have lots
of examples) to the 'invisible' cross that children
also may carry. She talks about "crosses that we don't
choose, like 1f you are having a really really hard
time."

This particular discussion is exemplary for similar
ones that I observed in School A. When the topic concerned
elements of the Catholic spiritual tradition, (T)Jane dis-—
plays total patience and handles time generously. Tt is
obvious that she wants her students to discover the personal
meaning of such rathexr abstract concepts as the cross of

J

sus.

1

(#15%) After about twenty minutes, spent mostly by the
children suggesting different interpretations of the
meaning for the cross, a group of about five seems to
make a special personal connection. Scott: "So... 1LE
somebody mistreats me that might be a cross.” (T)
Jane: "There you go! Think about those inside feel-
ings of feeling bad." Suddenly the children become
agitated. Loud aaaaaa's and oooooo's fill the room.
After about twenty minutes they have discovered their
personal crosses: sadness, being hurt, fear.

The way (T)Jane elaborates on the meaning of the cross

Il

ties in with the Easter themes of love and hope.

(#16) (T)Jane: "And that's why there's two things we
should remember when we think about our cross: to be
thankful for those who help us with our crosses and to
help carry crosses for others." The students continue
to discuss how they could do it.

At an earlier visit the children read some Psalus
during the religious education period. The following dis-
cussion was a mix between strictly knowledge and comprehen-
sion type questions and an exploration of the concept

"unselfish love."

(#17) (T)Jane introduces the term 'unselfish love'
after the students, especially with the help of Scott,




had given the following description: "Well, he just

did this and nobody forced him ... he wanted to do

good ... he did not ask for a reward ...he did not

think oh what will I get for this." Then they continuc

and shout out examples of their life, e.g.: "When I

gave half of my sandwich to Bob." (T) Jane smiles:

"It's not always easy but it sure makes us feel good

inside, doesn't it."

During one of the Masses, the traditional foot washing
ceremony was reenacted. Imitating Jesus, the priest actual -
1y washes one foot of a number of teachers and staff.
(T)Jane and the children discuss this event afterwards.
Again, the emphasis is on the practical aspect of this

ritual. As always, she only stops the discussion when it 1is

evident that the concept makes practical sense to the stu-

dents.
(#18) When (T)Jane asks what the children thought
about Father washing the feet, Tiny Jjumps up: "He did
nct have to do it." Brad: "No, but he does things
like that .. like Jesus." (T)Jane: "But why would he
do such a thing?" Anthony: "Because it's Jjust a way
of doing good and not being so selfish, T mean it's not
just great fun to wash their feet." Eventually they
agree that it's like doing things for others even 1if
other people would laugh at you.
One of (T)Jane's personal strengths is her capacity for
humor. Even in the midst of a rather serious talk about

some concept from the Bible reading or from Mass she enjoys
a good laugh with her students. The incidents with the
definition of 'angel' and the meaning of Easter serve as
examples.

(#19) They read and then talk about the part of the

story where someone has an angel look on the face. (1)
Jane: "What's an angel?" There is total silence. (T)

Jane with an amused chuckle: "I don't believe you
little Catholic Christians don't give me an answer on
this..." The kids grin, giggle, then there is some
shouting: "It's something that flies around
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(laughter)... a saint ...a messenger of God ... created
by God before humans." 1In the end they agree that an

angel's main characteristic is innocence.

(#20) The topic today is Christ's resurrection. They
discuss the meaning for about twenty minutes, read [rom

the Gospel, explore the idea why Easter is the most

important feast for Christian people around the world.

Finally (T) Jane looks at Sandra: "So why are we

excited?" BSandra starts to giggle: "Because we eat

and eat and get fat." Everybody joins in the laughter.

When such "aberrations" from the topic first happened,

T anticipated anger on the part of the teacher. In time

came to understand that by allowing this kind of humor to

I

happen, and by taking part in it, the teacher created a mood

that made it possible for her students to participate in

prolonged discussion about abstract concepts.

Another important message explored after one Mass was

the issue of how to handle oneself when faced with some kind

of adversity. What struck me as important was the idea that

solutions should be sought not only for one's personal

problems but for other people in need.

(#21) gandra talks about her legs (- she has lost her

right leqg in an accident): "Sometimes I feel pretty

left out and want to cry. But then T think that I
5till have my other leg. And then I invent things

that

make me feel better, like I compete with myself and now

I can hop across the whole parking lot without my
crutches." Other children murmur: "That's true...s
really good... she dcesn't give up . "

he's

(#22) A Peace Corps volunteer was at school and talked
about his experlience. (TYJane: "He did something more

than Jjust looking for his problems. He gave of his
talents and energy to others." 3he explains how he

helped in the farm project and how he shared his knowl-
edge with the natives so that they could become more
independent. John: " He helped solve their problem
just because he wanted to help."

In the school handbook, the spiritual goal of education




In the school handbook, the spiritual goal of education

is listed before all others. It states among others the
following: -equal dignity among creation; being in need of
self worth; giving and receiving love and respect. The

goal is to 'awaken an awvareness of responsibilities members
of God's family have to themselves, theilr families, their
community, and to God.' In the following sections T will
show in what ways these issues are treated in (T) Jane's

classroom.

Personal Dignity Through Acceptance,

g’w-\‘

Love, and Compassion P
i

B

(#23) (T)Jane in one of our informal talks tells me: -

"A young child seems to relate everything to self.. *
like mentioned: if I really loved them I wouldn't
really give them so much homework or I would listen
every time they want to talk to me...and sometimes it
is hard to balance... I am here as a Catholic educator,
I have resolved that within myself when I read the
Gospels: the Lord was kind, he was merciful but he was
the most demanding that you read about in history and
he gave you a choice : you may and you may not.. and

so .. what do the kids think of us (chuckle) one
minute we teach them to love God and be kind and be
merciful and the next minute we say you will sit down
and you will get this done or..something like that. "
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One of the tasks during the analytic phase of this

study was to categorize my observations. One of the catego-
ries for School A I had labeled "tkpos" (i.e. teacher-kid,
positive). It signified positive interactions between

teacher and students, mostly more private remarks, but also
forms of encouragement and signs of respect or compassion
for the student. At the end of the labeling process I

noticed that the numbers supported my general impression: I
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had noted almost twice as many "tkpos" incidents than the
two negative categories taken together, i.e. "ifthen", indi-
cating authoritarian type teacher control (example: M"If you
want to play with us you need to be very gquiet.") and
"tkconf", indicating some sort of confrontation between

teacher and students that ended in bad mood rather than a

921

decisive "win" of either student or teacher (example: J.
throws a bhook down. (T)Jane: "J.S., books cost money."
J.S.: "But they are mine." (T)Jane sighs; J.S. looks
sheepish).

(T)YJane handles students' desperation with kindness and
conveys the idea that it's okay to feel that way, even in
the middle of school work.

(#74) Charles now cries and is desperate. He wants to
do the assigned math problem but is nnusually tired
today. (T)Jane gives him a kleenex without much ado,
keeps up her guiet voice but basically leaves him
alone, puts her hand on his shoulder. Charles cries
and tries hard to swallow it. After about three
minutes he says quietly: "I am ockay again."

(#25) Karen's turtle dies. She wrote 2 magnificent
poems about him - about: calling him and there was
just silence, and feeling very empty; and a second
poem that rhymed and had a line about "wanted you to
see my children" and how it can't be; a friend.. to
tel]l the secrets and thoughts. "Good-bye my friend,

rest in peace forever." (T)YJane: "How wonderful. I
can feel what he meant to you, it makes me cry." Other
kids: "Me, too." I sit there all choked up myself,

(T)Jane's humor complements her personal interest in
the students. It is the ease with which she engages 1in
friendly exchanges with her students that help them not to

take themselves too seriously.
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(#26) Jack is having a hard time staying on track
today. T. pats him on shoulder, turns his paper
around. Anthony has almost nothing written yet .
(T)Jane puts her arm around him: "Dig, dig inside.
Anthony: "Just what I wanted to do." They both grin at
each other. Rubs Charles' back: "Coming up with sowme
great ones?"

"

(#27) Keith comes in 10 minutes late; class is al-
ready working; as soon as he walks in, (T)Jane asks
him the current guestion about pollen, he stops, an-
swers with a smile; she smiles, too. All 1s very warm
and relaxed. Her equanimity in such situations is
extraordinary, she wants to teach and all she does
makes things move in this direction.

(#28) "Poor Anthony didn't know that spelling would be
part of being alive." She pats him on the shouldex
Anthony who was on the verge of a frustrated explosion
exhales loudly several times and throws his arms in the
air in comical desperation.

The same kind of respect is conveyed by the teacher 1in
most of her disciplinary actions. She uses two main types
of discipline. First, she discusses problems with the
students and makes it very clear that it is their responsi-
bility to take care of the situation.

(#29) (T)Jane walks around and helps individual kids.

Anthony continues to rock on chair and lean back in

dangerous fashion. (T): "The only way it will stop is

if you decide that you don't need to move the chairx
around." Anthony sighs loudly, rolls his eyes, nods

and stops rocking.

(#30) Brent made a mistake and explains that he has to

redoc 1t. (T)YJane: "When are you planning to de it?"
"As soon as today's assignment is done."™ " Is recess
involved?" Brent nods slowly "Yes." The whole ex-

change is as if between two equally concerned business
partners.

(#21) At 10:10 restless noise becomes distracting.
(T)Jane: "Let me make a suggestion: we Can all do oux
part by stopping the unnecessary noise.....(wailts) Now
if the humming would stop we are on track." Constant
decrease of noise. Kids settle nicely. No hard word
was necessary.

The other way of enforcing some disciplinary action and
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at the same time teaching as well as modeling personal

responsibility occurred in what I came to term "we-disc."
It is a form of interaction between teacher and students re
garding some disciplinary problem that primarily manifests
itself in three forms: (T)Jane tells the students what
would be the most useful action.

(#32) At 11 A.M. I hear for the Ffirst time "shhh."
(T)Jane: "Some have not yet done [the assignment], so
we need to be quiet to hear it; a polite way to do it
would be to just stop [the papernoise] 1f your teacher
asks you." Noise decreases.

(#33) (T)Jane to Tim who raises his hand because he
can't find his answer sheet: "Timmy, it will nol help
if you raise your hand; looking for it might help."
Tim makes a mockingly surprised face and starts rummag-
ing through his desk. Eventually he finds it and waves
it in the air. (T): "Good . "

Occasionally, the teacher has a student explain to her
or to the group what should be done.

(#34) (T)yJane: "Jack would you please explain to me
classroom procedure for throwing away things?" He does
so. "Well, now you explained it, so what would be fair
for you to do or say?" Jack: "I'm really sorry."

(T): "Phat will do for the first time but not for the
second. I hope you understand now."

Fn

The main issue here is that at no time it appears as i
the teacher enforces rules for their own sake or because she
cxperiences disobedience a:s a personal offense. She 1s
entirely consumed by the effort to help the students become
aware of their transgressions and how to take responsibility
for them.

Other times she asks a student for the most useful

solution to a problem. In this last form, (T)Jane does not

leave room for a solution outside class rules.
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(#25) To Frank who gets up in the middle of an expla-
nation and walks across the room: "Frank stay with us
- is this the best time to go to the wastebaskebt?"
Frank shakes his head.

(#26) Keith chats casually with Willie during
(T)Jane's explanation of how to plant the tomato seeds.

(T): "Keith, tell us why your name will go on the
board now." "It's for not waiting my turn to talk."

His face remains calm, so does his voice and the
teacher's.

This respectful, accepting manner in which the teacher
treats the children finds its reflection in student-student
interactions. One of the most startling impressions T had
when T first started to observe in School A was the virtual
absence of physical or verbal aggression among the students.
My first reaction was to assume that they must be under a
very strict discipline 1lid, i.e. harsh punishment for misbe-
havior. When T saw some students line up for the first
time, I was astonished to see them wear a uniform, and I
concluded that they probably lack the opportunity to be
spontaneous or wild. I watched them carefully, at the
school yard during recess, at Mass, during lunch, on their
way to and from school, during class, waiting for a sign of
repressed aggression pressing through. Yet nothing hap-
pened. Counting my categories after analysis, I found that

T had four times as many entries under "kkpos", (i.e. ki

L

kid, positive), indicating friendly, humorous, respectful,
or helpful incidents, than under "kkneg", (i.e. kid-kid,
negative), which meant some form of verbal or physical, non-

playful aggression.




(#37) Mary walks by the teacher's desk and inadvert-
ently pushes a container with pencils off it. (T)YJane
laughs loud: "I think it's twice that's happened to you
today." Anthony jumps up and helps.

(#38) It is time to change the seating arrangement.

(T)Jane: "Who would kindly change from front to back?"

The kids move their tables swiftly; hey're polite,

help each other with the tables and chairs, carrying,

shifting. No one touches the other. J.3. bumps into

Willie and says: "Oh, excuse me."

(#39) Larry turns half way around and puts his hand on

Anthony's table. A. pushes it gently back. Larry puts

it back, Anthony pushes it awvay. The third time Antho-

ny says: "Larry please leave me alone, I don't like
it." And Larry takes his hand off: "Okay, if you s5a&ay
so."

In their behavior towards me, the students expressed
self-confidence, curiosity and respect, but above all a
general friendliness. I came to look forward to it with
delight as soon as I understood that it was not just a show.
Larry was the first to involve me in a relationship; Antho-
ny was next. On my second visit the teacher asked ne to
help arrange some items in the utility closet. Soon after,
T found myself correcting student papers and introducing the
class to Austria in an improvised geography lesson. The
children invited me to read with them, sit with them at
lunch, walk with them to recess. They guickly accepted that
I was Jjust THERE.

(#40) My writing no
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(#41) Larry invites me to have lunch with him;
Charles joins us. They laugh because I never had a
Sloppy Joe before. Then they both go into a detailed
serious description of the food to come.




(#42) From 2 PM on is science; 1 work with four boys
on boat (part of the props for Easter Mass) outside the
room. This is teamwork: they have their suggestions,
I have mine, and together we agree on a way to proceed.

(#43) I work with Katie and 3ue on paper lilles ftor
their banner. Katie is impressed by my speed. Sue:
"Well, she is much older than we are." Katie: "It
still is fast." Sue: "You're right, she sure is." To
me : "I hope you don't get mad because 1 said you are
olda."

(#44) Lunch: I talk with Jack about God and 1lst
graders vs. 6th graders. He says: "When I was in
first grade I did not think as hard as now. And I'm
sure when I'm in sixth grade I will think even better.
see Larry does not think as hard as most of us. He has
not a lot of friends. He wants us to do things that he
should do. But he has to learn for himself or else
he*ll always need somebody."

Work as Personal Responsibility

Here and Now
There were times when the benevolence of (T)Jane was
less visible, when she turned to commands and teacher con-

trol to make a point. She explains these events so:

(#45) "7 understand that education cannot exist in a
vacuum, it has to be grounded in some form of spiritual
reality. There has to be a professionalism, there has
got to be for the children: yes we love you we care for
you hut we don't accept ..we are not babysitters, we
are here for a different purpose to learn, scientifi-
cally, to learn all of the things that we can pick up
through our senses but also to make you aware that your
mind i3 much bigger than that...I don't want them to
think they can do things, any thing they want just
because it feels good and no consideration for others."

She makes it very <lear that one of the reasons she has
stayed with this school since the late sixties i3 because
she believes in what this school offers: the opportunity to

teach values in cooperation with the parents and to estab-
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lish personal bonds with the students at a time when this 153
very much needed.
When she exercises control, she is not impolite but
very firm.
(#46) (T)Jane to Larry who had tried to escape a
reading assignment: "Excuse me, pul your marking pen
away, take your pencil and start."”
(#47) To Keith who fiddles with his watch: "Do yon
remember what we discussed about your watch? Yes? Then

put it away now and get with it."

(#48) "Anthony, if you don't look up your five words
vou'll have a lot of homework."

(#49) To a group of girls: "Girls, if you continue to
have recess now do not expect to have recess later."

In all cases the students corrected thelr behavior. I
nad seen the students resclve problems with the teacher ox
among themselves in a rather democratic way. For a long
time I was puzzled because I was sure there had to be less
"mature" ways in which the children dealt with frustration

or conflict. Two events provided the necessary insight.
Conflict

Usually I stayed with the teacher when the students
went to their music lesson. especially at the beginning of

my observations these breaks gave me an opportunity to chat

- i

with (T)Jane over a cup of coffee. ©One day I decided to
accompany the students. What I observed was astonishing:

(#50) This is hard to believe. These are the same
students and they are not. Total chaos. A desperate
music teacher shouting commands, shooting angry
glances, students out of control, as if overstimulated,
under some spell. No holds barred.
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The music teacher clearly was insecure, bired, aand
evidently not too thrilled with her Jjob. The children
reacted immediately. This made me curious. I decided to
skip another break with (T)Jane and stayed for Spanish
instruction by again another teacher. She, too, was not tao
enthusiastic about her Job. I had talked to her before and
heen given the impression that those "young'" kids are too
immature for a foreign language. Again, the children were
restless and unconcentrated. I went over the notes from
gchool A a number of times, eager to find out how (T)Jane
keeps the 1id on her students. But whatever T did, I ended
up impressed by her gentleness, her compassion, and hex
respect for the children. And finally T realized that herx
occasional slips into authoritarian "if-then" discipline had
one consistent response: the children simply tune out for a
short time.

(#51) Children read their Indian reports it takes a

while and they get restless. (T)Jane tells them sever-

al times to pay attention to their friends. Here are
some consequences: Mike slaps book open and shut; tries
to get neighbor's attention; Keith plays under table,
s0 does Sandra; J.S. rocks back and forth on chailr;

Larry whistles softly.

(#52) Teacher has been

for about five minutes now. Kids get restless. She

gets a bit impatient. Reactlon: Anthony is back to

sorting colors under his desk; Willie writes messages

in the air; Tiny rocks back and forth; Frank looks
intently at his watch.

Spirituality and Age

(T)Jane's reaction to my many questions, and especially

to the pile of index cards with the statements about human




development and the nature of existence (see Appendix A},
was characterized by equanimilty, intellectual curiosity, and
patience. Observing her in the classroom 1 saw a dedicated,
experienced, and well prepared teacher. Such descriptions,
however, did not seem to capture the essence of what hex
presence was about. The intensity of her focus on under-
standing, the acceptance she showed towards her students,

the concentration she displayed were contagious And on top

of it all, she was simple, in her appearance as well as in
her behavior as a whole: on the surface a very undramatic
person.

Step by step she revealed to me the source of her at
tributes. In doing so, she interpreted spirituality for me
in three very distinct ways. One, in the face of a modern,
i.e. changing, world she looked at spirituality in the lives
of her students with some resignation. Two, at the same
time she insisted that what motivated her was a personal
spiritual journey that was at the same time closely connect-

ed to the teachings of Christ and also individual, philo-

sophical. Three, she showed me where concepts from trans-
personal theory coincide with her Christian principles. The

following observations and interview excerpts shall demon-

or

41]

trate these thr On many occasions (T)Jane and I
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talked about the impact of the children's environment out-
side school on all aspects of their lives. Always I detect-
ed a certain sadness in her statements.

(#53) All of a sudden our convexrsation changes to my
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idea of "seeding" spirituality. (T)Jane: "Yes, well,
but you need the right environment. he children learn
in school about spirituality but, frankly, they pick up
their values much rather from home..about all we can do
is try to plant the seed and hope that someday it does
mature...when we fail it is not so much our fault...we
have eight years to offer them here...T find that the
ones who stay here and go on to [some higher education
Catholic schooll are the ones who probably have the
happiest lives: who remain married and who have chil-
dren as a means of happiness..."

