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ABSTRACT 

TERESA DIANNE GREEN TURNER
EDUCATION, TRAINING, AND EXPERIENCE: A STUDY OF AN EDUCATOR’S 
TRANSFORMING EPISTEMOLOGY DURING THE ESTABLISHMENT OF A 
MONTESSORI SCHOOL
Under the direction of debra leigh walls rosenstein, Ed.D.

The purpose of this study was to explore how the influence of experts in addition 

to education, training, and experience transformed a teacher’s epistemology and 

influenced the development and establishment of a new Montessori school. The 

interviews of participants identified findings that have positive implications about the 

experiences of adult education, the influence of mentors, and the transforming change in 

the thinking processes of adults as they move from the educational setting into the 

classroom with children. Epistemological changes can construct personal accountability 

for teacher responsibility and ownership in creating learning environments that have a 

legacy of advocacy for children and dedication to the individual learning processes of 

children enabling them to reach their highest potential. The true power of curriculum and 

instruction, according to the findings of this research, is the human mentor. The 

modeling and relationships of the mentor enhances the formal training and experiences of 

the adult (and children) to make the holistic influences become a more permanent 

epistemological transformation! This study describes long-term mentorship and field 

experiences as an invaluable part of the educational experience. The lost golden nugget 

revealed may be the power of storytelling in learning, even in our modem classrooms!

xvi



PROLOGUE

Growing up to be a Montessorian, for me, was about as likely as growing up to 

become the President of the United States, but I can honestly say that it has been a 

wonderful journey. I grew up in a rural town with both my parents and my brother. Life 

seemed very uneventful. While both my parents worked, my mother did not drive so my 

brother and I participated in few extra-curricular activities. My family’s social life 

consisted of family visits, our immediate family time, and attending church. I only 

remember going on one or two real, out-of-town vacations. I began elementary school in 

the first grade, not kindergarten, and attended the same small town schools my whole life. 

During my early school career, my parents were supportive and caring. They always had 

high expectations and provided praise when I did well.

A few teachers from my time at school remain vivid in my memory. In our 

school there were two fifth grade classes and everyone wanted to be in Mrs. Hughes’ 

class, but I was assigned to Mrs. Cagle’s class. She was the first teacher to make an 

impression on me. She wore dress suits, high heels, and carefully chosen jewelry. Her 

jet-black hair was always perfect and her makeup and nails were just as well done. She 

wore dark rimmed glasses and looked different than all of the other teachers. She had a 

reputation for being very strict. Looking back, I can see that she was consistent and set 

high expectations. She set some of the foundational teacher role expectations that I still 

value and carry today. While I worked hard in her class, I also remember making



creative art pieces in her class, all those years ago. She was the first teacher I remember 

asking me the questions, “How do you know and how can you be sure? It seems strange 

to remember those questions from her so clearly.

Several teachers from junior high also stand out in my mind. Mrs. Culver was my 

English teacher. I remember doing my first research paper. It was about being a teacher! 

I remember making the note cards and putting stickers on the cover page. Miss Ware was 

my math teacher. She was the first teacher that allowed me, and a small group of other 

students, to work at our own pace. We went to her because we did not want to hear the 

same class discussions over again and do the classwork for lessons we already 

understood. She gave us our assignments in blocks so we were allowed to work ahead. 

That was the first time I can remember a teacher making specific accommodations to 

change her class routine based on student input.

Mr. Delay was our music teacher. We used to perform as a chorus. It was the 

first time I had to “try out” for anything. There was lots of practice and memorizing! I 

remember feeling special because I made it into the choir and it was the first time I was 

part of any extra-curricular group. I also remember Mrs. Kellerhals and Mrs. Eberle from 

junior high school. One taught science and the other taught English. These two teachers 

had real conversations with us, as students and as people. I remember them getting to 

know us, and asking us about life and not just academics. They were probably not the 

only teachers that asked us questions but they stand out as being the ones that seemed to 

care and that I clearly remember. When I reflect about my junior high experience, I 

wonder where these teachers are now and what their lives are like now, and I hope that



good things happened in their lives and careers. The teacher I remember most from high 

school was Mrs. Laura Henderson. She was my teacher for several history classes. She 

started a new class during my tenure and allowed students to help design the class. We 

actually were able to go out into the community to do research. One of my memories 

was about going into one of the local graveyards to do tombstone rubbings. We learned 

that there was a period of time where an unusually high number of children had died 

because there had been an illness in the area. While I can’t remember the specifics of the 

dates or the illness now, I vividly remember being part of the class design and the active 

learning that took place outside of the school. During this class, we were also taken to a 

historic restaurant for a class meal. It was a restaurant in a Civil War area that had been 

in business for a very long time and contained a lot of memorabilia. I remember the meal 

being very expensive and having to dress up to go there. It was probably my first 

experience in a formal restaurant.

Looking back, it seems that the common thread in each of these positive teacher 

experiences was their personal involvement, high expectations, and meaningful 

conversations. For me, these were the things that made these teachers memorable and my 

learning experiences with them valuable. I also remember a few other teachers for 

negative reasons but those memories are not ones I wish to share other than to say that 

those experiences still clear to me today because of the lack of learning or the lack of 

value that I felt as a student. The negative school memories have also impacted my 

teaching career by helping me understand some of the ways that students feel devalued 

and helping me to avoid causing negative learning experiences for my students.



One of the oddest things that I remember about school was no one ever actively 

taking to me about going to college. I wonder how my life would have been if someone 

had mentored me and encouraged me to go on to college. No one in my family had ever 

gone, and even now I am one of the first and few to attend and graduate college on either 

side of my family. As I began my own family, I hadn’t fathomed the difference a school 

could make. My friend Carol introduced me to Montessori when she enrolled her 

daughter who was a year older than my daughter. That introduction changed our lives! 