(#54) (T)Jane tells me that within the past few years
a great numbex of new people have moved into the Par-
ish, some of them she does not even know because their
interest in actively participating in their child's
school education is small. "Most of them both parents
work outside the home, and that hurts the children
certainly. As Christian children I would like to see
them more loving and caring for others but I think
that's the reason why they're not so much [in this
direction] because they still have to develop the
loving and caring within, and it's hard when you don't
have the example at home."

(#55) We went to the teachers' lounge. Our talk today
centers around the yearly goal that the school sets for
the teachers. Again, (T)Jane voices regret about the
role of parents today. "We [the Catholic schools]
exist to preach the message, to build community, and to
serve; and when we reshuffled our emphasis - 1 can
tell you- it's a lot EASIER to PREACH the commandments
than to try to build the community and to provide the
service (she chuckles and hesitates) whatever the
service is that the community needs. Sometimes I feel
that the term service has become perverted to servicing
‘he parents, and to do what they want.”

At first, (T)Jane seemed to be skeptical as to my claim
that I wanted to learn from her. Once we had established
come reasonable trust between us, she shared with me charac-

feristics of her own spiritual Jjourney.

(#56) "I am not a believer in a specific moral code.
I believe...in the covenant: if you will be my God T

will be your people...rather than: do you know youxr
ten commandments or the rosary or did you go to Mass.
As God he is perfectly capable of looking at my heart
and know my intentions. And that's what I try to
instill in my kids: T should have a covenant with God
and it should come from my heart and not from what
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somebody teaches me."

(#57) "I believe we were created good - there is good.
As Catholics we have been especially bad aboubt it:
we've always had this false humility, 1f you ever brag
about something that you've done you are said to be
proud in the wrong way... well I don't believe in
that... a lot of the mystics completely denied their
physicalness. But look at the children: that's what
they are all about, that's where I have to meet them. ..
but I try to guide them towards other things, let's say
kindness; we reflect on things of the spirit like
having wisdom and love, and how we carry it in our
little bags; but then we need to ask: can some of it
go to other people, can we share?"

(§58) "The purpose of life should be to live in such a
way as Christian people that we will spend everlasting
1ife with the Lord in heaven and I hope that in my life

I show that as my main purpose rather than money oOr

position or prestige... T would say children look at me

and cannot notice what my purpose in life is; ... but I

notice sometimes when I speak to the older children it

has gotten through... they say they understand my
position now better: that happiness comes from within
and Christ is our only true purpose in life."

One of the goals of my observations was to gain an
understanding of how spirituality is interpreted in School
A, how the written definition compared with the actual every
day events, and how all that fit with transpersonal con-
cepts. The last part, an exploration of peossible congruence
hetween the Catholic interpretation of spirituality and
transpersonal psychology's claims produced some interesting
results. With regard to the transpersonal notion of mind
and body being one unit, (T)Jane answered with chuckles and
insisted that might be true here in this world, never mind
what was possible after death. When 1n one of cur talks the
subject of meditation came up she insisted that she does not

meditate. But after a short pause she added:

(#59) I'm a little Catheolic and to me meditation means




I dwell on it (she laughs), I mean on the suffering of
death of the Lord or you put yourself into God's
presence. Now if this is what meditation is T do that
and there can be a thousand people anywhere around and
your experience of yourself 1is between you and Lhe
spiritual being."

It became evident that she has practiced this kind of
"meditation" for many years. Neither the content of her
exercise, i.e. a special subject, nov the circumstances,

i e. full concentration, nor the amount of practice, i.e.
regular and over a long period of time, nor the outcone,
i.e. serenity and intensity at the sanme time, present-cen-
teredness and equanimity are much different from meditation
experiences described in transpersonal literature.

In one of our talks we discussed the issue of different
mindbody states. She had never heard the term so I ex-
plained the notion of ASC's to her. Agaln, her answers Ccone
very close to a transpersonal understanding of ASC's.

(#60) "We are given both body and soul. We can exis

on a =piritual and on & material level and I think th

i+ what life is. My everlasting spirit or my part of
me which iz not subject to all of the desires of the
body is to me [ar moxe important. You can be happy in

4 state of extreme poverty .. you can be in bliss when

vou're really in pain. Your mind or your intellect or

your splritual side of vourself is capable of all those

things... so we are a totality and not made up of
compartments."

st

alt

(T)Jane interprets and lives spirituality to mean an
extension of one's existence, one of our modes of existence,
oriented towards a very real and personal God, a life 1long
personal Jjourney, a path. The individual's position on the
path is expressed through the amount of love, compassion,

respect and service for other human belngs.
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Sense of Community

[

In Chapters I and IT I discussed the basic differences
bpetween developmental models that follow such established
theorists as Freud, Erikson, Piaget, or Skinner, and the
transpersonal model of development, especially the thecry of
Ken Wilber. There it was stated that there might be a
difference in how the various theories define certain con-
cepts, i.e. spirituality. It was further stated that trans-
personal psychology views the individual human beling as
ultimately heing connected to all parts of creatlion. The
definition of the particular community with which people in
general identify themselves is of crucial importance for a
discussion of this term from a transpersonal point of view.

Tn all the major themes that make up School A's spirit-
ual landscape, & reference to the concept "community" is
made . Community for the participants from Scheool A means a
special relationship between the classroom teacher and herx
students (see especially #6 and #8); it means that at spe
cific times, i.e. during morning prayer, the teacher and the
<tudents formed a harmonious whole where external discipli-
nary measures were not needed; it means a feeling of pur-
poseful togetherness of all students and adults of School A
and the parisnioners during the weekly Mass; it means the
dedication of the teacher to be on her students' side (see
especially #32 and #33); finally, community means that

children treat each other with simple respect without being




constantly coerced by adults to Ao so (see especially #§37
39).

At a time in children's development where the emphasls
usually is on ones's separateness, it is interesting to
notice the emphasis on community and belonging in School A.
The importance of this pattern with regard Lo transpersonal

theory will be further discussed in Chapter VITI.

Summary

This chapter is a documentation of core themes of School A.
DPrayer and Mass are discussed in the context of rituals.

The Church Year 1is seen as an influence on the learning
context. It is suggested that the key to personal dignity
in School A is an atmosphere of acceptance, love and compas-
sion. Work is experienced as a personal responsibility here
and now. In interactions between the classroom teachey and
the students, conflict is not perceived as a problem. The
teacher's personal spiritual journey iz documented. It i=
pointed out that School A puts strong emphasis on community

and belonging.



CHAPTER VI

SCHOOL B: ... SAVED BY GRACE ALONE

n the following pages T will document and analyze the
core themes of School B's spiritual landscape. For a review
f the process that led to these core themes, as well as for
an explanation of the particular notation system used in

this text, the reader may want to refer back to the begin-

ning of Chapter V.

Introduction

School B's advertisements =tyess the "nondenomination-

21" character of the institution. Indeed, faculty and

Q

ctaff are members of a variety of churches. A close inspec-
tion of the parent handbook, the books and other materials

-

1zed in the classroom, interviews with teachers, but most

@

[at

convincingly direct classroom nbservations allow the conclu-
<ion that the philosophical base 0f this schonl resembles
fundamentalist Protestantism.

The zchool buildings are relatively new and very

A
A

.d for Pre-K to 12th grade.

t-h
®©

functional. Classes are of x

]

atudents in Pre-K to 6th grade have classes in a building
separate from, but connected with, the building where class-

e for students in 7th grade to 12th grade are held. There



i= located

i= a church on the school property. The =chd
at the outskirts of the city 1in an almost rural, very peace:s
ful setting. Both the campus and the church are in a phase
of strong growth. A move to the center of the city is
planned in the near future.

The present campus atretches over several levels that
ave connected through stalrs or walkways. It 1s very Spa-
cious and attractive with its many trees and green plants

between and around the buildings. Next to the building that

]

houses the lower grades, but on A lower level 1s a re

U
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area with wooden swings, slides and climbing devices. The
whole campus as well as the inside of the buildings reflect
some degree of affluence.

The principal for the elementary school, Mr. Adam51, told me
wvith pride during oux first meeting about the qualifications
of his faculty and the total education children receive in

his school. It s

D

emed important to him to let me know that
School B is well prepared to deliver formal education on &
high level 1in addition to religicus education. Tndeed,
teaching certificates as well as certificates of apprecia-
“ion hang prominently Adisplayed on classroonm walls. Stu-

dents walking through the buildings, regardless of age,

display very regulated behavior: they walk at a certain

1. As in Chapter V, all names of persons and places are
fictitious. Principal is abbreviated (P); the contact
teacher is abbreviated (T)YSylvia.



94

restrained pace, greet every adult, hold doors opern, and ave
unusually quiet.

The fourth grade classroom where 1 did most of my
ohservations is a corner room in the smaller building on the
north side. Two of the walls have a small window with
curtains. The floor is covered with a relatively thin,
1ight colored carpet. On it stand separate desks for the
students. There are twenty-two children in this class,
fifteen boys and seven girls, and all of them are white.

The fourth grade teacher 1is tall, mild mannered Sylvia.
Upon entering the classroom with her for the first time, ny
attention was immediately drawn o the colorful items that
decorate the walle. There are heavily decorated bulletin
hoards, Bible verses, children's drawings, charts indicating
-lass rules, progress markers Of classroonm duties, and
newspaper 0O magazine clippings. The room, though a bit
crowded for the number of students, has an air of friendly
busyness. It is light and colorful. Teacher desk, closets
and shelves are located primarily alongside the back wall.
In front of the students' tables is a lectern which the
beacher uses for periods of direct instruction.

A yreport of the particular events obzerved in School B
would be incomplete without an account of events that made a

s

total participant out of the observer. I was totally unpre-

pared for the faculty morning prayer meetings in the school

hall of which I became a part virtually from the first day



of observations. It also needs to include a brief descrip
tion of major characteristics of the books used by the stu

dents. The school uses a series of textbooks for all sub-

jects especially prepared forx this type of school, i.e.
everything from language arts to math is geared towards 3

Christian education as outlined in the official handbhook.

i

oy

This chapter therefore contains three major sections:
reports of classroonm observations and talks with the teacher
and the principal, descriptions of instances when I had to
switch from observer to total participant, and annotated

excerpts from textbooks and other classroom material.

Core Themes of the Spiritual

Landscape of School B

3trict Doctrine and the Bible

Every morning, the fourth grade students in Schocl B go

through a lengthy and amazingly upbeat ritual to start their
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day: When (T)Sylvia indicates that it i:
day, a student picks up from one of the {iling cabinets a
small piece of wood that has three flags on it: The flag of
the U.S., The State flag, and one with the traditional
Christian colors yellow and white. The student leads the
class in three different pledges: one to each of the polibt-
ical flags, one to the Bible. In between, they sing a song
that sounds much like a cheerleader song, accompanied with

much hand clapping and set to a happy melody.



(#1) It is only 8:45 in the morning and there are

: children clapping their hands, and singing full

. nerqgy: '"We are C-h-r-i-stians..." they spelil and
%mx]e and tell in their song how happy they are becanse
they can pledge alleglance to the Bible
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(#72) Soon after (T)Sylvia and I enter the classroom
today, she switches the radio on. Tt is tuned to the
local Christian radio station which plays soft Chris-
Fian rock. The following pledges and songs by the
students seem like a natuzdl continuation.

Although each day has a particular schedule, the morn-

ing hours especially have an arbitrary, almost aimless

quality at first sight. From before the morning bell rings

until sometimes 10 A.M. activities alternate between pray-

Y3,

Bible reading, discussions about moral issues, and

writing in work books. A1l is done in a very casual manner,

no loud noises, more like friendly chit-chat than serious

work.

(#2) I look over my entries today and wonder why I had
gotten increasingly restless during the early morning.
T try to organize the shservabions and realize that 1
had expected a certain structure, but experienced a newv
vind of "order" that is foreign to me: At every step
there was a look towards the organizing px inciple, the
Bible. To me, they seemed to circle around the same
thought for hours.

(#4) I think I detect the purpose of these morning
hours: first the pledges, then the individual prayery,
fhern the Bible study which is done with the help of a
workbhook, then more religious education but already as
part of a "trpue" subject like language arts, etc., then
maybe more prayer, theun the first break at around 9:45.
hedule becomes mere discernible when I read over

Once the puzzle of how the mornings were actually

organized was solved in my mind, my observations became more

detailed. The prayers in the morning and before the first

break are

1lways very intense. The students stand, many

f'l)



with their heads bowed. There is 1ittle fidgeting. chil:
dren and (T)Sylvia say perscnal requests.,

(#5) Larry: "Let's pray for Lance who is =sick.
Murmurs of "praise you Jesus, glery to God™ £111 Uthe
I Y

air. (TYEylvia: "We pray fLor oux gueslt [that's mel:
that her work may be fruitful and thal she may be

touched by God's love and wvisdom." The children add
requests for health, for good exam s5Cores, for friend-
ship.

(#6) They talk about everything to their God. Nothing
is to little or to big. Today they have a lot on thelr
minds. This has ¥ron going on for some five minutes
now . (T)3ylvia: "We need to settle down, Lord. We
ask you that we glvc our best, we give thanks for you
are not a dead God. Kyle: "Please help me become more
like you..." (T)Sylvia ~ontinues: "...so that the world
may see we make a difference because we have Christ in
our heaxrt."

The official handbook's explanation about 'cultivating
a strong relationship with a personal God' comes to life iIn

these morning prayers. It is a Cod that iz on the one hand

m

shared with all other people who are willing to accept
+

Him. Put most of all it is a God to whom a person can spean

in a very private manner. They do not need an ~fficial

nediator to establish the connent God speaks directly
to them and they speak directly to Him.

After their ravers (T)Sylvia usually assumes the role
’ 1Y

of discussion leader and preacher for the following formal
religious education. —tudents use a workbook that iz organ-~

ized around major topics that could be consideved value
education. The distinctive feature of the workbook is that
every topic, such as "Joy" orx "self-control" or "honesty,

is treated entirely from a Biblical perspective. No room

-
mn

provided for discu zsion outside that context. Every unit is



used to deepen the children's realization of how cveryday

~onduct needs to be in accordance with God's word as 1t

stands in the Bible.

(#7) The topic for this week is "Joy". (T)Sylvia

lectures: "It is the feeling of deep delight

inside ... a feeling to know Jesus is your sSavior.
o say it is knowledge thalt causes extreme

could als
happiness oOr excitement.”

You

(#8) This is the third day for discussing joy. Talks
have become oriented towards practical application.
(T)3ylvia: "What i1f things are not going teo well, if
your report cards are bad, 1f you have problems, 0¥ if
you arc sad, what about joy then?" There are SOmMe loud
thinking noises in the room (" hmmm... ahhh...").
Sandy: "Well, we still have Jesus, so we feel joy. "
Other students agree. (T)Sylvia: "Yes, Jjoy has noth-
ing to do with whalt's happening outside. We get Joy

from Christ within us - we are going to heaven."
The whole discussion on "Hoy" centers around the

that as saved Christians nothing can disturb the inner

idea

world

of the individual. Support for this notion is found in

appropriate Bible verses. The workbook provides some refer-

teachers and students.

ences to Psalms, a favorite source of supportive guotes for

(#9) Ben asks (T)Sylvia if he could look up the quoted

Psalms. He does it with enormous efficiency. I

vesterday how two boys and a girl read in their B
hefore class started. The Bible is used like any

Saw

ible
other

book, and the students seem to know their way around in

it

(#10) (T)sylvia makes the connection from metaph

poetry ("They Aare like picture words") €

the Proverbs and Psalms: "They help you get a pilcture
e

in your mind, something you can relat

to yoursel
They now search for metaphors that are a

ppropriat

the discussed topic. They f£ind -~ and shout out 11

excitement because they understand the concept:
= Y

cheer ful heart is good medicine ... a crushed spi

ors 11

o the poetry of

”
£, "
e for

n
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dries up bones." The children themseclves explain the

meaning of these Bible excerpts.




The last day of discussion about "joy" deals wilh ULhe

purpose of the students' lives. What emerges is the idea
that nothing in their lives would make sense 1f there werece
not a very specific purpose 1in their existence: to imitate
Jesus and to eventually be reunited with him.

(#11) (T)Sylvia: "How many in this fourth grade have
problems?" Lots nf hands go up. Several children
groan and say: "Money ... WE always need

more .. .school is hard ...you know growing up iz not
that easy either..." (T)Sylvia: "Well, and who is the
one answer to all these problems?" students in one
strong voice: "Jesus." (T)Sylvia: "So we can have
5oy with all our problems. Tf you don't know why
you're here - rhat would be sad. But we can have Jjoy,
can be confident in what the Bible says: we are safe.”

Another topic that shows how Christ as example has an
uplifting quality, and how one's faith in Him provides
guidance 1in everyday events was "self-control."

(#12) (T)Sylvia: "What you study in the Bible... how
does it help you?" Different students: "In soccer I
was punished for something and I felt like hitting back
put 1 did not... I do chores around the house even 1t I
don't like it... I get angry often and want to be wild
but Lhat is not self-control..."

(#173) (T)Sylvia tends te talk at length about herx
personal life as example for the various discussion

f

lssues: "Tf someone does something to you, how do you
respond at first?" Mary: "] feel like I want to get
even with them." (T)Sylvia: "Sure, that'!'s our nature.
I see this with my little grandchildren ...those traits
come early in life ... we have to train them socon."

ju.
g4l
i

I+ is interesting to see how the teacher does rnot
hesitate to warn the children of the dangers of following
adnlt guidance to closely. This attitude, the desire to
make her students independent thinkers, even if herx concept
of independence means total compliance with Biblical teach-

ing, is surely the main reason why the general climate in
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this classroom is generally one of equal partners.

(#14) (T)S8ylvia: "Guys don't watch your parents
because we l[adults] blow it all the time. Qur roal
example is Jesus. He was perfect. We can grow and
change. We do need to begin and practice. We make
mistakes, analyze it, what can I do to change and make
it better. You know when I make mistakes I suffer ...
(Tom interrupts her: "Then you sint"™) ...I do not want
to suffer.

(#15) (T)Sylvia: "If your mom calls you Jjerks, that's
not self-control, and I'm sure she is working on chang-
ing herself."

I noticed with puzzlement that the ordinarily composed
and calm children become very restless whenever the talk
touches on their parents. They take every opportunity to
non-verbhally acht out examples the teacher gives fox parental
"mishehavior." On later visits it started to become clear
Lo me that the students' attention starts to wander wvhenever
examples for certaln bhehavior or rules left the realm of
their very personal experience. They tolerate, even enjoy,
the teacher's personal stories; they start to loose intexr-
esk when she introduces hex grandchildren; they turn off or
hecome extremely restless when adult examples continue.

(16) (T)3Sylvia see 611 about self-caontrol

today, and she Jjust can't stop talking abcut how grown

ups need to learn zelf-centrol, too. "Ts behavior Cthe
1

only thing where wve need self-control?" Amy: "No. IT

can also bhe with money, like an allowance, or with

things." Joe: "Yeah, like how many Nintendos one
has." (T)Sylvia continues the list, explaining how
'‘moms accumulate all these C othes and shoes, and how

lot
dads buy larger and larger cars, and airplanes.’'
While she talks I see roll their eyes as 1f this
is talk they've heard before. Marsha disgusted: "Who
cares!"