The idea of me sending a two-year-old to school, paying for school, and doing something 

no one in our family had ever done was quite shocking for everyone. In my extended 

family, mothers almost always stayed at home with their children. The few that worked 

at all had mothers who babysat for them. My mother had quit her job to babysit my 

children so sending my daughter to school left my mom keeping only my son until he 

was old enough to go to school too. My relationship with my parents was critical to these 

life-changing events. We had many discussions about why this Montessori school was so 

important. My decision to send my young children there was radical for our family.

I had always wanted to be a teacher but started my family instead of going to 

college. Once my daughter began attending the Montessori school I found out that I 

could become a Montessori teacher by training as a teacher at the school my daughter 

attended, which was the only Montessori school near our home. This Montessori job 

proved to have a larger ripple effect. I was excited to be able to consider teaching again. 

It was a possibility because I could take classes for a few hours per week, do my 

internship at the same place I worked, and the tuition for my training came out of my pay



and did not have to be paid up front or in a lump sum which would have made it 

impossible for me to do. I was able to complete the Montessori training from the Saint 

Nicholas Training Center in London through the Teacher Trainer at my daughter’s school.

At the time, Saint Nicholas was a stand-alone college but later became 

Association Montessori Internationale. My training took two years. The first year 

included training, reading, taking classes, making materials, and practicing, all while I 

parenting two very young children and working a full time job. The second year of 

training was an internship as a lead teacher. My parents were always there for me during 

this time, and my mom cooked and cleaned for all of us. I began working at my 

daughter’s school as a classroom assistant while I completed the training. This job was 

the beginning of my Montessori journey. I left a job making around ten dollars and hour 

and by the time my tuition and my children’s tuition were withheld, I was making less 

than two dollars an hour! Even then, I felt the importance of sacrifice for a different kind 

of education for me and for my children. The need for a different educational experience, 

even with the great cost, was the beginning of deeper discussions with my parents. We 

talked about education, about the reemergence of my opportunity to teach, and about why 

Montessori was important. We talked about everything. My parents were involved in 

financial decisions because of my low income and there were times that my parents even 

helped financially to make the Montessori opportunity possible for my children and me.

I had never been very far from home before, so my dad drove me around the 

neighborhood where the school was located so I could learn to drive there and back home 

again. These drives provided the time and opportunity for my dad and I to talk about



almost everything. I remember talking with my dad about some of my decisions. My 

dad believed that if he couldn’t find something in our little town then he didn’t need it.

He believed that we were bom into this invisible box (social class) and that we would 

never be able to get out of it. I remember telling him that I disagreed. I told him to wait 

and see. I believed that if I wanted something bad enough and worked hard enough I 

could eventually get it!

Montessori became not just a job but also a way of believing how children should 

be raised. It became a part of my family life. After my son became a Montessori student, 

a job became available at the school for a teacher assistant. My mother took the job and 

then also completed the teacher-training course. My friend Carol later left her job to 

begin working at the Montessori school, and she also became a Montessori teacher. We 

joked about starting a school someday.

I thought I had learned all about Montessori. My original training was aligned 

with the philosophy of the Associated Montessori International (AMI). I had no idea 

what that meant. I had no idea what other trainings were like in other places. I had only 

my trainer’s word about what a Montessori class was supposed to be like. I knew that the 

classrooms and the school in which I worked were fully equipped and that the teachers 

were all trained. The students progressed and were happy most of the time. It was here 

that I first learned that teachers’ relationships and interactions with each other had real 

effects on children. My daughter attended the school for a while before I went to work 

there. She began to complain of a stomachache, but the doctors could not find anything 

wrong. It was only after I began working at the school that I learned that the two teachers



in her class did not get along and their interactions caused stress in the classroom, which 

caused stress for my daughter. This experience has had a lasting result on my thinking 

about teacher presence and influence in the classroom.

During my training I was taught that the Montessori materials had very specific 

ways to be used and that those ways were limited. I learned a lot about people, good and 

bad. Due to family reasons, I left my employment at the Montessori school in 1991, but 

my love for Montessori never waned. Even though my children also left the Montessori 

school, the foundation had been firmly established. My parents and I found that both of 

my children excelled in school. During the years that my children were growing up, my 

parents were very involved, attending many of their school events and staying active in 

their lives. We talked to my parents regularly. After my children graduated from high 

school, the three of us enrolled in college. Life continued, and our jobs changed, but we 

never forgot our Montessori roots.

During December 2004, life brought us a heartbreaking event when my father 

died suddenly. A hole the size of the Grand Canyon was created in our lives. There were 

so many events on the horizon that he should have been there to share, such as college 

graduations and my brother’s children attending Montessori. My dad missed my 

daughter Katie’s graduation from college, my graduation from college, and my son 

Kyle’s early college experiences and his work in the management of a large company. 

Daddy missed seeing Katie’s first classroom when she became a teacher. It would have 

been very interesting if he could have attended my surprise party thrown by my movie 

club friends when I graduated with my degree in Middle Grades Education at last. I



know he would have just rolled his eyes if I told him I was going back to school again to 

complete my Master’s degree. He would have surely told me that I already had all of the 

education I needed.

Daddy would have been upset when my husband Walt and I moved to Alaska in 

July 2009. I moved there to teach in a Montessori classroom. While in Alaska, my love 

for Montessori, my deeper understanding of education, and my abilities to make 

comparisons between my experiences in traditional education training and my Montessori 

training also had an impact on my husband. Walt did volunteer work in my Alaska 

classroom and he too saw a huge difference in the children attending Montessori and the 

children he had seen in regular school. After a year we were determined to come home 

and start a Montessori school of our own. I wish I could tell Daddy all about it the way I 

would talk to him during our drives to and from my daughter’s Montessori school! He 

would have been pleased to know that I continued “car talks” with my children Katie and 

Kyle. I think some of our best conversations about our hopes and dreams were in the car!

I think the biggest surprise for Daddy would have been learning that Mama had 

flown to Alaska for Christmas with Katie and her husband Bennjin. It was the first time 

she had ever been on an airplane. He would have been surprised to know that I worked 

on my Master’s degree while living in Alaska too. I finally finished my Master’s degree 

in September of 2010. Walt and I had planned to travel to Western Governors University 

in Utah for my graduation but instead we moved back to Georgia, bought a building, and 

began renovations in order to start our own Montessori school. What an adventure! 

Daddy would have been a huge help. He had always done carpentry work and



remodeling on our house while I was growing up. I wish he could have seen the 

progress on our school building. The building was approximately 6000 square feet and 

needed work from ceiling to floor. Walt worked on the building while I worked as a 

teacher in a public school. My dad probably would have questioned my decision to 

return to graduate a school yet again in 2011 to begin a Doctor of Philosophy degree 

while all of this work was going on. My dad is pictured in Figure 1.

I really missed getting to tell Daddy about all of the things we had going on and 

all of the things that we had planned. Instead, I wrote letters to him about our experiences 

building and opening the Montessori school. Writing these letters also helped me reflect 

as both a teacher and a researcher. I have grown so much, and yet I found my voice in 

writing letters to my dad. In his words, “Whichever Whatever!” My story continues...

Figure 1. Finding My Voice: Letters to My Dad



CHAPTER 1 

INTRODUCTION TO THE STUDY

Dear Daddy,

We finally opened the school after the three years o f  remodeling and planning! 

Months later, on November 4, 2013, Walt and I  hosted a mural signing and dedication 

party, where about fifty people came to see the four Alaskan scenes Sissy painted on the 

walls o f  Hodges Hall. We named and dedicated the hallway to Gene and Sissy because 

they have been there to help us since day one. Wish you could have been there! Mama, 

Katie, Kyle, Mary, Vicki, and Cathy were there; Bennjin had to work. Bobby and the kids 

couldn ’t come this time but you would have been very pleased.

As I  look back on our adventure, I  am both amazed and frightened. I  reflect back 

to the beginning o f my Montessori experience, which began with Carol telling me about 

Maria Montessori, who she was and what a Montessori school looked like. Remember 

when we were talking about enrolling Katie? That was a big decision fo r  us all. We did 

enroll Katie and later Kyle. I  realize now that those conversations literally changed our 

lives! The frightening part is that now Ifin d  myself, twenty-five plus years later, totally 

consumed with Dr. Montessori and her work. As I  work with Walt to start a Montessori 

school o f  our own, write this study, and work on my second Montessori certification, I  

wonder, “How could this woman still have such a lasting inspiration and legacy and why 

has her influence been such a driving force in my life? ” We think critically about every

10



piece o f  equipment andfurniture for the school. The child’s desk you and mama bought 

when I  was a teenager made the cut! It sits prominently in the room, holding the metal 

insets just as i f  you had planned it for me.

Love you, Teresa

Introduction

A Montessori school is a school established to follow the philosophy and 

pedagogical practices established by Dr. Maria Montessori’s (1956, 1965, 1971, 1982, 

1984, 1986) System of Education. These schools are based on child-centered choices 

within specific freedoms as described by Dr. Montessori, where the teacher is a facilitator 

or guide as well as the keeper of the prepared learning environment (Kramer, 1976; 

Standing, 1957). Dr. Maria Montessori opened the first Casa de Bambini [Children’s 

House] in Rome in 1907. Since then, the number of Montessori schools has grown 

throughout the world (American Montessori Society [AMS], 2016a).

Many schools today are described as “Montessori” schools though definitions of 

the name vary greatly. The North American Montessori Teachers’ Association 

(NAMTA, 2016) estimates that there are currently about 4,500 Montessori schools in 

America and about 20,000 around the globe. While many of these schools are private, 

there is a presence of “Montessori” in more than 400 U.S. public schools, including 

neighborhood, magnet, and charter schools (AMS, 2016a). Varying interpretations exist 

of how Montessori, as a method or curriculum, should be implemented and practiced. A 

number of different professional societies have formed around the Montessori System of 

Education, including but not limited to the Association Montessori Internationale (AMI),



The American Montessori Society (AMS) and the Pan American Montessori Society 

(PAMS). Curricular and methodological decisions across Montessori schools are highly 

influenced by the founder of each school and his/her training and personal experiences. 

Carolyn Jean Daoust (2004), in her doctoral dissertation for the University of California, 

Berkley states, “Beliefs, related to teacher personality traits as well as prior schooling 

experiences, affect the interpretation of ideas presented . . .  and shape a practitioner’s 

perceptions, judgments, and behaviors” (p. 4). Daoust’s research situates the variances in 

Montessori practice in the context of curriculum and instruction and describes multiple, 

differing Montessori practices (Whitescarver & Cossentino, 2008).

Though Montessori schools exist worldwide, little has been published about the 

ways in which school leaders select philosophies and practices upon which to build and 

operate these schools. Consequently, as a Montessori school founder, I designed this 

qualitative study to describe the experiences of three individuals, Dr. Elisabeth Caspari, 

Dr. Feland Meadows, and me (the researcher), in our pursuits in opening Montessori 

schools based on our varied educational training, experiences, personal beliefs, 

Montessori knowledge, and the influence of mentors or Montessori experts.

As part of my educational journey, I have received training under the guidance of 

Dr. Feland Meadows, Montessori scholar and co-founder of the Pan American 

Montessori Society (PAMS). Dr. Meadows agreed to participate in this study and shared 

his Montessori stories and experiences with me through interviews, observations, 

documents, and photographs.



During his own Montessori training, Dr. Meadows was a student of Dr. Elisabeth 

Caspari, and they worked together for more than three decades. Dr. Caspari was a student 

of Dr. Maria Montessori and worked with Dr. Montessori and her son Mario in India 

ffoml940 to 1944. In 1952, Dr. Caspari opened a Children’s House school in the United 

States and she began teaching a Montessori Teacher Education training course in 1953.