At first, these type of reactions striked me as odd.

They do not fit with the otherwise exemplary behavior and




understand that

uncomfortable.
I fact, the

video games,

-

the general ailr

collection of

walkmans,

non-aggression. Qver time T came to

materia. them

1 e
marKas

“yom well-to-da families.

come

fancy gamnes, including portable

etc. that can be seen during recess

inside and outside the building is impressive. In the whole
context of helieving that "good things" are okay orv else one
would not have themn, prospering 1o okay, wealth is okay, au
long as one keeps 'one's heart clean,' it is understandable

that the children had not much use for thelr

criticism.

In their discussion about "honesty",

bl

discipline i

observing God,

bo ug, correct

closely

teacher's

T netice how self-

1inked to the concept of an eternally
speak

one that at any moment can Intervene,

guide us.

us,

(#17) Now the children are totally caught up in
(T)Sylvia's personal story about when she lied once ana
how God spoke to her in urnmistakable terms. "The
heavenly father , His eyes are everywhere, Lthey are
watching us. Not to put us in fear but to let us know
he 1loves us. 35 he can speak to us and say you need to
go make it right, =0 he can help us grow. 50 he is
just like your parents."
Early on it became obvious that the overall guiding
principle in this fourth grade classroom 15 & strict inter-
pretation of the Bible which is seen as the inspired,

Lherefore true
during
less

is not

science, and

periods of formal religious education.

, word of God. is especially noticeable

T

Howevey, 1

obvious in such subjects as language arts,
social studies. Truly the only subject area




that is different in this respect

lems could contain religlous

academic content with Biblical
purposes: to present rnowledge about

astronony, taxes, oY Native

perspective, ]

children.

(#18) Two students
compete with

are on the

the math
attention,
them, you
stay 1n con

instead of working on
gently gets theilr
rules. You break
stay within rule,

=

u
t
(#19) This week In sclence
nets. Jerry reads from the

iz no orbit of planets that
week. That was given to us

the
and

God created
seventh day He

Universe.
on

our
the

An unusually emotional

through the distinction between astronomy

Pible verses are quoted, especially
'riod warns us against believing
nther

ment that it is right to pay taxes

by the Bible and to promote lawful

(#20) We should pay taxes, (T)
"Jesus says we should give to C
and to God what is God's. put
1aw of the land and we want to

(T)Sylvia likes to explain and,

minister to these young chi

i
content.

doctrine

Aneyricans

and to continuously teach and

each other on math problem.
time, Amy and Joan have a private

then says:
ffer conseguenc
rol."

they talk about the
science textbook:

gilveso
directly by Cod to help us
remember that He is the creator of all the m

in astrology.'

visit they discuss the concept of "taxes.

.

Yet 1

matl . , waord

two mail

serves
such divexrse

{rom

blackboard in

In the
problems.

s A
O e

us the seven da
arvel

world in only six

rested."

and
as sources to

n

The

behavior:

Sylvia suggests be
aesay what is Caes
also, because it's
keep laws."

in her own words,

tian

front

During
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(T)Sylvia walks her students
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show that

an

argu-

is twofeold, as supported

N

©

-

ol
W
0

]

"to

ldren so that they might choose
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the right way." She made it very clear to me that she does
not consider her personal belief to be the meodel. Rather,
she sees her mission in guiding students towards personally

accepting Jesus into their lives. In doing so, issues that

could lead to discussions about human rights in general,

e

prejudice and ways to handle it, etc., or any topic tha

does not have straight forward ansvers, are dealt with in

4

the same manner: what 1is the divine example for reqguired

hehavior? In an effort to instill this example onto the
children, an exploration of the implications of human action
gets lost. The closest (T)Sylvia ever came to an explana-
tion of human behavior without immediately quoting the Bible
is demonstrated in the following entry.

(#21) Now the discussion centers around Native Ameri-
cans and how their land was "wrongfully taken, but the
Indians also refused Lo cooperate." ((T)Sylvia)

Jerry: "Why don't people judge Indilans as they do us?"
(T)YsSylvia: "Because there are people who are preju-
diced against Blacks, Indians, other religlions, or who
are others. We have to realize that all men are creat-
ed equal. ... I think if we look at people as human
beings not at colcr, but all as God's people, that's
the way Jesus does 1it. If we come to him and ask, all
he looks at is our heart, inside we are all the same.
God sees us so, and that's how we should see people.”

I note with interest that this topic starts an Inter-
esting dispute between several students. Tt centers around
the idea that mayhe some people might not "deserve'" this

14

positive sttit act that "other rell
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"siapid."

) The children start off on this discussion about
ey religlons; "But some people give sacrifices to
@atan or Buddha..." "Yes and some to the Pope or the
Saints..." "Boy, Satanism is stupid!" "Yes, Carla,
but everybody sins!" "So what!" "So you need to love




them anyhow even if it sounds stupid." "LL you want to
e an example..."

At one of my visits, the children read in lheir monthly
Christian newsletler about "Earth Day." When T first saw
the headline I thought that meant thesc children also learn

about environmental protection, etc. T soon learned that

U’l

rD

the article was a rvather strong argument against the envi-

ronmentalist movement. The ensuing discussion, ox better:

lecture by (T)Sylvia, culminated as follows:

-

(#23) (T)Sylvia reads from the newsletter: "There
a true danger in worshiping "mother earth." Tgnoxr it
God makes the idea of protecting the earvth a foolish
one. 8in is a much bigger problem than pollution.”

Now she elaborates on this thought, and how sin is
pollution, and selfishness. "Only God has the power to
clean it up completely. And He will do that someday -
with fire." T am stunned.

Self Discipline

(#24) From the parent/student handbook, one of the
seventeen splritual goals: "The student will galn a
Biblical perspective of authority as it pertains to the
home, the school, the local church, and government .

(#25) From the parpnf tudent handbook, on student
behavior and discipline: "One of the most important
lessons education should teach i1s self-discipline
iz the training that develops self-control, character,
orderliness and efficiency. It is e key to good
conduct and proper consideration of other pecple.”

On the surfac +he environment I obscrved in this

schnol seems astonishingly conflict free. During all the

T

time I spent Lhere, I never observed an actual fight between

students. Aftex

81}
O
3
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visits, I noted some instances of non-
verbal aggression, mostly punches in the alr and similax

bhody language. My first ass sment was that these children
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solve their problems by talking them out, by using a non-
violent measure of conflict resolution. I was content with
this idea until I started rereading my observations. In the
light of a lengthy analysis I am now certain that my first
impression and notes were simply wrong. What actually
happens is this: The correct behavior is strictly enforced
by the adults in the school; the students usually follow
the rules; but in fact I rarely had an opportunity to
witness the kind of "self-control" about which the handbook
speaks and plenty of opportunity to observe how the students
are trained te acknowledge adult authority.

When I had finished sorting the observations in School

n, T noticed that 7 did not have a category that referred to

teacher - student aggression, excessive teacher demands, orx
lots of if - then disciplinary measures. Whalt 13 s0 very

intriguing is the strategy used by (T)Sylvia: she uses hex
great humor and her self confidence to enforce the rules.
Tn the mozt kind manner she tells them again and again what
they did wrong, why it is wrong, and what will have to

change. 7f one left out the rather hidden agenda of disci-

(@]

plining, even containing the children and training them t

be obedient, 31l one could see is the truthfully benevolent

way in which (T)3ylvia treats her students. The stated goal
ic to help the children become self-disciplined. The lived

example in this classroom shows that the ultimate framework
for behavior is to be worthy of God's love by obeying adult

ylvia actually does is modeling

~—
gy

regulations. What (T




ion strategies and positive encouragement .

Within this theoretical context I saw four distinct
patterns emexge. In some instances the children actually
exhibit self-disciplining behavior. Other times, (T)Sylvia
negotiates solutions in a mannerx that expresses a certain
equality between herself and her students. Freguently
disciplinary measures are initiated by the teachexr in hex
gquiet, almost neutral way, but adult control as the true
disciplinarian is clearly noticeable. And, finally, there
are times when the students become truly impaticnt with
v

their teacher, and the line between impatience and aggres-

sive becomes very thin.

The Students as Self-Disciplinarians. There area two dis-

tinct ways in which the students show attempts to enforce
discipline themselves. In both cases discipllne means
following rules. First, children turn to other childxren
without reference to the teacher.

(#26) Math. Some students work together and talk
quietly about the problems. When the small group next
to the window starts to laugh and seemingly talk about
non-work related issues, the other students around them
go: "Zhh! Shh!" feems to me they are constantly
monitoring each othe

(#27) PBrian wipes the blackboard and wiggles his lower
body. Some girls as well as boyE say thetlj, zort of
annoyed: "Cool out, Brian ...stop that nonsense .

hey go en with your Jjob ...”

(#28) Harry to two girls who make nolse with paper:
"could you please be just a blt more quiet." He sa
it in a very soft voice. The girls change pace, he
smiles and, sort of making fun of himself, says "Thank
you" and also "You're welcome.'

The other instance occurs when the teacher has to leave
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the classroom and asks thewm to be guiet. These events
always spurn lively discussions:
students: "She

(#29) Now the discussion among th

e
or

o

told us te relax, what if she )perf the door." Mona:
"Be quiet, dudes, shh, shh." She sounds urgent. Some
kids put feet on table but nobody leaves seat. The

noise quiets down. Now the guys in the back talk
quietly aboult shoe sizes.

(#30) The racket was htoo much. (TM)YSylvia tells them
Y

that she will give them some time to think about it,
and that she will leave the rocom for thal. As soon
she 1s out: Wanda: "Shhh...Shhh, hush, sit nice,
smile, I'll be the 1,2,3, person.." One boy still

talks loudly to an other one. Charles: "Shut up Joe!

Now it's reaily quiet.

C

Negqotiating Equality. ©One of the recurring tasks of

(T

~

Sylvia is to decide which student will read. T noticed

on several occasions that many of her students try to estab-

lish a special, even preferential relationship with her.

(T)Sylvia usually avoids the issue vexry diplomatically.

(#31) gome odd suggestions fleat around like 'if you
g

L

can read cross-eyed '; finally they vote and determine

that those kids who ate pancakes this morning could
read. Sounds democratic.

When it comes to dealing with minor infractions of

Adiscipline, (T)Sylvia is at her best in terms of negotiat-

ing the correct behavior gently.

(#32) 2ally is almost asleep with her head on the
desk. (TySylvia in a friend 5
Sally, we're out here, ... you C
me that you are awake

ing-song: "Yoo-hoo,

an't take a nap. ©Show

" 3ally steps out of her seat
[ 1

and makes dance movements: "See! T'm awake." Teacher
smiles: "Thanks

(#33) (T)Sylvia: "Excuse me: when I talk you don't
talk; then when you talk I'll listen. That's a deal."
(#34) Somebody reads the helpers for the day. Confu-

sion over entry. children suggest various people.




Possible chaos. (TYSylvia very guietly: "Let me

see ... I don't want my ay%L“n mnessed up. Jerry,

please come and help me figure oulb the seguenc ce." Jervy

and (T)Sylvia discuss guietly; rest of class is quiet.

Within a couple of minutes she shows the student whose

turn it is how it works.

When it comes to issues like when a test should be or
what to do with some time at the end of day that is "left
over", truly democratic voting takes place. When the issue
concerns attention to the teacher or moral hehavior, the
children are said they have a cholce but they are encouraged
to "choose the right way."

(#35) To a group of noisy students close to the door:

"No, it is your cholce: you can either pay attention

to learning and ignore the other person, or you can pay

attention to the distracter. It's your choice but in

any event this will be the homework. So you want to

know it."
Adult Rule Enforcement. The tone between (T)Sylvia and her
students is generally very pleasant. They like her and she
1Tikes Lhem. This mutual feeling sets the mood. Conseqguent -
1y, even direct rule enforcement takes on a gentle strealk.
The most common way (T)Sylvia enforces rules is by address-
ing the child directly and announcing the way she will now
"take care of the situation." This is done by subtracting
money from thelr checkboolk, stepping oulside, or taking off

time from future receus. Minutes can also be added to
recess, and money can be added to the checkbook The check-
book icsue will be discussed more detailed later 1n this
chapter.
(#36) John gets off his chalr. (T)sSylvia "We'll let
you deduct 35 cents out of your checkbook. You can do

that at lunchtime."
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Kelly has feet con chalr, doesn't sit straight.

9 . ~r

)

elly sit up straight, be quiet now. Also deduct 25
nts from your checkbook."
(#38) (T)Sylvia to the whole class: "You ane having
vour private discussions, 1 just deducted five minules
from your recess."

(#39) Harry laughs, slaps the desk, forces
himself to continue laughing. (TySylvia: "Har
please step outside the room." Harxy: "Is this

more detention?" (T)Sylvia: "No, Harry, Just

i

take care of it."

Tn all cases the result was a return to expected behav-
ior without resentment. The teacher never nmakes a big deal
out of such misbehavior. Often she calls on children who do
not pay attention. When they de not know the answer she
quickly moves to ancther student. The "delinquents" usually
are embarrassed (academic achievement and competition ranks
high here). They are made to realize what they need to do
or want to do. Also, (T)3ylvia suggests at regqular inter-

vals to "breath deeply with your hands on the stomach, and

J

relaw." This happens especially towards the end of the day.
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The gencral idea exnpres

ul

expressed 1in the following obscrvation:

(#39) T think that's what she means: Here we work;

disturbances will not 1 ted. (T)Sylvia tries to

convey the impression that the other students have a
ime

right to gquilet concentrated study time.

Wher Moralizing Leads to Impatience. (Mysylvia's carin
s

[

attitude towards her students made the many rules appeat
less restrictive than Lhey actually are. Sure, there would

be a certain restlessness towards the end of the day; Lhere

m

was an occasional confrontation, or better: "situation" that




had to be "taken care of." Rarely did T cbserve ohvious
student annoyance with the teacher. When 1t happened it wam
almost exclusively a consequence of prolonged moralizing,
i.e. the children somehow seemed to express: 'Hey, give us
a break, we are trying real hard to be good. No need to go

on and on with this stuff.'

(#40) The discussion about helping and why the chil-
dren should help has been going on for at least 10
minutes. Sylvia snaps: "How about getting paid for a3
change . "

(#41) The students check their answers about "honesty"
in the workbook. Tom reads his ansver. (TYSylvia:
"Phat's too general." Tom angrily flips his page and
5ays: "Well, that's all that I came up with,; you
already sald everything anyway."

It is important to note at this point that these ex-
presszions of hostillity are rare. Fven between the children,
saggression is low. I note in my observations of
student/student interactions 75% positive incidents, 1.e.

(#42) Joseph struggles through & math example on the

hlackboard. Finally he is done. The whole class

ne
. versus 25% verbal aggressive interactions, such as
these:

(#42) Andrea feels disturbed by Ken and shouts at him:
"o I

e
Shut up." Ken: "Why don't you, you idiot."”

2]
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Ministrvy: Having the Wwayv

The students are very clearly taught that the Christian
way 1s the right way. They are made awvare that it 1is appro-
priate to reach out to other people as examples of the right

way and to practice it. The "right way" means having ac-
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epted Jesus as the personal savior following his example In
2ll we do. Practicing this right way leads to a strong
censze of direction and a feeling of optimism and self confl-

dence. Faculty and principal are very verbal in expressing

——

li

1eir opltimism and

-

g

¢1f confidence. They speak of Lhe

exciltement to teach here, the blessing that goes along with

1.

{he education ministry, etc. The children often exclaim
"praise the Lord" when something makes them happy; they

7

congratulate themselve

Ut

by shouting loud "Yes! Yes!"  And
then there is (T)Sylvia who always sees a vay of encouraging
children to ninisztex.

(#44) (T)Sylvia closes her lecture: "When we know
Jesus we have a purpose: we are here to tell otherx
people about Jesus; we are the only hand and feet and
mouth of Jesus [i.e. Jesus has only us to rely on
regarding doing his will]. Help other people in need,
help can be small like a smile or even Jjust make some-
one feel alive."

(#45) Christline suggests that some people say Blacks
¢ "more in crime." (TY5ylivia: "There's a lot wrong

h our society. There's where we as Christians come
Z
"

L

wit
in.
At other times, the right way becomes visible by ac-

centing the suspected opposite. These instances often

contain stereotypical remarks, oxr turn into expressions of

ot

satisfied materialism.

(#46) (T)Sylvia talks about her trip to Mexico and
"the" Mexicans: how people live in boxes; how they
drive like wild maniacs in old cars and bang into you,
etc. Makes a short comment that there probably are
"heautiful parts" but no mention of maybe different
people.

(#47) T have the two top buttons of my blouse open.
Carla walks up to me and indicates she will "fix 1t."
She closes one: "go! Now it does not look wrong any-
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more.'

(#48) Today 1is one of the two dress up-days of the
weelk . The girls ars ' 3y i

b:ys wear long pant:s

(T)Sylvia to me: "It's so0 the women show they are
women, and the guys show that they can dress up. I
helps the children just a bit more Lo be awvare tha
there are some right ways of dressing.”

The Spoken and the ¥Written wWord

Many of the informal talks between (T)Sylvia and me

centered around the events in the classyoonm the days 1

3

observed. Those were opportunities for me teo clarify my
observations and hounce some of my impressions off her.
When we sal down for our "formal" talk, i.e. commenting on
the index cards I had broughl with me (sSee Appendix A)
things happened: One, she sorted the cards slowly, quietly,

commenting only on those that she put in her "Don't agree"

l_.x

pile, two, she cted afterwards to talk "a little it
about purpose of life and, of course, spirituality and
religion.'

I noted initially t concerned about
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not =so much an
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sorting the index cards "correctly.

expression of personal insecurl ity as the sincere attempt to

reflect in the sorting the essence of the spiritual message

as the school and she as & menber define it. Her comments,
therefore, are mostly statements as o how well & particulaw
card fits with what the Bible says.

(#50) The card is

# and reads: "Wwhat I do affects
all existence at all S

(8]

t

3,
levels t consciousness."
nds too much like pow3r and surely

(TYsylvia: "That soun
ter, but we are not God. So I put

humans are above ma




this on my 'Na" pile."

Gccasionally she surprised me by choosing cards for her

"Agree™ pile that, in wy opinion; had clear transpersonal

connotation, such as card #50 which reads: Humans van

produce a variety otk mindhody states.

I quickly learned that agreement with a statement did

=

3

not necessarily mean she accepted 1t. In the above case,

agreement with the fact that people can alter their mindbody

xu

states, 1l.e. experience Al cts . did by no means signify her

condoning such alterations. 1In fact, statements that clear-

1y expressed content from transpersonal theory, e.9. #s 13

;
223, or L1, vere rejected as "not belng in accordance with
the Bible."