Dr. Caspari and Dr. Meadows founded the Pan American Montessori Society in 1973 

(PAMS, 2016). Dr. Caspari lived for more than a century and passed away in 2002.

Three more of Dr. Caspari’s former students, Beverley McGhee, Mary Ellen Maunz, and 

Anita Wolberd, participated in this study. They shared their Montessori experiences and 

memories of Dr. Caspari with me through interviews, documents, and photographs. All of 

the participants in this study have opened Montessori schools and/or formed Montessori 

organizations, thereby continuing the work of Dr. Caspari and Dr. Montessori.

During her life from 1870 to 1952, Dr. Montessori lived and worked in many 

countries. She was a prolific writer and lecturer, and her momentous influence on early 

childhood education and teacher preparation continues today in schools all over the world 

(Kramer, 1976). Her scholarship has greatly influenced my life, as well as the lives of a 

small group of experts who form a direct professional lineage between Dr. Maria 

Montessori and me, including Dr. Feland Meadows, Beverley McGhee, Mary Ellen 

Maunz, and Anita Wolberd. Through this qualitative study, our stories, philosophies, 

experiences, and decision-making processes related to establishing and operating 

Montessori schools have been captured, examined, and shared. This study presents rich
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descriptions (Creswell, 2013) of our transforming epistemologies and the connections 

between theory and practice we experienced as we opened Montessori schools.

Conceptual Underpinnings 

The conceptual underpinnings for this study focus on the writings of Dr. Maria 

Montessori (1956,1965,1971,1982,1984,1986), including her ideas about the ways in 

which a teacher’s epistemology transforms based on training and experience. Dr. 

Montessori wrote many books, several of which have been reprinted multiple times. 

Therefore, this study cites the publication dates of books used by the researcher, some of 

which are dated after Dr. Montessori’s death. This study’s review of literature includes 

descriptions of Dr. Montessori’s biography and professional lineage, the Montessori 

System of Education, and Montessori organizations, along with information concerning 

adult education and the study’s theoretical framework.

In order to describe Dr. Maria Montessori’s theory, philosophy, pedagogy, and 

research, this study looks backwards to the scholars who influenced Dr. Montessori and 

her work, including John Locke, Etienne Bonnot De Condillac, Jacob Rodriguez Pereira, 

Jean-Jacques Rousseau, Johann Pestalozzi, Jean Marc Gaspard Itard, Edouard Seguin, 

and Friedrich Froebel (Boyd, 1917; Helfrich, 2011; Kramer, 1976; Standing, 1957). This 

study then looks forward to modem education scholars, including John Dewey (1938), 

William Kilpatrick (1971), Lev Vygotsky (1978), Jean Piaget (1952), Paulo Freire (1995,

2000), Abraham Maslow (1943), Mahayli Csikszentmihalyi (1990), and Kevin Rathunde 

(s2001). This study’s review of literature describes common ground shared by these 

scholars as well as criticisms of Montessori’s work.



These scholars also played a role in the professional development, thinking, 

philosophy, and decision-making processes of other educators who, like me, opened and 

operated a Montessori school. In addition to me (the researcher), this study focused on 

Dr. Elisabeth Caspari and Dr. Feland Meadows, whose personal experiences with the 

Montessori System of Education resulted in various instructional interpretations, 

transforming epistemologies, and lifelong dedication to Dr. Maria Montessori’s work. 

This study explored how our Montessori experiences and training influenced our choices 

to operate Montessori schools and organizations, contribute to Montessori research and 

practice, and educate others through the Montessori System of Education.

Statement of the Problem 

This study sought to answer the question: In what ways does education, training, 

experience, and the influence of experts transform an educator’s epistemology during the 

development and establishment of a Montessori school? This question has implications 

regarding the experiences of adult education, teacher training, the influence of mentors, 

and the transforming changes in the thinking processes of adults as they construct 

meaning through their own educational experiences and critical reflections to become 

curriculum practitioners, researchers, and school leaders.

As of today, there are about 20,000 Montessori schools worldwide (NAMTA, 

2016). However, there is a lack of professional and research literature concerning 

connections from Dr. Maria Montessori’s philosophy and curriculum to the actual 

processes of establishing modem day Montessori schools. The National Center for 

Montessori in the Public Sector (NCMPS, 2016) is now conducting several studies to



collect data about the ways in which Montessori is implemented and results garnered by 

participants in Montessori public schools. Documentation of the connections and 

decisions involved in the process of establishing and operating Montessori schools will 

be an important part of future research.

Purpose of the Study 

The purpose of this qualitative study, using a bricolage methodology (Kincheloe,

2001), was to tell the story of my Montessori lineage and how my educational journey 

transformed my epistemology. This study presents my story, along with the stories of 

two internationally distinguished Montessori scholars, Dr. Elisabeth Caspari and Dr. 

Feland Meadows. This study describes the connections from Dr. Maria Montessori to Dr. 

Elisabeth Caspari, who was Dr. Montessori’s student, to Dr. Feland Meadows, who was 

Dr. Caspari’s student, to me (the researcher and Dr. Meadow’s student). This Montessori 

“genealogical” lineage describes the influences that led Dr. Caspari, Dr. Meadows, and 

me to each establish new Montessori schools of our own and to dedicate our careers to 

the Montessori System of Education. This study also examines how the influence of 

mentors in addition to the education, training, and experiences of a teacher can transform 

that teacher’s epistemology, which makes this study relevant for scholars interested in 

Montessori, curriculum and instruction, and teacher education.

Research Question

The research question guiding this study was: In what ways does education, 

training, experience, and the influence of experts transform an educator’s epistemology 

during the development and establishment of a Montessori school?



Rationale

Montessori’s (1956, 1965,1971, 1982, 1984, 1986) scholarship and legacy of 

advocacy for children influenced the design of this study, along with my desire to address 

the current gap in the professional literature concerning connections between theory and 

practice in the design and operation of modem Montessori schools. One way to address 

this gap was to collect and share the experiences and philosophies of two influential 

Montessori experts, Dr. Elisabeth Caspari and Dr. Feland Meadows.

This study also describes how my personal, formal, and informal education, 

Montessori training, and classroom experiences influenced the development and 

implementation of the Montessori System of Education in the establishment of a new 

school in rural Georgia. Additionally, the study explored the ways in which my 

experiences, trainings, and epistemologies transformed in alignment with the beliefs and 

philosophical intentions of the creator and founder of the Montessori Scientific System of 

Education. The rationale for the study is both professionally and personally inspired: 

Dear Daddy,

I  can feel myself changing. After becoming first a Montessori parent and then 

teacher, I  realized that there are many opinions and variations in how Montessori is 

defined and even more variations o f how it is implemented. My decision to pursue this 

study and the evolving scope o f the research became more about how Montessori is 

interpreted rather than in building a working definition. This work has become more o f  

an attempt to define the transformation and emancipation (look at me using “big words ”) 

I  have experienced as I  continued my adult learning process while embracing the



phenomenon known as Montessori. Even more directly, the focus has become about how 

the education, training, and experiences I  have had with certain individuals and how they 

have transformed my beliefs and practices in the realm o f Montessori, as well as how 

they too experienced transformation.

I  have become fascinated with the many individuals who dedicate and devote 

their lives to furthering the work and philosophies o f Montessori worldwide. At times, 

personal interpretations have caused individuals to start organizations/associations also 

dedicated to the life and work o f Maria Montessori. I  want to know more about the ways 

a person’s training and the training society affiliations they form reflect in the 

Montessori teacher and her work in the classroom. I  will let you know when I  know!

Love you, Teresa

Significance

This study is significant for a variety of groups, namely teacher candidates, 

teacher educators, parents, and future school owners/directors, and higher education 

professionals. Montessori educators must undertake critical decision-making processes 

involved in choosing training and mentors. Considerations must also include the 

epistemologies of those hired to work in a school and how those beliefs are related to the 

many Montessori Societies with which schools align. For teacher candidates, Montessori 

certification could be an alternate, additional, or primary choice of certification. Parents, 

educators, and future school owners/directors need to be more informed about the 

connections between philosophy and theory in regards to the day-to-day classroom 

experiences in the classroom for both the adults and the students. Higher education



professionals should examine Montessori practices in more depth as the number of public 

Montessori schools increase. The need for knowledge could augment potential 

adjustments in teacher preparation courses and open the door to new research.

For parents, this study could provide information that will enable them to identify 

a “true” Montessori school. “True” is defined in this instance as a Montessori school 

with the intentional implementation of the full spectrum of education as intended by Dr. 

Maria Montessori, including the use of her materials and her curriculum. A true 

Montessori school is patterned and operated based on Montessori principles, theory, 

philosophy, and training; such a school meets the classroom standards established by the 

Scientific Pedagogy Group of Association Montessori International (AMI, 2014). The 

challenge faced by parents uneducated about Montessori is differentiating true 

Montessori schools from those that have just tacked on the name “Montessori”. Other 

parents may have a clearer understanding and realize that not all Montessori education is 

the same, and their knowledge could influence their school choices. In today’s high 

stakes education situation for students and parents, parents are seeking more information 

to make the appropriate choices for educating their children. While parents may or may 

not read this dissertation, excerpts could potentially be extracted into handouts or used in 

parent education meetings within schools.

This study also provides potential insight for teacher educators regarding 

Montessori implementation and curriculum design. The significance for me, and 

potentially others, is about how Dr. Maria Montessori’s work became more than a 

learning process and more of a way of believing about what education can be for children.
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For me, this change in epistemology included all of my higher education training and 

experience in conjunction with my Montessori training and education. Finally, this study 

emphasizes the importance of research, training, and mentors in the decision-making 

process regarding curriculum, philosophy, and pedagogy within a Montessori school for 

prospective school owners, Montessori teachers, and educators in general.

Theoretical Framework 

The theoretical framework for this study is a bricolage within a bricolage. 

Bricolage is, in layman’s terms, using a combination of methods to more deeply explore a 

topic when one method simply will not suffice (Kincheloe, 2001). No one theory can 

explain all things related to leadership, life, and living. Perry (1999) suggests that because 

each theory, framework, or lens has both strengths and limitations, we need at least three 

theories to understand ourselves, others, and the relationships between others and 

ourselves. In this study, there was both a research bricolage and a theoretical bricolage, 

illustrated by Figure 2. The theoretical bricolage (Kincheloe, 2001) was developed by 

using multiple theories and the connections among them in one framework. 

Constructive-developmental theory (Drago-Severson, 2012), transformational theory 

(Kegan, 1982; Mezirow, 1990, 1991), and emancipatory theory (Freire, 1995, 2000) 

formed the foundation of this framework.
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Constructive - 
Developmental 

Theory

Theoretical
Bricolage

Transformational
Theory

E m ancipatory
Theory

Figure 2. Theoretical Framework

The constructive-developmental theory concepts for this theoretical framework 

were set forth by Eleanor Drago-Severson (2012) in her book, Helping Educators Grow: 

Strategies and Practices for Leadership Development. Drago-Severson’s (2012) model is 

central to the faithful implementation of the Montessori System of Education. Her 

constructive-developmental model could also be said to set the stage for a reflective adult 

learning experience in personal learning and in the planning for the adult learning 

experiences and education of others. Dr. Maria Montessori (1984) wrote about the respect 

due to all children and the deep psychological work of the child in forming the growth of 

the developing adult. Montessori (1984) calls this work “constructive” (p. 16). Drago- 

Drago-Severson’s (2012) work, specifically her figure represented by concentric circles 

describing the core elements of leadership provides a window of comparison in the 

phenomenology of the culture of Montessori.
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Figure 3 was adapted from Drago-Severson’s (2012) model. Attempts to gain 

permission to reprint the original model were unsuccessful. This adapted, linear model 

begins with the insights of a leader and builds triangle by triangle to the largest and most 

important part of the model, which is “what I believe in most”. The leadership 

progression is important because the smaller triangle represents skills or qualities that can 

be learned even as an adult. The largest triangle is values that one can learn from birth 

and only as an adult can one modify these. Even if one changes a stance on a value, there 

is an inner struggle and a remnant of the original values.