Once we started talking about the purpose of life and
spirituality, her at titude became clearly missicnary. Fronm

(T

the beginning she had expressed the hope that I would be
inspired to truthfully see the good that's being done at
Schiool B Among the main characteristics both she and the

principal stressed was the distinction between religion and

spilrituality.

i

as examples the "Jews and

(#51) (T)Sylvia: "Religion concerns manmade things

ideas that people put on us, like dress and bethlUl

rules or how to appear p1< 5." She tells stories of
.—)

her own 1ife. Then she gi

Ul

all theilr manmade rules" and later "the gurus: you
hum or you medita zo many days or 36 many hﬁnr" and
those things are upporod to make you gpl-ltHQI She

U’l

concliudes: "Jesus' message is much impler.'
(T)Sylvia is convinced that true spirituality can be

summed up in two rules and one resulting consequence:

(#57) "First, love God with all our heart and him only
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do we 3erve,; and then: lTove cach obther

those two things, and other things will take «a

rhemselves. The meaning of life then is gonna

just be in service of CGod, in service of othex "

She explains in detail how by following these rules 1t
ig very clear to her what hev iob is with vegard te servindg
her students. It is important to hexr to nake me understand
rhat her service does not mean putting her personal ideas

onto the children. Rather, she sees her job as pointing oulb

o them how to use Jesus as an example for one's 1i

When it comes to determining why she thinks he

fe.

r path 1=

the right one, the answer is consistent with offlicial s¢ hool

policy:

(#53) (T)sylvia "Jesus is the difference.
all the answvers because of. him :nd we £i
Bible. The Bihle ig God's wo d written tc men

the right way has been replaced by doctrine, by the

<

tion that nothing but this wvay is the right one, 1

U

confirmed by the following statement:

(#54) "Pegple are very seli cente
And we are supposed to Lrain

are getting harder to train, -
gifts, blgger idea= ." T ask: "With whom are
competing?" (T)Sylvia: "With the worl =
are too many distracti ons which make it 4i
gelt the truth to them.'

(Tysylvia's statements are in cleax accordance
written meszsage as 1t appears in the parent/student

ae well as in Ethe

in the ¢lassroom.

official handbook is very elaborate and comments on

any possible aspect of school life. These detailed

.We know

nd them in the
-

1A

.

rme notion that at this point the option of ¢hoosing

convioc-

furthexr

with the

handbock

The
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tion of vules is somewhal 3 contradiction to the statenent
that learning will take place "in an open and unforced
Christ." Tt Js clear that
this openness takes place only when the students obey Uthe
rules. Teachers have special subhorilty over the students,
they are theirx personal ministers. Ipn *he handbook, remarks

are made about the "sinfulness of human nature," about the

[
)

"damnation of the lost," and about "extra" activities, suc
as arts, foreign languages, OF music, which are considered
"gifts from God ... SOUrCes of joy." It is well worth
mentioning that School B has an outstanding muslc pregram,
and certainly fosters the arts and Spanish as a foreign
Janguage.
The stated goals are a) splritual, e.g. Rible study,

daily prayer, with the final goal: Christlian noral decislion

naking; b) intellectual, i.e. well qualified teachers

~iressing the basics; c) nhysical with snecial attention
= / i z 7 I-

Yo team spirit; and 4d) extra activities, such as the arts.

s

n

There are 17 spiritual goals that can be summarized as

N

o]
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follows: Goals 1 through 6 refer to proper understan ing

.

4

niblical principals, such as the Holy Ghost, redemption,

etc. Goalz 7 through 9 concern the Bible as the infallible

By

word of .4 and the command to live by it. Goal 10 has to

An with self worth gained by defining oneseli as membey of

the body of Christ. Support for the local church 1s encour-

aged in goals 11 and 12. Goal 12 demands that the student
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accepts authority. The next two go concern the mission

u

3
4

Q
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ary goal of the spiritual development. Goals 16 and 1
assert bhat Jesus will reburn sooner rather than later;
therefore, it is imperative bto have the rvight, 1.e. Chris
tian, morals.

consistent with the observed teacher centered classioom
approach is the expressed "discipline policy that is Bibli-
cal, firm, consistent, and impartial.” 1t is amazing haow

1.

(T)Sylvia softens the clearly aunthoritarian structure of the
school by her personal attitude.

The students use a texthook series designed especially
"to train them in the Christian way of 1life." Every book

for every subject contalns the appropriate subject matter

by

pluz a special Christian perspective of the topic. Thomas

(12990) describes

6]
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catures of a Christian theory ot human

ety

Christ]
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development. He notes that to conservativ

 tne truth about any phenomenon 1is not discovered
by humans through their own cleverness or the investi-
gative techniques they devise. Rather, truth is re-
vealed to mankind by Cod in meszages sent through

specially chosen people and [the Biblel. (p. 135)

Here are some selected samples from textboocks. One of

the most astonishing facts that crystallizes atfter having

read all books in seguence 15 that any topic, from planets

to language to health, i< =zsen as proof of the orderliness
with which God created everything.
(#55) With regard bt

0 [ j‘l
has placed each one l[of the stars]
in the sky."




(#56) With regard to different languages: "God's
orderly plan for the world and for their lives" 1s
mirrored in the orderly structure of the language .

Different languages are a result of confusion and God's
punishment.

These excerpts are not meant to indicate that the
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=chool is anti-science. 2rientific results ave acc

("\

long as there is no "bettex" explanation in the Bible. When
ence offers explanations for issues that are A
scribed in the Bible, the Bible is con nsidered to contain the

truth.

g

(#57) About the origin of the universe: '"scientist
cannot tell us about the beginning of life or the world
hecause they were not there to observe. Howevetr, the
helievers can know because He has told us about it in
His Word." The Bible is seen as the only reliable
record of how creation happened, namely in seven days,
and "we accept this record by faith."

This faith in the authority of those who became instxu-
ments of God's word finds its seflection in the message to
the students. Divine authority 1is mirrored in the authority
of teachers and other benevolent adults who are there to

train the students in the right way. Obedience to God and

obhedience to adults take on a similar guality.

-ning the body heal
read abouln Lhe : anc needing the right
enough exercise oYX spiritual growth. "Food"
as what one reads, sees, listens to and which
"memory recora" that can potentially poison.

(#58) In

~i=e" means to train cneself in doing guod, Y€
D_bLe; etc.; finally, spiritual "rest" i3 &
with God.

What is missing in all thege texts is a discuss

important social lssues such as the role of minoriti

Fhis country or the Civil Rights movement, issues




and sociceconomic class The
as having had 'many false rel
way of life This and the

did not tsincerel

b

A TG L Aan 1o Phe
igions which influenced their

zuggestion that the "white man"

to teach the Indians in Chyls -

always

vy try

tianity!

stand each

made

other.

it impossible that the two people

could

undey -

The Observer Tnrns Participant

#£9) I am sitting in wmy car. Eight hours and many

pagp earlier T found myself in = ~ircle with the othex
teachers and the principal, nolding hands, listeninc Lo
7

their prayers that lncluded ne, wondering why 1T fell

1ike running away and asking them for more at the came

time.

BEvery morning around eight o'clock the principal comes
into the building for the lower grades He strolls towards
A rather spacious part of the hallway in the ba ck of the

building, sometimes singing, sometine just talking to

pd

children or teachers. Faculty members follow him, some

already wait in the hallway. On my first visit, 1T searched
for "my" teacher and found her with the cthers, already
forming a clrcle. T assumed this was s0Me sort of morning
=taff meeting Lo dlsCuss fthe daily agenda. Whan (Ty8vyliv
vaved to me to me join thew, o did so. To my surprise, the
assembled adults yined hands, closed S 0me
started to sway back ard Fforth while the principal beg o
pray.
(#60) Mr. Adams, in A full, confident volce: "Lord
Jesus, 1t is Mondny and people say it's time to have
the Monday blues. Well, Lord let me tell you, 1 mean
those poor people. aure we all like the weekend. But




wve'lvre s0 excited to be here, Lord, we Aare absolutely
ready to serve you, our pleasure, Lord, we ane excited

to walk this hallways and to minister to these wonder -
ful children that you have sent to our doorsteps

While he talks like that to his Sod, each member of the
“iycle affirms his words with a personal gesture There ir
constant murmuring going con: "Praise you Jesus, thank yon
L.ord"™ etc. Then Mr. Adams encourages each teachexr to pray
for a personal cause. The petition range from prayets for
personal guidance with a problem student, to asking for a
miracle for an ill person, to even more private pleas for
help. Mr. Adams affirms that God can "do it" and nobody
seoems to have any doubt that whalt they ask for will bhe
granted in time. While T stand there trying to sort out my
feclings abeut being part of such a prayer circle, "y "
teacher starts to actually pray for me:

(#61) (T)Sylvia: "I want to pray for Judith who will

spend some time now with us. That the Lord may shine

in her heart, that He may linspire her to see the good
we do here, so that she may be touched by His grace.

And for her work that it may proceed and be successtul.
We thank you Lord for having her choose our school 50

we can ministey to her."

Tt is interesting to note that I sctually felt emotion-

w

t

21ly overwhelmed at that point. T was a total
these pecple, yet they were willing to share what 1s a very
intimate ceremony with me on my first visit. They conveyed
a sincere and enthusiastic attitude that s
contrast to the reserved intellectnal curissity with whi ch T
initially approached the situation. At the end of the first

meeting I was invited to continue to share these morning




prayers. This put e into & dilemma: T had never been pact

of a prayexr group, T fedl: nncomfortable holding hands and

D

trying to remember what happened for later writben reports,

P

and at first it aid not seom to be an jmportant part of wy
observal ions. At the same btime I knew that I should not
exclude any opportunity forx insider information, I alsn fell
that by participating I would become more trustworthy to
(T)Sylvia, and finally 1 decided that I could overcome the
dilemma only if I accepted their invitation and becane a
total participant and truly experienced the lived world of
this school.

These moyning meetings serve a variety of purposes.
Fellowship 1s one, the opportunity te find support for one's
petition through othey pecple. Tt gives clear example to
the =students that prayer is part of life. The way in which
it is done, i.e. the circle, the holding of hands, the

swaying, Uhe murmurs of praise and othex rituals, facili-

tates positive energy. Whenever T "surrendered" and uncon-

diticnally participated, T felt go0d, accepted, uplifted.

[

when I stayed on the szurlface, Tictened and raflscted, T felt

uncomfortable, helpless, coerced. One either surrvendersd or
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me hegin te ask questions about the similarities between

R - — " e~ . Ao ke A Nt .
woh spiritual journeys and, e.g., mMeditac-oon 3y oups OF

ather ways of facilitating ASC's. nese reflections will be

discussed more detailed in Chapter VIIT.




Summary

Core themes of School B are documented in this chapter.
The main issue, i.e. the overall reliance of the informants
on a literal interpretation of the Bible, is put into con-
text by describing the following patterns: Self-discipline
in its various forms in School B; the meaning of having the
right way for everyday encounters; a comparison of the
spoken and the written word. A brief discussion of special
occasions when the observer turned total participant con-

cludes Chaptexr VI.




CHARTER VIT

SCHOOL C: .. .SECULAR LEARNING V3.

SPIRITUAL CGROWTH

This chapter contains analysis and documentation of the
~ore themes for School C. The reader may want to consult
the beginning of Chapter V for a description of the actual

process that lead to these core themes.

ITntroduction

,_

The idea that closer relationships between different
generations might be beneficial for all participants is
realized by School €. Serving primarily children of the
Jewish population in the city, the school is actually part
nf the Jewish Community Center. The Center consists of
daytime facilities such as meeting halls, recreation rooms,
communication facilities, and & pool, of apartments for the

slder Jewish population in need of more o less me

[aF

ical
care, and the school. Although the different areas are

clearly separate, they can all be
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lobby and connecting walkways. The interier of the Centex

4

as well as of th

P

school is not too spacious but very func-
tional.

When T first introduced my project to the principal,




Joe, and to my contact teacher, Hannah®, 1 was astonizhed ati

how guickly I cbtained permission Lo observe, but also that

T
—
-’
e

(P)yJoe was absolutely convinced great things were happe
in (T)Hannah's classvroom. The school does not have a total-
1y strict age grading system. The fourth grade in which I
was to observe actualiy has three fifth graders in it, and
at least three other students, considering their physical
and mental age, are more likely third graders. They are In
this class primarily because of their intellectual abili-
ties.
(#1) I am impressed by the emotional speech of (F)Joe
this morning when we first met. He talks about a
"dynamic" system, a chance for "growth and positive
experiences." His idea is to be there for the student
physically and psychologically as long as needed. He
see:s his Job as being many things to his students:
counselor, spiritual guide, friend, teacher
For our first talk we sit on comfortable sofas in the
main lobby. (P)YJoe looks around constantly, keeps in touvch

with what's happening, who walks by, etc. He seems totally

absorbed by his job. At the same time he explains to me very

carafully the essential characteristics of ti school as he
sees them:
(#729 1 am told by (P)Joe that a couple of 1 earning
specialists and a developmenfa psychologist assist
them all in accommodating individual dmeelences. I

note in astenizhment that the term "special education”
never is brought up. FEvery semester artists make
special appearances in the school. Above all, the
schonl would not be what it is if it were not for th

et
o
)

generous support of the parents, who give thelr money
1. As in the previous two chapters, all names of persons

and places in this chapter are fictitious. In the text, the
principal is (P)Joe; the contact teacher is (T)Hannah.




and their Time.

School C prides itself in its individualized approach
to placing children. The parent handbook states that "no

one will be placed in a higher grade

appropriate." Instruction is

provided

level until it 1is

Lo

kindergarten

through f£ifth grade. Aftev that, students continue their
zecular education either in Public Schools or in a private
institution.

Most of my observations took place in (T)Hannah's
classroom, although I was free to wander around freely, sawv
other classes in action, and accompanied the children to
performances for the elderly and, on Fridays, for the Sab-

bath celebration in the hall.

The classroom i3
High on the Bast wall hang two strips

Hebrew alphabet. In the wmiddle of th

closets; their doors are covered wit

square with a relatively low ceiling.

of paper with the
e wall are two walk-in
h children's drawings

of the state flag. To the right is a small white writing
rneard.  To the left are a file cabinet and a desk with an
slder model computer on it. I front of the closets is the
teacher's desk with a large comfortable swiveling chailr.
Alongside Lhe Nerth wall, through which one enters the
rlassroom, are shelves full with National Geographics and
hooks for children and adults to read In front of it iz a
relatively high counter with 2 sinks built in. The West

wall has a connecticen to the adjacent

Hlackboard

with bulletin boards tc the

classroom, a large

left and to the




right. On the 1=t bulletin board is space for the "student
of the week" mementos. The South wall has primarily windows
and glass doors, and one shelf with books and a globe. At

t vi

&4}
0

the time of my fir it, Hanukkah signs and multicolorad
paper chains hung frem the ceiling.
There are twelve students in (T)Hannah's class. Eleven

nf them are white, one is

=)
—

lack. ©Of the three fifth grad-

ers, two are girls. Of the other pine children, again two

are qgiri

o]

. The children sit at individual desks facing
West. At various intervals, the learning specialist or tne
developmental psychologist come into the room, work with
individual students right there and then, or escort them
putside to a different area of the school. Math instruction
of the three fifth grade students is provided by a different
teacher at the same time as regular math instruction for the

rest of the class.

Core Themes of the Spiritual

Landscape of School C

(#3) (P)Joe's favorite phrase is: "Oh this is fantas-
tic! T like the way ..." you raise your hand, you sit
in your chair, vou said that, you a this, etc. And
with him the tone in the classroom, between the stu-
dents and hetween (P)Joe and the students Is guiet,
humorous, polite, fun, intellectual, interesting.

Y
id

-

Iy

(#4) Today I note the following shouted commands by
(T)Hannah: "One at a time! Excuse me! Just a minute!
I want you to [listen, sit down, read, pay attention,
etc.] NOW!" Every command is accompanied by her right
nand slicing the air. More than three gquarters of al
interactions today had a clearly negative ox aggressive




On the days that I visited School ¢, the time from
about 8:20 in the wmorning to ten o'clock was devoled to some
sort of religicus education. (P)yJoe instructs the children
in Torah reading, Jewish history, the life cycle, and value

issues in the Jewish traditio

=

in addition, every day
except Fridays, the children received one hour of Hebrew
instruction by yet another teacher. I soon cane to antici-
pate tern o'clock and the appearance of (TYHannah with appre-
hension because it meant the instant transformation of the
twelve children in this classroom: calm turned to restless -
ness; boredom turned to hostility; and above all the
constant potential for detrimental chaos.

A filting metaphor for School € would be To think of 1t

=i

Ul

resembling a Janus head, bearing twe contrasting but not
necessarily complementing images. It wvould be easy to simply
dismiss the events after ten o'clock and report that frem
thi= point on no formal spiritual instruction takes place.
The focus could then be on the morning hours and on (PYyJoe':s
interaction with the students in the context of Torah read-
ing, etc. There are, however, & number of factors that
don't warrant such a move. The students spend most of thelx
Aa, st school with (T)Hannah. Although she repeatedly

stabes U

..+% her task i3 to provide the secular part o
education, and although she almost never refers in hex

teaching to the Jewish spiritual tradition, the events I

observed need to be analyzed and put into the context of the




yhole description exactly because they st

,

contrast to *rved morning events. Suc
moints bevond mere coincidence or

Further, by analyzing and comparing all o

i

first assessment can bhe made of

~ e ~ 1+
Cross-51T

of attitudes. Questions as to the primar

lying certain behaviors might be answered

Looking at 5

the two contrasting

not just an account of how successful the

¢ pursue the traditionally Jewish quest f

attempt to describe the range of Influenc

are exposed, and how they deal with them.

A Comparison of Emerging

proceed to a more detailed

types of interactions I observed,

remarks are in order. In the process of
notes from School €, T developed a large

L

categories, such as "tcon", indicatl

or "tkdef", denoting conflict be

and ending in teachexr's

the categori
A

stage in

when no attempt 1is to select,
any outsider,

models to whi

]

different communication

—r

and

ordinary

itnations.

nerely

these initial categorizations reveal

in such stark

h a difference
O .

variatil

bservations, 2

national transfer

v mechanisms under-
more decisively by

Finally, this 1s

students in School

or meaning, but an
es to which they
report of the

some genera.
coding my field
number of descrip-
ng extreme teacher
tween teacher and
It is interesting

t ¢

ch the students are
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exposed. I will document these patterns on the following
pages.

Twenty-six categories emerged from the observations
when (P)Joe taught the students. oOnly two categories refer
to some sort of aggressive conflict, and that occurs hetween
the students, mostly when they are unsupervised.

(#5) (F)Joe has to leave the room for the fourth time

this morning. David [the oldest of the Lifth graders

to Abe who had been chatting and giggling: "Hey, stop
that =stupid laughing. I want to do my letter here."

Abe replies immediately: "shut up yourself!”

Qf the remaining ca

either positive interact
(#6) They write le
encourages them Lo
yourself." All the
there is lots of to
here, a pat on the
up in jest, he then

quietly while he 11

his rough draft.

(#7) The
minhah,
Jeremy looks
(P) "We
do To

students
cust
up the
not on
know

i.e. a
Joe:

it

Anothey third of th

plinary actions initiate

olving the problem

humiliation.

shouts t
oe gentl
already o
you are doling.
it again. (P
Marc' hands in
quietly but firmly:
going te do that,

Marc
(P)J

YOu

his

2

YJoe walks to him,

you
urgency and concern

tegories, about two thirds concern

ions or some spivitual content.
tters to the soldiers. PYJoe
make it personal, "write about

while he walks around and talks and
aching and attention; hairx ruffled

shoulder there. When he roughs Abe

tickles and caresses his head

stens to an other student reading

read about the difference between
om, and halakhah, a law.
verses as directed by the book.
need to know what to do but also
not all. You need to DO it."

Lol

i.e.

ly

15

e catego to do with disci-

d by positive mannerxr,

without resorting to aggression oOx

-

the

out for third
Marc Levi, Marc

want you to think

next minute. Marc does

kneels down, takes
him gently,

"Marc, Marc, no, you are not

need to work on 1t. The
(P)YJoe's volice seems to

hie

y:

answer
"Marac,
we me. I

" The

'
4+
L

and impleres

in
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penetrate, and slowly Marc calws down.