Insights Practices QualitiesSkills What I
of a of a of a of a believe

leader. leader. leader. leader. in
most.

Figure 3. Model of Core Values. Adapted from Drago-Severson (2012, p. 13)

Eleanor Drago-Severson (2012) further explains the progression in meaning 

making from an adult’s perception when she writes, “ways of knowing are important 

because they help us understand that adults who make meaning differently also



experience their work and colleagues differently” (p. 46). Drago-Severson’s (2012) 

writings about “holding environments” (p.46) can be paralleled to the Montessori 

environment. She uses this term to describe a safe environment in which adults can 

express themselves and grow as they transform and construct new knowledge or 

epistemologies. Drago-Severson (2012) describes “holding environments” (p. 46) as 

spaces designed to be nurturing in order to encourage children and adults to develop 

constructively while forming and reforming ways of knowing.

Drago-Severson (2012) developed a model of values combined into a visual and 

compatible set of qualities that create and support the holding environments needed for 

adults to continue to learn and grow. Her model worked with my research in this study as 

a framework to tie together the “me” in learning to the “me” that evolved through critical 

reflection, training, and experiences. With each new “disorienting dilemma” as coined 

by Mezirow and Associates (2000), adults participate in reflective thinking and reflective 

discourse. This practice goes to the person’s inner core, what Drago-Severson (2012) 

calls the “central dot” (p. 15) of their personal epistemologies. This central dot is at the 

very center of Drago-Severson’s (2012) model, and the center of her “most inner growth 

ring of core elements” (p. 15); she describes these elements as “core essence of self’ (p. 

15). These core elements are the guiding force in adults as they grow in knowledge, 

leadership, sense of self, and more importantly, our “way of knowing” (Drago-Severson, 

2012, p. 15). In this study, I use Drago-Severson’s (2012) “way of knowing” concept to 

describe the transformation of my epistemology though education, training, and 

experience.
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This study’s theoretical bricolage also relied on concepts described by Robert 

Kegan (1982) in his book The Evolving Self, which explains the notions of adult growth 

through stages, as interpreted by Kegan through his understanding of the work of Freud, 

Erikson, and Piaget. Kegan (1982) describes a human being not only as an entity, but 

also as an entity in motion. He also discussed connections from constructive 

developmental theory to the transformation of adults as education, training, and 

experiences influence changes in a person’s epistemology (Kegan, 1982).

Kegan’s (1982) concepts are especially relevant when both the constructive- 

developmental aspects of learning and the transformational aspects are enhanced by 

relationships with experts and mentors in the same fields of study. Kegan (1982) 

describes Jack Mezirow’s transformative learning theory as a “source of ideas about (1) 

the dynamic architecture of ‘that which transforms,’ that is, a form of knowing; and (2) 

the dynamic architecture of ‘reforming our forms of knowing,’ that is the psychological 

process of transformations in our knowing” (p. 52). According to Mezirow and 

Associates (2000), transformational theory “focuses on how we negotiate and act on our 

purposes, values, feelings, and meanings rather than those we have uncritically 

assimilated from others” (p. 8). Epistemology, according to Kegan (1982) is defined as 

“not what we know but our way of knowing” (p. 52). This study asserts that there is no 

one theory that can be credited for the change in epistemologies, but a conglomerate of 

theories and strategies that develop the learning resulting in the reflection and time-taking 

task of developing new ways of knowing. Kegan (1982) explains adult processes of 

making meaning when he states that his book “is about human being as an activity [ . . .  ]



25

these ideas of constructivism (that persons or system constitute or construct reality) and 

developmentalism” (p. 8). Kegan’s (1982) work, partnered with the other theories 

included in this study’s theoretical bricolage, created a path for examining changes in 

personal epistemologies based on training and experiences.

Additionally, the study’s theoretical framework draws on the work of Paulo Freire 

(2000), especially his concept of emancipation as described in his book Pedagogy o f  the 

Oppressed. According to this theory, one can internalize new knowledge resulting in 

freeing one’s self from misinformation or lack of knowledge in general through the 

process of critical reflection. This new knowledge, new processes of thought, and new 

insights into learning provide new paths to new thinking and learning (Freire, 2000).

This study’s theoretical framework incorporates the resulting emancipatory changes 

(Freire, 2000) in an adult’s epistemology as the result of constructing one’s own learning 

built on reflection, education, training, and experience.

Jack Mezirow (1990,1991) documented a bricolage of theories in discussions of 

constructive-developmental theory, transformational theory, and emancipatory theory in 

three sources: Transformative Dimensions o f Adult Learning {Mezirow, 1991), Learning 

as Transformation (Mezirow and Associates, 2000), and Fostering Critical Reflection in 

Adulthood: A Guide to Transformative and Emancipatory Learning (Mezirow, 1990). 

Mezirow’s (1990,1991, 2000) concepts were the bridge that connected constructive- 

developmental theory (Drago-Severson, 2012) and transformational theory (Kegan, 1982; 

Mezirow, 1991) together with emancipatory theory (Freire, 1995,2000) to form this 

study’s theoretical bricolage.
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In Transformative Dimensions o f Adult Learning, Mezirow (1991) sets the stage 

for why an adult makes the decision to learn, highlighting what he calls a “disorienting 

dilemma” (p. xvi), which is the trigger for the need to learn. Mezirow (1991) then 

describes the need for reflection and the roles of assumptions we have as adults and the 

need for the supportive environment in making the final transformations.

Values Driven Decision Making and Transformative Learning 

Mezirow and Associates (2000) define discourse as “the forum in which ‘finding 

one’s voice’ becomes a prerequisite for free full participation” (p. 11). This definition 

was an epiphany for me, as it perfectly described the emotion I felt upon finding my 

voice through writing letters to my dad, which were then used in this work as a form of 

storytelling and open discourse. Mezirow and Associates (2000) further state that 

“effective participation in discourse and in transformational learning requires emotional 

maturity -  awareness, empathy, and control” (p. 11), all of which have played an integral 

role in the emancipating and transforming of my personal epistemology.

Paulo Freire’s (2000) work brings together many of the concepts presented in this 

study, especially his notion of praxis which he defines as “the action and reflection of 

men and women upon their world in order to transform it” (p. 60). Praxis was an 

essential part of my epistemological development process. In my own words and work, 

praxis means human growth and learning through training and experience resulting in 

changes in one’s epistemology. Freire (2000) explains,

Through their continuing praxis, men and women simultaneously create 

history and become historical beings . . .  an epoch (not closed periods of
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time, static compartments). . .  an epoch is characterized by a complex of 

ideas, concepts, hopes, doubts, values, and challenges, (p. 101)

Freire (2000) also states, “By stimulating ‘perception of the previous perception’ and 

‘knowledge of the previous knowledge’ decoding stimulates the appearance of a new 

perception and the development of new knowledge” (p. 115). These understandings pull 

together the elements of constructive developmental theory, transformative learning 

theory, and emancipatory learning. Freire (2000) explains:

People will be truly critical if they live the plentitude of the praxis, that is, 

if their action encompasses a critical reflection which increasingly 

organizes their thinking and thus leads them to move from a purely naive 

knowledge of reality to a higher level, one which enables them to perceive 

causes of reality, (p. 131)

The beginning of any new research, career, or business brings with it inherent 

confidences and misgivings. The beginning of a Montessori school is no different. Much 

like the process of research, it begins with a question and a purpose. When looking for 

resources and answers for mindful decision-making, one must pull from within and 

without. Therefore, a bricolage (Kincheloe, 2001) using constructive-developmental 

theory (Drago-Severson, 2012), transformational theory (Kegan, 1982; Mezirow, 1990), 

and emancipatory theory (Freire, 2000) was constructed as a framework for this study.

Dr. Maria Montessori’s Changing Epistemology 

Maria Montessori, being a constructivist, modeled learning as an active process 

not only for children, but also for adults. Dr. Maria Montessori considered herself as a
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scientist as well as a practitioner of medicine and continued to do research after her 

graduation (Kramer 1976). According to the Association Montessori Internationale 

(AMI, 1970), Dr. Maria Montessori was presented a Diploma of Honorary Fellow by the 

Educational Institute of Scotland on October 11,1946. The diploma reads:

After creating a record by being the first woman in Italy to take a degree in 

Medicine she gave up her professorships of Hygiene and Anthropology to devote 

her experience and knowledge to Education. Her work there has made her world- 

famous Method has been translated into more than twenty languages and it is no 

exaggeration to say that it has revolutionized the teaching of infants and 

influenced the work in primary and advanced divisions . . .  An intensive study of 

educational problems, a practical acquaintance with schools as and Inspector, a 

scientific training and a broad social outlook . . .  her inventive powers, her 

capacity for taking pains, her insistence on suitable child environment and 

equipment have shown to the world her genius and we . . .  mindful of her 

illumination of the deadening and darkening world of nineteenth century 

childhood with a vision of wonder, peace and beauty, and grateful for giving us 

the means by which we may assist the growth of God-given powers of intellect in 

the search for truth, eternal and infinite, (p. 48)

This diploma is an example of Dr. Maria Montessori’s evolution of herself and her work.

Biographies written by Rita Kramer (1976) and E. M. Standing (1957) describe 

Dr. Montessori’s ability to build a community of followers wherever she traveled. She 

traveled a great deal in order to train teachers so that they could, in turn, open Montessori
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schools for children around the world. Although the schools were similar, each was 

established with respect for the local culture of the communities from which it grew. In 

her book The Absorbent Mind, Dr. Maria Montessori (1984) writes,

The press began to speak of ‘culture acquired spontaneously’ . . .  Only after 

repeated experiments did we conclude with certainty that all children are endowed 

with this capacity to ‘absorb’ culture. If this be true -  we argued -  if culture can 

be acquired without effort, let us provide the children with other elements of 

culture, (p. 19)

Adaptations were academic in nature as well as specific to the native cultures regarding 

food, clothing, and music. These exceptions and variations allowed for and supported the 

notion of the transformative paradigm while staying true to the Montessori system.

Examples of Montessori’s relationship building and respect for the child’s inner 

guide during the learning process, especially when advocating for the rights children, are 

important to the Montessori System of Education (AMI, 1970; Kramer, 1976; Standing, 

1957). Following her teaching philosophy, teachers created environments carefully 

designed to allow children to work and educate or construct themselves with the 

assistance of the adult facilitators. It was within these carefully prepared environments 

that children were allowed to choose work that would build on their knowledge, allowing 

them to be contributors within their social realm (AMI, 1970; Helffich, 2011; Kramer, 

1976; Standing, 1957).

Montessori (1956, 1965, 1971, 1982,1984,1986) emphasized the importance of 

respecting children and providing the appropriate tools for each child to develop his/her
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inner self. One of the first documented examples of her epistemological transformation

tliwas when she visited an Italian asylum in the early 20 century and saw children 

crawling on the floor chasing crumbs after a meal (Helfrich, 2011; Kramer, 1976). 

Montessori was appalled to see children living in horrible conditions in the asylum, and 

she interpreted their unusual behavior to mean that children looking for and taking 

advantage of the only source of amusement to be found, since they did not have access to 

toys or educational items of any kind. From that day forward, Montessori dedicated her 

life to the welfare and educational development of children and she sought to improve the 

circumstances in which all children lived and learned. Her work resulted in the 

transformation of the world for many children. (Helfrich, 2011; Kramer, 1976).