-
,._.J

had the opportunity to briefly observe five other

people in interaction with the students. Sarah, the Hebrow

teacher, used about the same style az did (P)YJoe. 0Of the

1o g -

twelve categories emerging from these entries, all but one

have to do with positive conflict solutions and task related
issues.

(#9) The children call their principal by his first
name, and now they surprise me again. Sarah is
"Sarah" to them. They are about to sing that Hebrew
song again when an argument ensues about the lyrics.
Two students really get at each OLher. Sarah suggests:
"Hey, what about instead of arguing we listen to 1t
again? We'll have a test on it on Tuesday and you know
how we teachers enjoy giving tests."

Brief instances of verbal aggression by students loose
their edge when seen in context. The two learning special-

ists usually appear together. Their main task is to tutor

i

specific children somewhere else. Whenever they appear, the
student who is supposed to go with them dces s0 without
protest but often with a lot of distressed nonverbal signs.

(#10) The two specialists come in to take Arthur awvay.
<till do not know what's really wrong with him. He
-~

B

seems a bit slow in math and somelimes he gets angry
and stubborr. They put their hands on his hJulder
from behind, and this gesture somewhat otuerq me .
(PiJoe: "Pl_ase take the angel." Psychologist now

with hands behind her back, stiffly: "Hi Arthur."
Arthur stares and walks in silence, his body held like

a priseoner, resigned.

s mentioned before, the three students who are consid-

e
n
O

receive math instructicn mostly from

ered fifth grade
another teacher in the classroom. The recorded observatlons

=howv a businesslike attitude with an even mix hetween ag-




and

dents. Ruth,

initiate

hut

control.

noutral

the

moves

most wverbal

by the

of the

teacher

wveen herself A
The math teac

and

students;

.
"

[

by the =
o veqularly
teacher

is always

(#11) The math teacher accelerates the pace. Ruth
"Do you have to speed like that? It really does

make any sense the way you rush us." Her tone is

unfriendly, she speaks fast and firm but at the sa
fime she sends one of these looks that T know now.
means 'how f[ar do you let me go this time.' The

not

ne
Tt

teach-

er Jlooks at

hex

dangerously quiet:

know 1it."

chaxrge

Finally, th

residency at the

changed from open enthusiasm to defensiveness,

and you

ere 1s Elizabe

time of my vi

th, the dancer

site. Her

tured approach that clearly was not her pref

reasons which will hecome more clear later £

not accommodate the openness of Elizabeth's
Originally, T establizhed twenty-six ca

hard and long and says very calmly and
"Don't try me again, Ruth. I am in

style

who bhegan hex

quickly

to a struc-—

rred one. For

-

nt

oy

ude id

U

approach.

from

tegories

Three of

observaltions

involving

(T)Hannah

and her

st udents.

them referred Lo cooperative student behavior.
(4123 Charles is very patient whenn Arthur pushes his
chair back and bumps in his deslk several Limes. He
only says quietly: "Arthur, why do you do that?"
Arthur looks slightly Pmbarraoaeﬂ: "I dontt know.
Sovvy."
Four others contain positive teacher /student encoun-
ters, such as polite negotiations or some friendly verbal or
snverbal gesture.
(412) An instance of long needed peace. How much
tension everybody had to endure a ready today.
This i= greatly appreciated. andy rocks back and



forth. (TYHannah puts her hand scftly on i
shoulder and he =tops. Julile Plgna’: she needs
help, and she gets 1t right now. John complaly
t 1red (T)Hannab: "I am sorry to
qo hack to work, though, for tlLJE
The rest involves two major areas: extreme teacher
control in its various facets and conseqguences, and & numbey
of ways in which conflicts were solved other than in a

negotiating manner.

(#14) (T)Hannah calls Arthur to read the answer to
problem #1. Arthur annoyed: "{ want to do 25.7
(T)YHannah "Arthur, what did 1 tell you to dot"
Arthur hisses and his face distorts in anger: "All
right.’
(#1%) All at a sudden Julie becomes agitated. Tt
would be her turn to read but the student next to her
gets called. She pushes her chair back in total anger
and shouts: "{t's my turnt! T¢'s my turnt!."
(T)YHannah: "Just a minute! She asked and I gave hex
permission and that's it.!
7+ is of particular interest to note how completely
dedicated (P)Joe as well as (T)yHannah are to fulfill what
each sces as thelr particular obligation, i.e (P)Joe pro-
vides gentle, loving spiritual guidance, and (T)Hannah tries
4.

to prepare her students inte

l1lectually as

(]

thoroughly as

possible for the anticipated switch to less protected and
Tess individualized educational environments. {P)Joe has
only an hour and a half each morning to pursue his goal, and
these times are cften cut short by a parent who needs to
tslk to him or another teacher who needs suppert or a Crisils
comewhere in the building that demands his attention. Yet
he is consistently calm and enthusiastic. (TYHannah is
painfully aware that she has to teach content in much less




time than crdinary schools would allocate fox the samne
amount. This is a fact of great concexrn to her and might,
at least partially, explain why she and her students often
appear quite rushed. Considering the pressure that
(T)Hannah experiences herself to be under explains somewhat
why during her class time spiritual issues arc never mai-
tioned as part of the bLeaching. The closest she ever comes
to expressing a connection between the spiritual education
of the children and her teaching is occasionally in talking
with me. She makes remarks about the Jewish tradition of

having high intellectual standaxds, and how studying can be

looked at as a form of spirituality.

Aagression, Boredom, and Control

£

Before my first observation, (T)Hannah mentioned that
many of her students suffer from ADD, i.e. Attenticn Deficit
nisorder, and that I would quite easily spot those children
during my visits. I added current literature about ADD to

my readings in preparation for my first visit. I remembered

Fhat ADD is often treated chemically, i.e. the "afflicted”

=

children are prescribed drugs. also read again about the
controversy regarding a proper diagnosis of ADD. {(TYHannah
mentioned that those students who have ADD are often guite
aggressive or out of coentrel,and that it is difficult te
manage such situations.

Decpite these discussions and my advanced reading,

T

I was not prepared for the level of aggression I ob-




served. I mentioned in the preceding section how the
children's behaviocr changed when (T)Hannah entercd the
classroom. At first I was caught up in the idea that
had been presented to me: I saw that the students
cannot concentrate for a long time, that they get
impatient and their behavior deteriorates, and that It
is extremely difficult to settle the ensuing conflicts.
After some time, however, I started to ask a different
question, and suddenly a different pattern emerged.

The question was: Why do the children with ADD, which
meant almost the whole class of twelve with two or
three exceptions, not display their "deficient" behav-
ior with (P)Joe or even with Sarah?

From now on it became quite clear that regardless
of the potential "deficit" of the students, the ob-
served aggression had a different source. I reanalyzed
tne data and came to the ceonclusion that there are two
main factors for aggression in (T)Hannah's classroom:
boredom and struggle for power and control. Both of
them are closely interwoven in this classroom; Dboth
can be considered rather detrimental to healthy psycho-
logical development, and it certainly does not leave
room for spiritual issues. On the following pages 1
will illustrate how boredom and control struggles
create hostility and aggression.

The twelve students in (T)Hannah's classroom are

rather bright. The pace of instruction is fast, and in

o




many areas such as geography, history or
artsz they display knowledge that is guit

It was thevefore especially astonishing
there were almost no established classro
for such tasks as distribubting papey, <o
ished work, or lining up.
(#16) As soon as (T)Hannah enters
dents have uncountahble guestions,
around procedure. (T)Hannah needs

everything that he/she can do when
with one particular work. Procedur
established. Also, asgigning indiv
he a form of teacher contrcl. More
strategy backfires.

(#17)
from
spob
Julie
pencil.
minutel!"

The children can get
the teacher. Yel 1t
decisions made

dances around (T)Hannah;

{TYHannah ignores
Julie's dance
Finally she gets a penc
SCreams: "But it is AS
pays atbtention to her
anger.

paper o
seems tha
when
she
and
for

aYe to

a5

hex

o
®

Conflicts such as the one described

in a varie I ohserved at

i
D}

outcomes: Either a teacher command, a m

Four marks mean nobtificatio

3

teacher and students,

defeal: of the teachsr.

Tt is noteworthy that There are

zsive incidents ected by

=

many aggre

the teacher than the other way around.
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(#18) Abe's desk is meved up to the
he continues to talk out. Abe:
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me "

and you
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even languaga
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o notice that
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(#19) Arthur 1
he is not 1
and stares
go to lunch
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Abe observes Andy who works
around a lot.

ing and looking at other people's work, Andy.'
him a good long stare.

yHannah goes to great lengths to keep her

miss recess hecaunes
He shakes his head

She says: "You'll

do more work."
angry tone:

will
maith.

anger .
hack i(

he

o

"No T

terizes a greal number

M majority of these 1inci
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effort to s=tay on
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slowly red
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face turns
Abe, you

His
"And you,

calm in the

midst of all the aggression that fills her classroom every

day. When she herself resorts to unconcealed aggression, 1t

is unsually shortlived.
(#272) Richard has been quite restless now for the
last period. He groans, shouts answers, goonifs off
(TiHannah walks around to check cn some students.
Richard's pencil breaks and he shrieks loud in disgust.
(TYHannah who stands close to him grabs his arm tight
but lets go of it within a few seconds. She throws hex
hoolk on her table, walks swiftly to the blackbeoard and
puts down a checkmark: "Oupe word and you are out!t”
Richard throws his head on the desk.

The issue of who controls a particular situation is of
significant consequence for the events in {T)Hannah's class-
room. In her opinion she has to be in control becausc of
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the perceived counflict between available time and amount of

content to teach. Much of the verbal interaction betweon

ters

teacher and students that is nof content related cen

therefore around commands.

varation for a social
children are sel up in

(#23) They play a game in pre
studies test the next day. Th 3

two groups and can discuss the answers amonyg them.

This type of work is unusual and discussgion 1s heated.

Now the noise is very loud. Richard has removed him-

self from his group and sits in his chailr trying to

look well behaved. {T)YHannah: "Thisz is too loud, the

game 1s over, go back to your seats . "

P
e

(#24) reparations for & play are under way. Five
students want to have Three available parts. (TiHan
nah: "The only way to do this is this way..." She
explains how she could draw names. This creatas
excitement. (TyHannah addresses in a loud commanding

voice various children: "8it down! Every time we do
something you have to junmp up. ... If you get picked

I will tell you the role I selected foxr you. ... Now,
now!! I zm the director and I am waiting!"

Unfortunately the attempt to be in control often sets

o]

in motion & pattern of interaction that ends in the tota

defeat of (T)Hannah. These instances are probably the

zaddest among all observed events. That kind of defeat 1is
usually accompanied by a deep sense of alienation: stu-

dents . alicnated from the one person with whom they spend so0
’ 8

many hours of their lives, thelr teacher; the teacher,

v}

alienated from her shtudents, thus almost invalidating her

work. TRach individual alienated from the other through

-3
]
m

( y  Andy and (T)Hannah have a dispute over whether
she can look at his paper or not. She insists that she
needs to make sure his work is correct. He refuses to
let her look. They are deadlocked. (T)YHannah turns to
orne of Lhe assistants: "andy might need some help;
mayhe he lets you look." The assi istant: "Let's stop
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playing that s1lly game." When she is also unsuccess -
ful, she threatens: "You'll have no recess today."

When Andy throws his pencil in disgust, he is told to
go to (P)Joe's office. The assistant takes him out ot
the classroom with some physical foxce.

(#26) When did Ruth begin to mishehave today? Seems
that it started when she gol told several times to "be
gquiet"™ or "stop it" when all she wanted was some
simple explanation. When it happens again she 5
"You 1888 unbelievablel™ (T)Hannah: "Tet's o i«
now, you are not cooperating at all." Ruth ignores
her. Julie laughs; Abe and Charles grin; Ruth is in
control. At the next interruption (T)Hannah tries to
make her leave the classroom without success. She
walks around the classroom. Already Abe and other
children are ready to also pull something.

Especially this last incident might be considered just

an example of a particularly difficult child. What is most

astonishing, however, is the way this conflict eventually
ended: (PYJoe came and was able toe turn Ruth around in

les=s than a minute

4

Theve were times when (T)Hannah managed to escape the

micro-managing mode. When she succeeded, friendly contact

hetween her and the students was actually possible and was
experienced by all, including myself, as a rare and welcome
relief
(#27) Sharon who has reasons to be afraid of her
personal safety these days is very agitated. Ruth hasz

established herself as a confidante. She tries Lo calm
Sharon. When Sharon starts to cry, Ruth alerts
Ao

(TYHannah who holds the girl close to herself and
murmurs reassuring words to her. She pzts hex hair and
her back. 81lowly Sharon recovers and relaxes. She

smiles at the teachex.

/

(P)Joe's Worid

Although the raw fieldnotes already are quite clear, I

nent of the

in

wanted to make another effort to test my asses:




reascons for the high incident= of 339 na oregula
class peviceds. T made a list of those students which were

1. L

most often involved in such incidents. Although at some
point or the other every student was part of it, some names

popped up more often than othexrs. They were Abe, Julie

-
L

Richard, Andy, and most of all Ruth. Next, I combed through
my notes in search of othexr patterns that involve these
~hildren. Two conclusions seem possible. One, when left
alone, in rare moments of very private encoi anters, the

children really tried to solve their conflicts. Two, he

.\_ 5

same "ADD children" displayed the capacity for cooperative

problem solving every time in the presence of (P)Joe. Here
are three examples.

(#28) David and Abe have a little tension going on in
the hack. Abe to David who ig older than he is:

"Would you hand me my book please?" David: "If you
hand me mine." Abe picks up David's book: "Okay. now
hand me mine." David and Abe exchange books. They are
both pretty sericus aboub this exchange but it is
friendly.

(#29) I can't believe this morning: Julie is the girl
who eithex Jltq, screams or shoots glances that are
full of hat . (P)Joe just asked her 1f she would do
the prayer =inging in Hebrew! A i= Ju 119 in front
0f everyboedy, =mall, fragile, serious, :
prayers in that ancient language, flawlesslyA

0
L,.J
e
k.]
A+
:J'
1)
i
D

) (P)YJoe: "This is a total demccracy until I
.~ide I want something (children giggle) and now I
th to lead us [in the singing prayerl. Ruth
calmly: "No." (PYJa=: "Thank you." Ruth: "Since
whern . 0" (PYJoe: "Since .. oh ... fifteen seconds
ago. (He sings) Ruth go ahead.’ Sh S
head and begins. While she struggles with some melodi-
cally and linguistically difficult passage, (P)YJoe
epncourages her guietly: "perfect, perfect, real good.’
And he means every word he says.

)

U

e =miles, =hake:s




Classroom as Jewish

Micro Community
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community feeling coald be noticed on three differvent lev-
els. One, children would take care of each other in need

wvithout question and clearly demonstrate belonging behavior.
Second, they defined themselves very clearly as being a part

1

the scheool, and they demon-

han

of a larger community, that o

o

= wilthin this

trated understanding of their particular rol

ommunity.  Third, they expressed views and actions which

show that they also see themselves as having ties with the
community of Jews al large, and especially with other Jews
in Israel. The following examples shall demonstrate my
point.

T mentioned before that Sharcn was in special need of

caring. Her personal circumstances were such that she had

\

good reasons to fear for her safety. (PYJoe solicited the
class' help by appealing to that community spirit.
b L 3

#231) (P)Joe discusses with the class how 1t makes
thewm feel when they think they are not safe. He asks
them what could be done to help out Sharan. Abe (of
all kids!) =uggests that they all could
in shifts =o that she has round the clock protection.
"A buddy system!" =student agrees fow they discuss
details. At the end, (P)Joe asks: "Vow how many
people will he there to help her?" This is not
rhetorical q1e~f1 he means it. All hands go up.
There is & sclemn quietnees in the room.

d work together

)
:’7

The children actually keep their promise all the time
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that I spent there. They even

wn

—

from me. One morning I saw two children stand near the
entrance looking intently as I walked towards the building
from my car. When I asked them Jjokingly if they are my

greeting committee, they just shook their heads and murmiired
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that they waited for Sharon. They did pneol want me around.

Sharon herself never initiated any contact with me.

One of the great events in School C's life 13 "Supev
sunday," a time when students collect money from thelr
fellow students to support the schocl. This is the most

visible demonstration of and a good example of the

zense of community in this school as well as of the practi-

cal application of a Jewish spiritual tradition. The
handbook describes it as follows:

(#32) One of the important topics that will be dis-
cussed in all classes 1s "Tzedakah." This is difficult
to translate because it is a very inclusive term.
Usually it is explained as "charity," "righteousness,
or "good deecds." Actually it is &ll of these, as wve
hope your child will learn. {1t is} a life--long re-
sponsibility which when learned at an early age will
assure commitment into adalthood. (1t is1 an integral
part of the curriculum.

"

The way (P)Joe handles the Super Sunday obligation i3
by turning the whole issue, including the discussion of the
amount to give, over to the students who work it out, with

Y

his help, in a very democratic way.

(#33) They discuss the problem that some children
might bring more than others, and that the most impor-
tant thing is that everybody honestly brings what
he/she can. Finally (P)Joe says: "Take a piece of
paper and write down how nmuch you think is a fair share
for each person to bring." No names are put on. Then

ites all amounts on the blackbozard. They
discuss the highest and the lowest amount. This takes

time. Finally, after about 10 minutes, they agree on 2
particular sum. It is understood that one can bring

more or less, but if on an average everybody brings the
agreed sum, they will reach their class goal. As they
are in charge of suggesting amounts to other classes
(they are the fund raisers this year), the same discus-
sion is repeated now for every grade. Democracy 1in
Progress.




My visits to School € took place under quite unusual
circumstances. When I started the observations, American
troops were starting to form Operation Desert Shield. By

the time I left School C, the war with Irag was in full

e}
3]

swing and partis Terael were under missile attacks.

subtle changes drove the point home that for no apparent

AJ

ason Jews were again victimized: After the Lirst tela-
vised threat to Israel, I found a police car monitoring the
school grounds upon my arrival. TV monitors were set up in

the lobby so that any unusual events could be noticed with-

)

out delay. Staff, faculty and students talked a lot about
the events "over there." The children seemed to be particu-
larly nervous. Maybe the extreme circumstances of these
weeks showed even more clearly how even a small group of

3

=tudents somewhere in the middle of the U.5. de EFine tself

1£5
bt

i__l

as parlt of the larger Jewish community.

(#24) They discuss the purpoese of good deeds, ot
nmoedakah."  The children, without prompting, extend
the discussion rather guickly to the Jewlsh communit
at large. Here is their final 1ist indicating how
their =mall community is embedded in larger and larger
comununities: "our school, our city community, all the
new Jewisnh families cominq to America from Eastern
Europe, Lhe refugees (Sharon: "without our help all
thiz would not be podsible."‘, less fortunate Jews in
the woerld, (Rizhard: "T think in pretty far away
places." (P)yJoe: "Yes, like in Ethiopila or Syria."},
the homeland Israel, and the total Jewish federation
111 cver the waorld

[

The Judaism practiced in Schoel C is definitely in the
tvadition of Reform Judaism. Consequently, there is not as

much emphasis on the connection with Israel as one would

expect, e.g. from Orthodox Jews. Still, the extraordinary




leave rn doubt that Israel 1o expe-
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rienced evern by these young children as part of the largex

Jewizh community.

(P)Joe: Vords and Deed

From the first moment I observed (P)Joe in communica-

Fion with a student, I was deeply touched by his sincexe
gentleness. His body language 15 a fitting expression of
his attitude towards his students. Curly =moft halr emerges
from under his kipah (little cap). He holds himself slight-
ly bent fecrwards, relaxed and casual. When he talks his body
hardly moves. Although he talks a lot and rather guickly,

mi

he always keeps his voice and his hody quiet and calm. Thi

!

calmness is contagious. Referring back to the incident

descyibed as #26, it was that attitude that turned Ruth
around so guickly and that dissolved seemingly untamable
chaos. This nonverbal hehavior forms the context for Uthe

verbal communication. The emphasis 1s on (P)Joe gently
s

)

sSues

0

inzisting that his students urnderstand the spiritval i

\

they discuss, and that they understand when and why they are
encouraged to change certain behaviors. In my first inter-
view with (P)Joe he elaborated on the idea that children can

ct total support from him and his staff in develeping

ct

exp

D

their selves in a proper manner, &and that gentleness is 2

must. His comments really began to make sense when I en-

ro

countered a passage on the Jewish theory of human develop-

ment (Hartman, 1990):
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[Tihe potential for good contains within it the poten
tial for evil. The rabbis firmly rejected fatalism and
despair as well as passive optimisn and complacent
hope. Rabbinic activism is eXpr essed in the beliet
that without conscious active input by human beings,
the great potential for good may lead to the brutaliza-
tion of the human spirit. ... The child, though not
pure or innccent, is not culpable for his actions
because 1mmqtnr1ty precludes full awvareness of the
consequences of behavior. (p. 127)

Jacobs (1985%) explains obligations Jewish parents have
Lo their children. (P)Joe certainly defines his Lask in a
similar manner:

Parents are obliged to provide a happy home for their

children so Lhat the children can grow in health of
mind and body. (p.216)

- 1

(P)Joe's M"active adult input" in an effort to curh the

influence of the yetzer hara, i.e. the bad inclination,

D

takes on various forms. Here are a few samples.

e

(#35) (P)Joe had to leave the classroom for the third
time in aboul twenty minutes. Charles 1is the center of

some noisy conversation. (P)Joe comes back and says
politely: "Guys, I need it absolutely guiet in here

for a few minutes." He indicates to Charles Lthat he
would like to talk to him personally. He bends down to
be on Charles' level and in a friendly tone tells him:
"Charles, this is an important meeting for me. I know
that it's not particularly fair to you all that I leave
50 cften. But I ask you to help me fox five more
minutes." Charles nods, and that's the end cof his
chatting.

(#36) Andy had an incredible fit this morning when Abe
did not let him play with the computer. Hig frustra-
tion is still there: He slams his book on the desk,

and does not start on his work for zeveral minutes.
(P)YJoe does not dJrect’y talk to him but stands close
o him, puts his ha nis shoulder once in a while,
and generally koegc tle tone. Slowly Andy

e

o+

e

¢

.

turmed around. He ses hic hand and starkbts to par-
ticipate. (PYJoe praises him immedia ately, guides him
through the assignment, even jokgC with him.

(#37) They rehearse for a peace rally. There is much
giggling while the children llne up. Richard reads his
part but he can't keep & stra : (PYrJoe: "Does




L4%
this sound as if you're serious oy silly?™ Tt is a4
truly honest guestion. Rlchard makes some movements

and twists his face in an effort to obtain control. In
fhe meantime (P)Joe tells them: "Remember 1f we each
keep our end of the agr,ement it will work just fine."
It gets quieter by the minute, yelt no harsh word has
fallen.

(#38) They discuss the problem of beinq a prophet.
(PYJoe: "Even in schoaol, 1f we see zomething that's
not right, we often don't tell anvbedy, why?" Ruth:
"Recause they think they get shunned because they tall
on somebody." (P)YJoe: "Yes, 50 sometimes it's hard to
he a prophet. But we really don't hﬂvp a choice. We
need to be alert and not hide things.

o

(T)Hannah: Words

In the classroom, (T)Hannah appeared forceful. O &
ane-on-one basis, however, hex hehavior was hesitant. Most

sroblems as

of our informal talks circled zomehow arcund the

she perceived them in her classroom, the top one being the

o

alleged ADD of most of +the students, and the problem of

finding the right dose of Arugs to not make them too lethar-

ot

cic but still get their outbursts under control. I noticed
on several occasions that, especially in the afternoon, Some

children appeared extremely drugged

h
r't‘

dAull, their hody 1limp, their manners almosht retarded. Af

cme time I realized that rhis coincided with the afternoon

n

administration of a particular drug. I was and still am
thoroughly concerned abont these observations. When we satl
down for the more formal talk about the index cards (see
previous chapters), (T)Hannah appeared apprehensive. Al-
though I encouraged her several times before and during the

sorting process that my main interest is in hex comments




while she sorts, I have stretches of five minute:s and more
on that particular tape with absolule silence. The few
claborations she gave still don't reveal wmuch of her person-

al point of view.

(#29) Regarding intelligence tests: "Some people fee!
i v [that IQ tests truly weasure

E intelligencel. 1 don't know, 50 much of our system 1€

r

| (#40) T zeally don't know much about the Aiffeorent
possibilities of consciousness to know exactly how does
it effect othexrs."

; (#41) About meditation or mystics: "I don't know ..
§ some people say you can put a tape under thp pillow and
learn .. T don't know, I Jjust don't know.

only one bime does (T)Hannah reveal anything about her
own spiritual 1life, and it is embedded in a short excurse
about "her" religion:

(#47) "In our religion, in Judalsm, we are
e more concerned with what goes on in thi
we do in this world ... the idea is for us to ¢
in this world, not for the afterlife. ... I believe
there is community among people, but I also believe
Lhat no two people are alike, 50 they are separate

"

(#423) "Spirituality is a very personal issue. I don't

think the school has a particularly important role

here I+'s mostly the parents' job."

fverall, (T)Hannah seemed Lo know how to define herself
within the context of her spiritual tr adition but saw no
possibility to apply principles of this tradition 1in hex
classyoom teaching. Having exgp rerienced the possibllities
for practicing such principles in the classroom when (F)JIoe

teaches one would hope that (T)Hannah will find a way to
7’
perceive hex =ituation as the secular teacher less as &

stressful one-way street but as a rich playing field fox




147

implementing Jewish spiritual principles in all areas of

i~

education, in accord with the stated goals of School C.

Summary

&

Schoel C's core themes form the content of Chapterxr Vil

The focus is on the contrast between the principal's in

L

structional methods and personal attitudes as a spiritual

B
w

leader, and the same issues as represented by the classroom
teacher. In particular, incidents of aggression, boredom,

and power struggles are investigated.




CHAPTER VIII
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ITUAL MODELS IN ACTION:

A SYNTHESTS

Introduction

This study began with a number of research questions
(see also Chapter I). 1. Are there educational environ-
ments that explicitely state that they promote "splrituali-
ty" in child development? 2. What are the characteristics
of such environments? 3. What are child/adult interactions

-~

like in such environments? 4. How does their concept cof

)

spirituality compare with the concept of

m

pirituality as

used by transpersonal theorists? 5. Cou

=

d it be that

different traditional spiritual philoscphies intend thelr

practices to lead to the same end as transpersonal theory

suggests, i.e. full development of consciousness resulting
k

in the direct, intuitive, apprehension of relationship to

sarticipation in that ultimate unity that is tradi-

1]
)

tionally referred to as god, godhead, or ground of being
(Wilher, 19757,

The answer Lo the first research guestion is simple: I

found three different educational settings which states very

clearly in their promotional literature as well as in their
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parent-student handbonokz z=pecific spiritual goals for their
students., These geals form an essential pavt of each
school's curriculum.

Answers to research questions 7 and

e

are provided

twofold in this study. First, Chapters V, VI, and VII focus

on the detailed description of charactexristics of these

three settings. The nature of interactions between students

and teachers as they arise out of the particular environmen-
tal context of each setting, and as recorded in the field
notes, form the basis for extraction of core themes of the
three spiritual landscapes. Following is a brief summary of
tthe main issues as they concern the three schools.

In School A, the Catholic schoel, the influence on

student/teacher interactions of rituals, such as prayer and

D

Mass, is noted. Instruction clearly takes place within th
context of the yearly church cycle as defined by major
Catholic feasts. The general nature of interpersonal hap-
penings is characterized by emphasis on personal dignity as
a consequence of acceptance, love, and compassion. Conse-
quently the teacher facilitates conflict solutions in a
compassionate manner. Work is understood as an important
part of a person's persocnal responsibilities that is best
attended to with concentration on the here and now.

B, the Thristian school, has as its primary

1

choo

it

driving force a strict adherence to Christian doctrine and a
literal interpretation of the Bible. With regard to disci-
E

pline, the emphasis is on selfdiscipline, something that the
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teacher actively discusses with her students every day. n
the process of discussing and modeling selfdiscipline 1
observed many instances where the students acted as disci-
plinarians, not just for themselves but also for their
classmates, and where, in the course of solving conflict,
eguality between teacher and students was negotiated.
Selfdiscipline is also enforced simply by the way the teach-
er uses behavioral management technigues such as "time-out™.
The students are very open to this kind of rule enforcement.
The only instances of student impatience with the
"enforcer", i.e. teacher, occur when discussion of the
conflict becomes seemingly endless moralizing. The general
climate in School B, especially in the classroom 1 obsexrved,
is «haracterized by optimism and self assurance. This can
be explained as a direct consequence of the students' and
teachers' conception that they have the "right" way, a
positive purpose in life through thelr particular relation-
ship with God.

The main impression that arises from analysis of the
field notes for Schoeol €, the Jewizh school, is that this
educational environment functions on two very distinct
levels: One level is that of spiritual practice as exempli-
fied by the principal in his interactions with the students,
and the instances when the students actually become examples
of typical Jewish community, such as during Friday Sabbath

ceremonies. Another level 1s the educational practice of

J

the regular classroom teacher. It excludes realization of




stated spiritual goals; yather, it often ends in conflict

)

brought on by students' aggression or boredon, qttempt

by the lteacher to exercise control.

Answers Lo research guestions 2 and 2 contain a second

dimension which was nolt clear at the onset of this study but

is now evident

.
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concept of spirituality

that forms the philosophical basis for the curricula used in

,--.

the three settings and of spirituality as implicitly defined

in transpersonal theory, i1.e. answvers to research guestion

4, and an investigation of the possible similarity between
traditional spiritual goals and goals of transpersonal

theory, 1.e. ancswers bto research question 5, need to also

include elements of those p

a2

rts of Chapters V through VII
which seemingly concern conly the second and third research
question. Spiritual practice needs to be explained within
the context of the underlying philosophical base, and vice
versa. Analysis must be followed by synthesis.

The rvest of this chapter, therefore, will contain

detailed answers to the fourth and fifth re

f_l'l

earch guestion

in the light of the core themes of the individual spiritual
landscapes of the three schools as documented in Chapter v,
V1 and VIT. The focus is on critical commentary of related

patterns, and on setting

Yionchip with transpersonal theory, i.e. on il

findings of the previous chapters in the light ot the theo-

ry.




Regearch Question #4: Definition

i

of Spilrituality

v gquestion asks hov does the concept

(\

The fourth resear
of spirituality as stated in the three educational environ-
ments compare with the concept of spirituality as used by
transpersonal theorists? The following passages are com-
parisons between the theological - philosophical aspects
that form the basis for stated spiritual goals in the three
schoolg on the one hand and transpersonal theory on the

other hand.

The Fallacies of Verbal Descriptions

Simple shapes are inhuman. They fail to resonate with
the way nature organizes itself or with the way human
perception sees the world. ce [Fllow wants to real-
ize itself, regardless of the surrounding material
(Gleick, 1987, p.ll6 and p.198).

"Reality" is what we take to be true. Wha' we take lo
he true is what we believe. What we believe is bhased
upon our perceptions. What we perceive depends upon
what we lcok for. What we look for depends upon what
we perceive. What we perceive determines what we
helieve. What we believe determines whalt we take toe bhe
tyue. What we take to be btrue is cur reality (Zukav,
1989, 1979, p.Z310).

In Chapters I and III, I briefly noted the ambiguity
irntherent in verbal descriptions of nonverbal experiences
such as certain mystical states. Our language 1s a linear,
orderly system of conceptual symbols. When we attempt to
describe experiences such as spirituality, present-centered-

ness, realization of consciousness, or pure awareness, we do




so by using symbols. The symbols

descriptions, which can point to,
actual experiences. The wap is ne

other words: In the process of

us

tions of spirituality, present-cen

we create descriptions of these ex

he, abt best, one step removed from

present-centeredness, pure awvarene

An essential newv question ari

scription, or which symbol system
v Y

5

most clearly a move and eventual

perception to the realm that 1s de

pure spirituality, etc. Asked in

4

to reseuarch guestion #4: Which of

with regard to the next

phies and,

of the spiritual practices obse

provide individual c

limited realm of symbels and the c

alization, at the expense of intul

the mind with th

l

help of practice

realm of language but certainly wi

cludes cthey, nonverbal practice to
rather than ‘thought or word zlone

“hought pased on

rved

symhols

form the content of our
but never rveplicate the
ver the territory. in
ing language for descrip-

teredness, or awareness,

periences that will always

actual spirituality,

S5,

Which content de-

ses:

is most open, i1.e. allows

hift of an individual's

scribed as pure avareness,

a way so as to relate back

the religious philoso-
whiich

research guestlon,

in Bchools A, B, and -
cnsciousness from the

onfinement of intell -

T

(o)

to o

~h

tion, transcendence

that might include the

11 transcend it and in-

ols? For it is practice

which leads to "the

largeyr spec-

tryums of awareness (Zukav, 1989, 1979; p.313)." This issue
1. School A = the Catholic School; School B = the Chris-
tian Schoel; School ¢ = the Jewish School.




can be described differently. The symbols of intellectual -

zation are characteristics of what the French philosophex

Henri Bergson (1949) calls "analysis"; practice that goes

beyond that level would be characterized by what Bergson

calls "intuwition," ov direct apprehension of phenomena. A

detailed discussion of Bergson's ideas and thelr applicabil:
.

ity for education, spiritual and otherwise, will follow in

the final chapter of thils study.

Spirituality as Philosophical Concept

As mentioned previously, transpersonal theorists men-
tion quite often that the path towards final unity with the

Ground of Being is characterized by the need fox transforma-

0}

tions, for ch

o)
u

ige of the individual and of individual con-
reptions. The nature of change is that it disturbs the

status quo. Therefore, the average person resists change.

. +

Retablished spiritual traditions like those that

t-h

orm the
hasis for the observed schools all acknowledge 'change' as a

necessary part of a spiritual developmental framework. The

—

question Is:  how open are these systems, and are there

3 b oy Lo S g e - e~ - L 3 1= -y - - 1o = = 2 e P - -
Timitations as to the kind of change that is acknovledgedr:
For example, 1= change conditional along the way, are there

rules f[or spiritual practice that act as limitations trather
than access ramps for self-transcendence? These questions
can be answered by pulling together information about the

three schools and their philosophical bases.
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Christianity and Judaism form the veliglious philozophi -

cal context of the stated =
and C. Neither Christianity nor Judaism iz characterized Ly
2 single, decisive train of spiritual thought or by uniform

guidelines for spiritual practice. The obs erved schools are

therefore nolt representatives of Lhe Christian poilnt of view

oy the Jewish point of view. Eather, Lhey arce representa-
tives of particular forms of those spiritual traditions.

While the distinctions need to be made to a

accuracy in the description, some more general statements

are permissible. Christianity, in whatever form, defines

humanness as consisting of material existence, 1.2. as
hody, and of immaterial existence, i.e. as scul, and ex-

plains human development primarily as & develcopment of the

latter with special emphasis on moral maturity (Thomas,

—
Nej
0
o
-
,—T—
-

ssumed that God's will is for humans to
increasingly avoid 'sin', i.e. viclations of God's laws.
There ia bauic agrecment thal humans are inclined towards

sinful behavior. Catholicism stresses the rite of penance

as an opportunity to start fresh again. Protestants are

]

more inclined to encourage a personal dialogue wvith God and
Fhe resolve to do better from now on. A major difference

bhe

!Tl

tween Catholics and fundamentalist Protestants concerns
the source of guidance. All Christians recognize the Bible
as the word of God. Ccatholics tend towards a flexible

relationship with the Bible. Contemporary interpretations




of the content are not only permitted but enconraged. Funda.
mentalist Christians hold the Bible to be the truly inspired
word of God that has to be understood in a literal sense.

At the heart of Judaic philosophy is a complex concep
tion of humankind and a commitment to continuous study and

reevaluation of the word of CGod, not of Jesus (8mith, 1958;

)

Jacobs, 1984). Humans are seen as vulnerable, resembling
God, inclined to sin, personally free, and loved by God.
Halakha, the Jewish legal system, has been strongly influ-
enced by rabbinic teachings. The extraction of meaning from
the word of God, the constant intellectual guest for a
deeper and deeper understanding of God's word are a basic
requirement of Jewish spirituality. It is suggested that

children are influenced by the vyetzer hara, the bad inclina-
7

tion, from which they shall be protected and guided away.

Before adolescence, however, children are noft held responsi-

}

hle for giving in to the yetzer hara for they presumably are

»

not yet aware of consequences of thelr behavior.

Transpersonal developmental theory, as formulated by

Ken Wilber (1980, 1989), acknowledges the existence of God,

although it i3 not a God that warrants description in human

3
ot
]
Hh

terms.  Transpersonal theory's core concept is tha
vnfolding conscinusness. The emphasis is on a theoretical
description of Lhis process. Within this context, God, the
Ultimate Truth, Consciousness As 3uch, the Ground Of Being,
is beyond description while encompassing all descriptions.

Wilber (1980, 1989) explains:
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Therefore this is not itself a state apart from
other states; it is not an altered state; it is not a
special state - it is rather the suchness of all
states, the water that forms itself in each and every
wave of experience, as all experience. IT cannot be
seen, because it is everything which is seen; it
cannot be heard, because it is hearing itself; it
cannot be remembered because it only is. By the same
token, this is the radically perfect integration of all
prior levels - gross, subtle, and causal, which, now of
themselves so, continue to arise moment to moment in an
iridescent play of mutual interpenetration. (p.74)

What Wilber means to say is that the true essence of
our spiritual origin contains, and is more than, our human
conception of the nature of God. This idea is not different
from Biblical descriptions of God. 1In conversation with
Moses God described himself:

[Moses asked:1"[I]1f they ask me, 'What is his name?’

what am I to tell them?" God replied, "I am who am."
Then he added, "This is what you shall tell the Israel-
ites: I AM sent me to you." (Exodus 3, 13 -14)

At the beginning of John's Gospel, a similar reference
is made:

Through him all things came into being,

and apart from him nothing came to be.

(John 1, 3)

On the highest intellectual - philosophical plane,
then, it looks as if Christianity, Judaism, and transperson-
al theory talk about the same thing: 1life originates from
something other than itself, and the path of evolution and
development moves towards final unity with that origin. At
this level, even a preliminary definition of spirituality
could be the same for all: spirituality is the conscious

development towards one's origin. A harmonious merging

between Christian philosophy, Judaic philosophy, and trans-



personal psychology sesms possible. Moreover, 1If

(O

r
-
-

. e sply-
itual goal of the two major religions and of transpersonal
theory is the same, education that explicitely pursues the

realization of the spiritual path of, e.g., Christianity or

Judaism, should be a good way to help ycung children along

=0

their personal path towards reallization of consciousness.

T

Here, however, is the turning point: I mentioned at

- 1.

the beginning of this chapter that intellectual analysi of

—
N

a phenomenon needs to be complemented by practice that
demonstrates practical applications of the theoxry, by lived
experience. The issue becomes rather complex when the focus
turns to the practical aspects of individual realization of

spiritual development. Tt is the realization of spiritual

goals through practice which, in my opinion, separates the
three observed spiritual models from each other; it is the

practice that separates them to various degrees from trans-
personal psychology's developmental model. These differ-

ences form the core of answers to research questlion #5.

Research Question #5: Spiritual Practice

The fifth research question concerns the idea of possi-
hle similarity in spiritual goals in the light of different

5

spiritual traditions. Could it be that different tradition-

al spiritual philosophies intend their practices to lead to

the same end A&

Ui

transpersonal theory suggests? A synthesis
of the emerging core themes as presented in Chaptexrs V

through VII lead to a threefold answver. FPirst, the practice
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of prayer, common Lo all three spiritual btraditions, will be
compared to the practice of meditation, a major practice for
self transcendence in the transpersonal tradition. Second,
a distinction will be made bebtween ordinary healthy psycho-
logical development and development beyvond as exemplified by
instances of control and equality in the three settings.
Finally, existential authenticity and conceptualizations of

+t+he moral nature of humans will be discussed.

Pravey and Meditbation as

Spiritual Devices

Beyond the 'ordinary' states of consclousness, 1.e¢.
waking, dreaming and sleeping, there exist so called higher
states of consciousness or altered states of consciousness,
A3C. A subgroup of these ASC are states resulting from

meditative practices, MSC. Daniel Goleman contributed an

—~

enlightening chapter about MSC to Tart's (1975) classic
"Tyanspersonal Psychologies." He points out that the nature

of M3C has traditicnally been described within the framework

L'u

of spiritual traditi of Christian
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mystics or the accounts from some Eastern religions form the
basis for our knowledge of such states. Transpersonal
theory attempts to translate such religicus experiences into
a pzychological/developmental language. The rationale, as
stated elsewhere in this chapter, is that the essence of

£

such experiences is not separate from oxrdinary human devel-

opment but part of it. FPrayer and the preparation for
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prayer resemble very clearly meditation ewercises. Body and
mind/soul are prepared for an encounter with God. The
simple prayer state includes a lot of words: personal
conversations with one's God. Christianity and Judaism

encourage prayer in the presence of other people so as to

strengthen the effect of the prayer. While Christians truly

ol

ask their God

or specific things, the Jewizh traditlion sees
prayer rather as service to us than to God: we need to

worship; we need to better ourselves. In many ways even
the simple kind of prayer I observed in the three schools
contains ritualistic elements comparable to meditation
practices.

In Schocl A, students and teacher assumed a particular

upright position with their hands folded; they [aced to-
wards the wooden cross on the wall; they introduced and

ended their prayers with certain gesture

ud
@
n
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In School B, prayer in the classroom looked Jjust 11

=
T

in School A. Prayer among the teachers included standing in
a circle, holding hands, closing eyes, occasional swaying of
the group and affirming repetition of words of praise while
others talked to God.

1

cknowledged that

In Schocl €, prayer was 3unyg. It is

s =

il

words alone are not snough to truly move the heart of the
one longing for unity with God. Melody becomes an integral
part of prayer. The melodies have a certain repetitive
character and are mavbe most similar to the humming of a

mantra in certain Eastern spiritual traditions.




Meditation practice should take place on a rvegular
basis, under circumstances that allow for as little distrace
tion as possible. The prayer sessions that T observed in
all three schools fit those reqguirements. FPreviously T wmade
the distinction between simple forms of prayer and more
complex ones, characlerized primarily by a shift from word

o direct appr

sessions 1 observe

of sinmple
prayer s
tions of a mor

talk

Conktrol and

prayer forms.

sessions

with me (5

Eq

cehension. It is clear that all the

prayver

in the various examples

1 would characterize the faculty
in hool B also as simple prayer. Indica-
e advanced type are given By (T)Jean in he

ee

9.

vality in

Spiritual

Practice

The pract

individual's

capacity to establish psychologically

“ice of meditation usually enhances an

healthy

relationships with otherz. The question of whalt constitutes

'health" in a relationship is open for dehate, and the
outcome will always be influenced by the debaters' assump-
tions ahbout the nature of psychological health Within the
current transpersonal model of development, n 2 psychologi-
cally healthy relationship each partner is accepted for what
he/she is without conditions attached Such self -less love,
a love of the other person not for the purpose of self

aggrandizement,

Roger's model

is preparation for true intimacy. Carl

of unconditional love fits the essence of the




above definition. 8o far the most useful explanation of the
practical significance of meditation training fox such
healthy relationships can be found in Pearl's (1990) essay
about meditation and child rearing. I suggest that the
proposed model retains its validity when applied to educa-
tional selttings.

Tn his essay, Pearl suggests that most adults consider
themselves in a conditional manner. Therefore adult rela-
tionships are often characterized by a craving for instances
which emphasize the conditions that make us feel good, and

p

istance to instances that makes us feel uncowmfortable.

0

by re
Tf adults consider themselves and actions of their children
in a conditional manner, children leara by example to set up
such conditions of worth for themselves. Meditation prac-
tice which is practice in developing one's capacity for
entering and muintaining relabtionships in an unconditiona
manner is a useful way to foster psychologically healthy
development.

Spiritual development includes and negates, i.e. goes
beyond, psychologically healthy development. its goal is
“he direct apprehension of one's origin, of God. Transper-
sonal thecory suggests that the God image that dominates
tyaditional religious practice is the image of God, the

symbol of God, and that the Ultimate Reality, the true
Godhead, includes and negates, i.e. goes beyond, his sym-

bhol. Understanding this distinction is important for an
)

assessment of the traditional religious practices with
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regard to their usefulness in prowmoting healthy gpiritual
development versus conditions of worth.

Tn School A, the teacher was evidently well advanced on
her personal spiritual journey (e.g. ## 56 - 59). Her

"little meditations", as she called them, have pKOgEESSGﬂ Co

51
o
A

or

a2 level where she has attained a sense of selflessnes

manifests it

n

elf in her relationships with her students.
There are rules in her classroom. However, children's
offenses against those rules are not taken personally.
There are instances when the students evidently show a lack
of adherence to "Christian social and moral principles.”
Yet, they are not experienced by the teacher as reflechting
regatively on her capacity as a spiritual leader. Problem
situations are characterized by a search for solutions that
henefit the class community. Personal dignity of the indi -
vidual students is assured through unconditiocnal acceptance

by the teacher, threough a love and compassion that goes

e

hevond =elf serving love. The content of the spiritua

the 1i

or
-
Pl
it
1]

the varicus Biblical storie

i

¥l

~

Journey

Mass albtendance, etc., appears at times like a contradiction

to the personal openness of the teacher in Schocl A. Howev-

ey, the message that is at the core of this small Catholic
~~hool is one of unconditiconal love. The humor that is

.

ltivated is a good example of how not to take oneself toc

)

serinously. Respect is not seen as a function of age or

power, but is displayed from teacher to students and vice

versa. Work is not used to define a student's worth;
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work is taken

an cpportunity to concentrabe on

;
the here and now, Fvery kind of work is of equal Impor
tance. The teacher in School A never used any particular
subject or activity as reward for doing some other kind of
work. Conflicts are not suppressed because they could
reflect negatively on the teacher's capacity to stay in
control. Rather, through unconditional acceptance the
teacher models the possibllity to solve interpersonal con-
flicts while remaining close to the other person.

Is all this entirely dependent on (T)Jean's personal
spiritual disposition or is the system of Catholicism as
realized in School A the fertile ground from which she draws

her guidance? In more theoretical terms: I

n

the underlyinyg

spiritual system open enough to accommodate healthy spiritu-

i

al development? The tentative conclusion I draw is that
Catholicism in its finest form, and as exempliflied in
(T)Jean's classioom provides the necessary openness. The

o+
jux
In

term "finecst form" is certainly very subjective, and

Q

statement needs to be qualified to explain its ratlionale.
The above assessment cannot be generalized to the spiritual
system of Catholicism as it manifests itself in “he

hievarchy of the official Church. However, there are move-
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ments within the Church, e.g. The soCcio-poilitlcal Lataolid
movemenlts in Latin America or certain Jesuit
philosophers/theologians, which truly represent an open

Cfatholicism as described ahove. The author is aware of the

fact that this does not represent mainstream Catholicism.




16

On a thecretical level, the for practice, namely
the Bible, can be interpreted and understood as a symbol
system. Such understanding opens the door to a dialogae
that allows for individual analysis and intuition, i.e. for
refinement of theoretical concepticns of evolutionary and
developmental paths, and for a practice that eventually
leads the individual beyond rules and forms as established
by the "translators" of spiritual content, i.e. representa-

tives nf the organized forms of spirituality, the wvariocus

church leaders.

-~

7 in her own

=3

On a practical level, (T)Jean is realizin

life a spiritual path that allows her to extend to herx

3

students unconditional love which in turn enables her otu-

a3

ents to approach spiritual matters without fear of thinking
ny doing "wrong." She provides a climate of healthy spirit-
ual growth. Instructional techniques are only as good as

the teachers who use them. Similarly, the transcendence and

~xtension of catholic theological principles and thelr

o

¢levation beyond the rigid borders of organized religion are

directly related to (T)Jean's personal spirituality.
Love is talked about a whole 1ot in Scheol B. Love Fox

one another 1ove for those who are not =2t saved love for
7 '

those less fortunate, love for God, but above all ic
Godts will The spiritual model as 1€ 1is lived in School B

is very attractive from many points of view. There is an
air of optimism among faculty and students that is quite

unique. Most everything, from a physical illness to a cold




2
A

jat)

nd rainy Monday morning, i easily pub in a context where

VY
P4

one can come to peace with it., The teacher is cervtainly thie

spiritual leader for the students, and within the Schiool the

pte

principal is the sp

o

ritual leadexr of the adults. Everybody
smiles a lot, the children are well behaved, smart, friend-
1y, helpful. In many ways 1t would pe ecasy Lo use a similar
description of interpersonal relationships in S8chool 0 as in
School A. (T)sylvia is a kind and gentle person who truly
cares about her students. Under the surface, however, the
differences between School B's spiritual practice and School
A's, as well as transpersonal theory, are gquite evident.

The student handbook, the teachers, and the principal
talk about the importance of self-control or self -
discipline. 'his is explained as a way of life where not
one's own desires, anxieties, insecurities, notions of
power, etc. rule one's behavior. Transpersonal theory aiso
subscribes to this idea. The assertion is that a necessary
step Lowards transcendence 0f self has to do with developing

beyond cravings, he it hunger for fame, hunger for more of

)

what feels good, hungexr for less of what causes suffering,

eto. These kinds of attachments or sources of resistance
are said to stand in the way of true realization of con-
sCclousnes:s.

What

separales transpersonal theory clearly from the
fundamentalist Christian theory, and transpersonal practice
from the spiritual practice as seen in School B, has to do

with conditions of worth. Self-control 1is actually a type
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of discipline or containment based on adult control and rule
orcement. The rules are said to be God's will which
leaves enouqgh room for the assertion that adult rule en-
forcement has ncething to do with perscnal power but is
exclusively done to minisztexr God's word. God's love 1is not
free. By obeying Cod's word as it is conveyed to children
by adults, the child becomes worthy of God's love and the
teachexr's approval.

Whether the topic discussed in School B wvas joy ox
sharing or discipline or service, the nltimate question was
always: what is the divine example for the required behav-
ior in a particular situation? Overtly, such exanmple leads
to desirable behavior: sharing, taking care of others in
need, and other loosely termed pro-social behaviors. In
essence, however, such behavior is not free of conditions of
worth. Even though God loves us unconditionally, we are
only fully acceptable and worthy of God's love 1f we fulfill
the conditions, 1.e. obey the laws of the Bible. By holding
{he view that the Bible is the only truth and that 1its
content has to be taken literally, this particular spiritual
system closes itself to individual interpretation and sets
itself up for a major fallacy, as seen from the transperson-

al perspective: the gymbol of God as represented by the

manmade translation of the true God / Ultimate Consciousness

/ Ground of Being, the Bible, becomes the focus of the

i)

spiritual path. Consegquently, it becomes important to b

f

e
]

concerned with external issues such as the right 1 , the




right prayexr, the

vay" can become just another
In the context of discu

training and practice,

The preceding assessment is

honest attempt of (T)Sylvia

zense of responsibility forx
wvorth and purpose in life.

off nicely: There 1is a
is honored, charity is seen

ght theughts,

two other

climate

craving.

s3ing School B's spiritual

points need to be made.

1

not intended to diminish the

to instill in hexr studentz a

others, basic of sel

feeling

Much of her value teaching pays

of respect, school property

as a valuable personal charac-

teristic, and the students have a basic sense of purposeful-
ness which is reflected in a very self-assured, positive

attitude. The

al theory guides

provide & way out

are individuals or groups

personal

pied with formalism,

than ground. Indeed,

attacked pri

o

s ing

other point 1
the individual to
of conditions of

within the wide

transpersonal

5 that just because transperson-

spiritual practices that

wvorth, there certainly

spectrum of trans-

and remain preoccu-

sues, with form rather

psychology has been

such exampleS as agguments

against it. '+ remains a fact, however, that the underlying
theory is an open system that allows for unconditional
zpiritual development

T Chapter VII, T described the intey personal relation-
ship patterns of 8chool ¢, the Jewish school. In a way it
was very useful for this investigatlon to observe both the

principal and the secular

in interaction with the
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same children. They represent two possible ways in which
that particular spiritual practice can manifest itself.
Judaism differs from Christianity very significantly with
regard to the messianic doctrine. Where Christianity in-
sists that Jesus is the divine Son of God, Judaism considers
such assertion blasphemous. By taking away the figure of
Jesus from the image of what God is about, Judaism also
negates the idea of becoming personally saved through
Christ, a core issue for fundamentalist Christians. Also,
it does not acknowledge the redemption of the sinner through
the death and consequent resurrection of Jesus, a core lissue
for Catholics. In fact, Judaism takes an interesting posi-

tion when it comes to questions of heaven, hell, or the

afterlife as such. Doing good deeds in this world is not
seen as a preparation for the afterlife. Life in this world
has its own worth. Yet, there is a promise of being in the

presence of God after death. Descriptions of the quality of
this presence are not dwelled upon at length because their
speculative nature is acknowledged. With this rootedness in
the here and now as the main challenge comes along an obli-
gation towards continuous study of the Torah. Much more so
than in Christianity the emphasis here is on intellectual
analysis of the word of God and the various rabbinic inter-
pretations. Extraction of meaning is a core concept of
Judaism. It is the duty of the adults to instill in the
young ones this thirst for meaning.

This attitude is clearly reflected in the interpersonal
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relationships between (P)Joe and Lhe students He modoels

for them enthusiastic curlosity in all types of knowledge,

especially as it concerns spiritual issues.
of doing right to be rewarded aflex

death, 51t -skes on an authentic guality. Think-

ing and talking aboubt spivitual become a dialog:

%

between teacher and students which 1is characterized by
egquality. Children's actions are not ways to please or
anger the teacher. Rather, they flow logically from the
context of the dialogue and thus also attain authentic
quality.

The secular teacher that I observed in School C is

convinced that spiritual issues cannot be reasonably incor-

~

porated in her present schedule. More importantly, however,
interpersonal relationships between herself and her students
are characterized by an overwhelming preoccupation with
staving in control. (T)Hannah assumes that 1f she relin-
quished contrel in favor of cooperation between herself and

-

would loose power and consequently would

M

her students, she
not be able to fulfill the instructional goals she has set

for her clazs=. The attempt to

in

stay in control is diametri-

cally opposed to the lidea of non-craving. What happens 1N
her room 1s oa goed example of the conseguences: =

constant tug cof war between hers self and her students regard-
ing control. All facets of behavior become potential bat-

tlefields for that control struggle. Even if the teacher

intended to devote some time to spiritual issues, it would
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be rather a waste of time as long as the struggle for stay-
ing in control is in place the way it is now. In the stu-
dents, the consequences of this battle are aggression,
boredom, and inattentiveness. In the teacher, the conse-
quences are exhaustion, despair, and resignation.

In its focus on the present as a worthwhile place to
be, with plenty of challenges waiting, and in its promise of
eventual unity with God, together with the emphasis on
critical reflection of the content of spiritual development,
Jewish spiritual theory and practice come close to princi-
ples of transpersonal theory and practice. The spiritual
practice, in particular the kind of prayer/singing accompa-
nied by swaying that I observed in School C, resembles the
repetition of a mantra in many meditation practices. 1In the
end, there is the obvious and the not so obvious: It is
obvious that the times the students I observed in School C
did not meet with the principal were a waste with regard to
their spiritual development. It is not so obvious, however,
that in fact the spiritual instruction that I did observe is
not truly compatible with transpersonal ideas of spiritual
practice.

One needs to remember that transpersonal theory in-
cludes the notion that the individual's potential goal of
spiritual development is a personal relationship to and/or
total unity with God, i.e. direct, intuitive, unaltered
apprehension of Consciousness As Such. Judaism accommodates

this idea by acknowledging the possibility of such a state.
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The Jewish Kabbalah iz a collection of teachin

SUNMmMAarizZing

mystical experiences of a few chosen ones in the course of
Jewish history. For the general population, occupation with

the Kabbalah is neither desirable nor worthwhile. Reform
Jews such as the principal and the teachexr in School C
acknowledge the existence of the Kabbalah but ave nol inter-

coted in exploring Jewish mysticism. In many ways, Judai

o
53]
=

is better at raticnalizing the existence of fthe Immense

number of rituals that accompany its spiritual practice than

at dealing with the possibility of mystic bliss or direct

[»]

apprehension of God by the ordinary believer. It iz in this
aspect of Judaism that it reveals its authoritarian styuc-
ture most clearly. 1In School ¢, the principal was the
"good" authoritarian leader, friendly, gentle, paternalis-
bic,; the teacher was the "bad" authoritarian leader, trying

to retain control, dominant, and in the end defeated by the

system she had set up.

uthenticity and the Moral Nature

A different bubt complementary way to describe various

I

spiritnal traditions and their practices Is by way of iden-
tifying opportunities for authenticity and explanations of

the moral nature of

numans.  This is also a usefonl way to

)
—

demonstrate the fundamental differences between spiritu
development as fostered in the three observed schools, and

between those paths and transpersonal ideas.
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Existentialism, although removed from explanations of
spirituality or altered states of consciousness, resembles
transpersonal psychology in its suggestion of the concept
"authenticity' (Buber, 1958; De Chardin, 1965; Jones,
1969, 1971). To be authentic means to be aware of one's
absolute freedom, the resulting responsibility for one's
actions, and the choice one has to treat oneself and others
either as objects, thus dehumanizing them, or as subjects,
thus granting them dignity.

In general, the moral nature of humans can be perceived
as being either good or bad or neutral.

The extent to which the individual spiritual traditions
leave room for authenticity and for a positive conceptuali-
zation of the moral nature of humans has interesting impli-
cations for spiritual practice. In fact, it might be that
the extent of such existential authenticity in teachers,
administrators, and students in educational settings 1s one
of the significant variables that distinguishes a truly
transpersonal environment from a conventionally religious
one.

Both Catholicism and fundamentalist Protestantism hold
the view that humans are basically inclined to do bad rather
than good; however, it is acknowledged that the individual
has the capacity to choose good over bad. This notion,
inherent in both spiritual traditions, takes on different
dimensions in practice.

In School A, the Catholic school, the concept of free



choice and the idea that 1t wakes senss to choose good over
bad is taught to the students by example. Additionally, the

s is on creating understanding in her

]
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teacher's emph

o
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e

students that ultimately everybody is responsible for their

choices, and that cheices have conseguences. No extreme

~+

from Gona

—~

pointing to the afterlife and possible punishwen

i5 neces

n

ary in that context. This is a good example of
authenticity as interpreted by Christian existentialists
such as Teilhard de Chardin (196%5).

In School B, the students are also taught that they

have a free choice as t

sl
]

their behavior. However, the idea
7

is promoted that the all seeing, all knowing God keeps a
watchful eye over everybody, that we have divine example f{orv
good behavior, and that choosing "wrong" over "right" 1s an
offense that will surely not go unncted. Humans, inclined
to do morally bad things, need to be constantly reminded of
the eternal consequences of theiy behavior. Thus, true

evicstential authenticity is not possible.

i

Judajsm perceives humans, especially children, a

tempted by bad influences. Children need to be directly
instructed in what is good so that, at the time of adoles-

cence, they are preparzed to take responsibility for their

actions. In School O, this idea is dealt with in two Gif-
ferent ways. The nrincipal is truly the benevolent s iritu-
z L E 2z

al leader devoted Lo his students and the commitment to
introduce them to the complexity of Judaic spirituality.

His behavior shows characteristics of authenticity. The



teacher is the authoritarian leader who tries to stay in

control s0 a

m

to curb the evidently bad incliinations of her
immature students with a firm hand. That this attitude is
hased on an inaccurate assessment of the real problem forms
the saddening context for this observabtion, and excludes
authenticity.

Transpersonal psycholody sees humans as hasically good,

The noticn that humans exist in a communicative exchange
with Ltheir origin of existence, the idea that the process of
creation is an ongoing, more and more harmonious dialogue
hetween creator and creation until creation returns trans -

formed, to the creator, forms the context for transpersonal

o]
i

spiritual practices. The argument that all our decisi

04

AY e E entially not justifiable through referance to ar
cutside source, that they are essentially base-less, i.e.
have their origin in us, is accepted and forms the basis fou

encouraqgement towards increased personal authenticity. HNone

of these practices is characterized by the concept of A
punishing, forgiving, or otherwise humanized God. As stated

elzevhere in

~

. . . . . e e e
This chapter contal s major discussion of the find-

ings in the light of the original five research questions.
Tn the two main portions of the chapter, the philosophical

roots of spirituality as well as practically applied spirit-



uality are discussed. Three related 1;

the similarity o

-

+h

prayery and meditation as spiritual

vices; how contrel and equaliby intfluence spiritual

tice; and how questions of personal authenticity are

nected with concepbtions of the

zues are presented:

prac-

moral nature of humans.



CONCLUSIONS

ITrntroduction

B

The final duty of a study such as this one is to pro-

v

side its readers with a useful map which may guide them in

1
\,

Ol

their own search for this new territory called transpevsonal
human development.
The three educational settings documented in this study

. Th

iyl
[

se practices are

have different spiritual practice

0]

influenced by the social/historical context of +he scheools
religious bases. At the heart of each religion, however,
are clearly chavacteristics of transpersonal development.
Tt is the objective of this chapter to briefly describe
those underlying characteristics, to put them in relation-

ship to transpersonal theory, and to show how they are

realized in each setting. Finally, recommendations will be

made &= ta implications of theze [indings for non-religious

environments.

ot
-
-



Thyoce Meta-Theme:s

The attempt to form a meaningful synthesis of the core
themes of the three educational settings resulted in Lhe
discovery of three basic dimensions which in a way unite the
three settings and form the starting point for future dis-
cussions of implications transpersonal theory has for educa-
tional practice, regardless of the specific setting. These

three dimensions concern the ideas of 1) community, 2} can-

ditions for psychological health, and 3) the process of
becoming one with the object of conscilousness.

At the heart of the idea of what it means to belong to
a community is the notion that community members belang

together. Whatever the scope of a particular community, it

always serves as a facilitator for transcending the feeling
of individual separateness.

Generally, the idea of community 1is understood as
spanning the avch from such a small number of people as make
up families to including all human beings in this world.

Thiz corresponds with traditional psychological de-

Ul

iptions of the development of the self. Before adoles-
cence, development of the self is seen as being primarily &

process of identity formation. One's own identity is con-

trasted with other identities from which one is distinguish-

>

,,.4.

.
i

able. After adclescence, development of szel

i

is conceptual-
ized as an opportunity to reach out beyond the self to othex
people. Christianity and Judaism extend such definitions of

community. They specifically describe communities of bie-
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lievers and nonbelievers, and include God and the believer:

i

eventual reunlon with God in their definitions of community.

Y. T+

Transpersonal theory extends the concept even furth

€
includes all of existence and emphasizes the b asic connect
edness of all parts of existence with each other.
Definitions of what exactly constitutes psychological
health will certainly vary according to the particulay
philosophical base of the person answering. 1In general,
however, people would like to be accepted and/or loved

without strings attached (Schultz, 1977). 1In psychological

terms: we all desire to experience unconditional self-

worth. Human existence 1s a story of relationships. The
basis for any "healthy" relationship, be it between child
and parent, student and teacher, beltween intimate partners
or friends, is trust. Trust, in turno, iz formed when people

learn through repeated experience that their self-worth is

T

not contingent on conditions they have to fulfill. Chris-
tianity and Judaism teach their followers that CGod loves

them unconditicnally. Yet, they need to work continuously

on themselves to avcoid sin, 1.e. they must fulfill vexry

r

ions in order to e worthy of God's love.

specific condi

r

Transpersonal theory promotes the idea of unconditional

worth and sugges
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Trance, ecstasy, total immersion of the mind and the

senses into an activity oxr a thought, the realization of
one's onenegss with the obiect of conscicusness - these are
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descriptions of &

of "mind" that onc finds mere likeiy
in books of mystics than in descriptions of ordinary human

development.

%

Within the spivitual traditiecns of Christianity and
Judaism, the preceondition lor such evpeviences olf oneness 1o
said to be surrender . The ultimate example for Christians
is Jesus' surrender to his God on the cross where he accept
ed God's will even though it meant death. 1In Judalism,
people are essentially asked to be true £o Ged by being true

<

to themselves. This, in turn, can only be done 1f one i

n

o
]
;:J
£
€]

continuously engaged in a critical analysis of God

!

and how they apply to everyday life. Being true to oneself,
then, means surrender to Ged's laws. In both traditions,
Adying to one's own self so that one can experience oneness
with one's God is said to be the greatest and purest source
of joy faor believers. The difference between religiously

-ender lies

Ul
-
=~
~

defined zurrender and transpersonally defined

in the notion of non-attachment: the Jjoy that results from

i

ness doe

n

the feeling of oneness with the obiect of consciou

G

i

rnot hecome a new cobiject for which one craves.

7~

The Three Core Topics in Ac

t

S5chonl A; The Catholic Setting

Community in the classroom that I observed in School A
means primarily the students and the teacher, to some extent

211 members of the schocl when they meet for Mass, and the



members of the parish. It was documented in previous chap:
ters that the teacher of this class is well advanced on hex

personal spiritual path. This is also reflected in the way
she occasionally introduces a widerx framewvork fov community
to her students. At some point during my visits the class
met a young Peace Corps volunteer who had just relurned from
a two year mission in Latin Amevica. Discussions afterwards
indicate a rudimentary understanding on the part of the
students that all people on this earth form a community.
During science and social study periods, the teacher some-
times drew parallels between the world of animals and plants
and humans. Discovery of similarities was in the fore-
ground. Finally, the celebration of "Earth Day" served as 2
good example for the teacher's attempt to instill in her
students a feeling of responsibility for all of creation.
Chapter V documents clearly that in her personal relation-
ships with her students (T)Jane operates without establish-

ing conditions of worth. The school system within which she

teaches, however, has built in conditions. These include

the offici

m
@)
Q!
Jr

the grading syst an 1 disciplinary precedures

which are in essence based on behavioristic principles and

are supposedly uniform for all clas:

nl)

-5

The teacher in School A revealed 1n ovr personal con-
versations that she has experiences of unity with hetr G
that are difficult to describe with words. From her ac-

counts it is evident that she is only loosely bound to the

framewnrk of authority that her church, her particular



helief and its organized parts provide. Tn the classroom
she encouraces hexr students to 'eurrender ' to bLask at hand
even 1f it is unpleasant. Many times I heard students talk
to themselves guietly about 'just getting it over with and

not fuss about it.!

5chool B: The Christian Setbing

In Scheool B community meant specifically the community
of Christians. The children that T observed and with whom
1 talked, as well as the teachers and the principal, under-
stand themselves primarily as Christians. It does not

really matter to them to what other communities a person

might belong. If you are not a Christian you certainly miss
something important and are in need of being "saved." It is
this sense of having to save othexr people, of wanting and
needing to minister to others which iz the basis foxr the
other interpretation of community that is accepted in School
B: all human beings form a community to which the community
ate

~f Christians has a special obligation. Animals

-
o}

a

3
o
5

things, the earth and everything on it are subordinate to

haman beings.  The neotion that an individual actually might
be part of all existence, even the unknown, is categorically

redected as "unbiblical.” Membership in a specific communi-

i

Ly serves more a5 A way o

u
F

separation than unity. Tdenti
cation with such specific communities to the exclusion of

others contains the potential danger ftor corruption of the

term's potential meaning by turning it into its opposite:



community as the boundary that denotes zseparateness rathey
than oneness.

One of the clearest examples of the fine line beltween
conditional and unconditiconal self- —worth stems also from
School B. T mentionad in Chaptexr VI how the principal, the
teachers, and the students so often express their joy about
an issue. The observed classroom teacher discusse ed the
concept of joy and made a point that joy is within, that it
is independent from the outside, from what other peopl
think. The principal expressed his "Joy to serve'" duriag
morning prayer circles, and he meant it. These conceptuali-

zations of joy resemble clearly the Buddhist conc

unconditional happiness which in turn is a

transpersonal s non-attachment. am

result

1833

ept of

of what
convinced
of

intense

scurce

that these morning prayer circles can lead to a feeling
unconditional happiness. I also believe that the
emotional experiences in these circles could become &

for craving irn those members who Lecome superficially at-

tached to the experience. Superficial

can certainly alsoc happen to peocple who use seme form of
transpersonal practice, such as meditation.

In School B, the principal as well as the teachers and
stundents pray every day to treir God for help in surrender
ing to God's will Theze daily exercises, especially the
morning prayer circle, resemble meditation rituals. Partic-—
ipants come awvay from these exercises elated, refreshed,

calm, focused on the here and now.

attachment,

On the surface

however,

School B

-7
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seems to practice and provide for experiences of onene

o]

.

with the obiect of consciousness. Yet, this practice 1is
hound so strongly to a literal interpretation of & zymbol of

God, i.e. the Bible, that any reflection or critical thought

about any issue can only happen within the guidelines that
the symbol provides. Such exclusive attachment to the

symbol of the object of consciousness limits the breadth and

depth of experiences of oneness.

School C: The Jewish Setting

School C's idea of community is primarily shaped by the

=

Jewishness ot

|-

its members. Much stronger than in the Catho-

1ic or the Protestant school is here the feeling that the

religicus aspects of the schoocl cannot be separated from the

s 1.

ethnic context, i.e. from the fact that students and teach-

ers are not only members of the Jewish faith but alsc mem-—

hers of the ethnic community of Jews and thus intimately

0]
%

connected with Israel and the Jewish community all over the
world. It would go far beyond the scope of this study to
explors the psychology of Jewishness, the impact that histo-
rv had on the shape of the community idea as it exists now
for Jews all over the world. More so than in any of the
other schools, however, I observed how students were encour-

ged to

u)

identify themselves not just with the small Commurni-

ty that made up their classroom, their school, or even the

U

community of the particular city. Rather, these student

were instructed to understand themselves as members of the
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world Jewish community where Isvael funclbions as 4 kind of

home base even for a small nine YEar ald thousands of mi Le::
away.

With the principal, the students sang praycrs, either
during class time cr during cabbath celebrations in the

community center hall, they lighted candles and the had
other ritwvals which gave them opportunities for experiencing

unconditional self-worth. During class time with the

regular teacher, there was never time enough to allow for
anything but strict adherence to a very rigid, fasl-paced
pattern of teacher centered classroom learning. AsS Chaptex

V1T documents clearly, the teacher detfined herself in terms

—

nf the amount of control she had in the classroom. This In
turn prevented her from engaging In unconditional relatior:-
ships with her students and did not foster initiation of

sucrh relationships by the students.

The example of non-attached experiences of oneness wikth

the object of consciousness that resembles closely certain
transpersonal meditation sractices iz given in School ©
during the instances when the principal and the students

sang prayers for half an hour or more at a time. The svay-

i

t

ing with the music, the repetition of reytain melody
phracses, the harmony inherent in the melodies are all =igns
of harmony of the praying people with the content of the
prayer. Garbage tyucks came and went, students in adiacent
roems shouted, the telephone 1n the office across the hall

rang - nothing distracted the otherwise attention deficit
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disorder plagued singers/prayers.

Recommendations

Tt is the nature of transpersonal theory thal ites

wi

concepts, although certainly spiritual, can be expressed in
more neutral terms and hecowe useful for non-religious
educational settings. Education of preadolescent children in
the spirit of transpersonal theory should certainly include
the three previously described core themes: community,
unconditional self-worth, and experiences of oneness with
the object of consciousness. In non-religious settings,
these goals could be pursued in a variety of wvays.

In accordance with transpersonal theory's rather wide
concept of community the emphasis should be on teaching an
every expanding sense of community. The child should be
guided in experiencing and understanding environmental and
ecological issues by a curriculum that incorporates such

expansion of the community concept. I suggest that using

commiunilty to denote otherness instead of oneness lies at the
heart of such societal problems as sthnocentrism, racism,
intellectual arrogance, veligious wars, and any form of
political, social, or intellectual fanaticism. Expansion of

the community concept through the study of the environment,

Lo
[

the connectedness of humans with the rest of creation, the
study of other cultures and languages would be a meaningful

way to work against such societal problems.

Hand in hand with a widening of the scope of the commu-
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nity cencept in the various subjects taught sheuld go 4
deemphasis on competition and grading. The transpersonal
concept of community means focus on similarities inztead ot

differences in the service of increased compassion. Compe

M

tition ag it is practiced in today's schools, and the strict

mn

adherence to a grading system that toc often becomes the
foreground of instruction and learning, is detrimental to
the notions of cooperation and compassion. Teachers are
needed who, even in traditional settings, are capable of
using instructional techniques which facilitate the latter.

\/

e th

W]

The recommendation is for workshops for teachers whe

¢

can learn such techniques, including groups that help indi-
viduals to a better understanding of themselves. Teaching

ful as the

i

cooperation and compassion will only be as succes:

ot
o
\

0

individual teachers and degree to which they know ways

T

of dealing with their own preoccupations with competition
and grades. Bventually, teacher educatlion at the nniversity
level will have to be reevaluated in the light of an extend-
ed definition of community.

n

Fverything that applies to recommendations with regard

o

to redefining community in & transpersonal sense applies

egqually to recommendations for facilitating unconditional
self-vorth Whenr the focus is taken off grades and competi-
tion with each other, students can more readily begin to

experience themselves and their fellow ~lass members on a
more personal, existential level. Prerequisite is teachers

that are not caught up in questions of authority, pover, and
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have grown up underx

neither authority, 3
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of hand, if they make 2

y
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ceptance.
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means reshaping
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changes.
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recommendation

to such practices for the

or introduction of age
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fhe classroom.

+he object of conscious-

ior spivitual traditions
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ig documented most clearly

ever

yvi (1990) calls such expe-
cteristics of being in the

[on
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pract

feelings of worth, and
s Tt is suggested that

mnusic education,

some of
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the tools for discovering flow, for bhecoming one with what
one does, for ecstasy in the classroom. To facilitate such
flow experiences, it would be advantageous if each school
could facilitate a full artists in residence program where
the artists and the teachers work together in the service of
an education that treasures the whole child: body, mind,

and spirit.

Summary

Conclusions in the form of three meta-themes are pre-
sented in this final chapter. These three themes are commu-
nity, conditions for psychological health, and the process
of becoming one with the object of consciousness. A general
discussion is followed by examples from each research set-
ting. The recommendations refer to practical applications
of the three meta-themes in non-religious educational set-

tings.



EPILOGUR

Throughout this study, every effort was made to porbray

the informants' reality as truthfully as possible. Yet, the

nature of the process of creating "reglity", as Zukav

tn

]

expresses so clearly in the passage guoted on page 1
implies that this study, too, presents only a partial reali-
ty. I am aware that the point of view presented here means
the exclnsion of other points of view. My urgent encourage-
ment goes to those among the readers who perceive such &

<o

djfferent point of view to undertake a simiiar study.

Experiental, intuitive insights need to accompany theoretli-

cal analysis of any phenomenon. I am convinced that by

A

continuing a dialogue between intuition and analysis, r&-

T

o

arch into the complexity of human experiencing will becone

more meaningful.

130
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APPENDIX A

PILE-SORT STATEMENT:S

Childlike thinking should be abandoned by adults.
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adult reasoning is the highest

development.

ay of
rational,

intelligence i3
adult ways.

be measured with IQ

the optimal use of each possible
for a desired goal.

the ability to use our awake state

fferent from the body.

ed to explore different

ferent states of consciousness.

Different states of consciousness are interesting
curiesities but of little professional interest.
only experiences in our usnal state of consciousn
are real.

Separate individuality is a narrowv perception of
normal awake state of consciousness.
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Reason and perception differ from one level o
consciousness to an other.

A person exists within a material body.

A person exists in a specific place and at a
time.

Each person is a separate individual.
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The individual person is separate from other persons.

What I do affects directly other humans.

Humans exist in close relationship with all 1
matter.

iving

What I do affects directly all existing matter.

Insight.
Prayer.

Prayer is a necessary expression of humans.

Special education students are best understood as

physically or behaviorally impaired.
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APPENDIX B

EXAMPLES OF STUDENT WORK

Student A

I like myself for my kindness for animals and because I
invented the first backscratcher hairbrush.

I also like my poems and stories I write. I also like
nyself because I can express my feeling.

I also like myself for being smart.

Student B

cod made me. He made talents for me. I try to use
them. But I don't always follow His rules. But most of the

time I do.

Student C

I can play sports very good. I like soccer and base-
ball the best. In soccer I play forward. And in baseball I
play 1lst and short stop. And I thank God for these talents.
Sometimes I win trophies. I can run fast, too. I'm spe-

cial. GCod made me special.

8]
a
[a]



I like my kindness. I 1like my talent of av

like

like

star

God

hand

betw

Student D

I like many things about me. T like my sense of humor

Student E

All about me! I am weird. T thin T'm different. T

to play outside. Most of all, I LIKE TO SHOP!!l. I

h

to have fun. I think IT'm OK. I'm not like a movie
but T'm special. God was good to me, and T'm glad!
gave me a talent for drawing! [The paper this student
ed in had some good cartoon like drawings inserted

een the text.] I'm a good business kid, I think.

Student F

T like my ability to make up Jjokes. Although they are

1y horrible they're still jokes which I myself am proud
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