Methodology Overview 

After presenting Dr. Maria Montessori’s background, biography and professional 

history, this study describes my Montessori genealogy, my Montessori experiences, and 

the stories of two Montessorians in my professional lineage: Dr. Feland Meadows and Dr. 

Elisabeth Caspari. I used a research bricolage (Kincheloe, 2001) of qualitative 

approaches including case study (Creswell, 2013), narrative (Clandinin & Connelly,

2000), and phenomenology (Van Manen, 2007) to collect, analyze, and present the 

findings of data in this study.

I, Teresa Turner, was the first participant in this study. My story is presented in 

the Prologue, through reflective letters written to my father that are included throughout 

this dissertation, through my descriptions of opening Montessori school which are shared 

in Chapter Five, and in the study’s Epilogue. The second participant was my Montessori
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Endowed Chair of Early Childhood Education at Kennesaw State University, and the 

current President of the Pan American Montessori Society. Dr. Meadows has opened 

Montessori schools in both the United States and Mexico (PAMS, 2016).

Beverly McGhee, Mary Ellen Maunz, and Anita Wolberd also participated in this 

study in order to share stories, experiences, materials, and memories from Dr. Elisabeth 

Caspari, who passed away in 2002. Dr. Caspari was a student of Dr. Maria Montessori, 

and worked with her for four years in India before opening a Montessori school and 

teacher training program in the United States in the 1950s. Dr. Caspari and Dr. Meadows 

worked together for over thirty years and co-founded the Pan American Montessori 

Society in 1973 (PAMS, 2016). Beverly McGhee, Mary Ellen Maunz, and Anita 

Wolberd were students of Dr. Caspari, and each continued her legacy by opening a 

Montessori school and/or forming a professional Montessori organization.

My story is not a singular occurrence. It happens time and again with people who 

discover Montessori through a particular society and/or a particular teacher and find 

themselves changed and wanting to pursue this method of education for children. Once a 

Montessorian, it seems, always a Montessorian. People build their lives, often rerouting 

their paths, to pursue this adventure. The phenomenological (Van Manen, 2007) element 

of this methodology examines these shared experiences and beliefs, which are presented 

to the reader through rich description of Montessori schools and programs (Creswell, 

2013). Participants’ experiences were explored through reflections and stories, told in



32

letters and interviews, and shared through observations, making maximum use of 

storytelling and narrative inquiry (Clandinin & Connelly, 2000).

Data analysis resulted in a greater understanding of the participants’ experiences 

with Montessori and how those experiences provided direction in the participants’ lives. 

Data were analyzed through thematic coding (Creswell, 2013) and Key-Words-In 

Context (Bernard & Ryan, 2010), which in this study involved locating themes in all 

documents and interview transcripts that aligned with Montessori philosophy, and then 

grouping themes into categories to analyze meaning. Data were triangulated through 

multiple collection types and methods and verified through member checking (Creswell, 

2013; Mertens, 2010). Findings are presented through reflective letters, narrative 

snippets, figures, photographs, and excerpts from interview transcripts and documents.

Summary

This chapter introduced the reader to Dr. Maria Montessori and the Montessori 

System of Education, and presented the study’s conceptual underpinnings, problem and 

purpose, research question, rationale, significance, theoretical framework, methodology, 

and participants. Despite numerous Montessori schools being opened worldwide, little 

has been documented about the how or why these school leaders make decisions 

concerning philosophies and specific methodologies for their schools. This study sought 

to trace the experiences of one small group of individuals in our pursuits of opening 

schools and to describe the ways in which we made curricular and instructional decisions 

based on our Montessori training and educational experiences. The qualitative study



includes rich description of the ways in which our lives were changed and our ways of 

thinking were transformed as a result of Montessori encounters, training, and experiences.



CHAPTER 2 

REVIEW OF LITERATURE

Dear Daddy,

I  have spent so much time reading about Maria Montessori and her work that I  

even dream Montessori sometimes. Now with the school opening, Ifin d  myself 

questioning why we are doing everything! My original classes all those years ago 

through St. Nicholas College ofLondon seems like a dream. So much o f  what I  learned 

then was only the beginning. It is also hard to think o f the embodiment o f the Montessori 

message as it was then and as I  see it now. Now I  have taken classes with Dr. Meadows 

and the Pan American Montessori Society (PAMS). There are lots o f  similarities and lots 

o f differences. There have been so many decisions to make. Every decision needs to be 

based on reasoning that makes the equipment, its placement, and its purpose the best it 

can be fo r  the children in the class. I  never realized how many decisions there were and 

then to explain the reasoning to staff and parents so that they understand too makes me 

think that much harder! I  am reading. . . reading. .. reading! Lots to do!

Love you, Teresa

Introduction

This literature review describes the Montessori System of Education as it is 

known today. At the time this study was written, there were a limited number of primary
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resources available other than those written by Dr. Maria Montessori (1956, 1965,1971, 

1982, 1984, 1986). However, biographies and numerous secondary sources were included 

to augment these primary sources. This literature review addresses Montessori’s research 

and conceptual framework and the ways in which her work evolved into the development 

of a teaching philosophy and worldwide educational phenomenon. This review looks 

back in time to examine key educational scholars whose work preceded and/or influenced 

Montessori’s, and then looks toward modem day educational scholars to describe a 

professional lineage connecting Montessori’s work with my own experiences and 

educational training. It also describes three Montessori Societies: Association Montessori 

Internationale (AMI), the American Montessori Society (AMS), and the Pan American 

Montessori Society (PAMS).

Who was Dr. Maria Montessori?

Maria Montessori was a woman ahead of her time. She was, from early in her 

life, driven to accomplish more than was customary for a woman in the late 1800s. She 

chose a career path that was typically limited to men and became a physician. After 

beginning a career as a doctor, her life took another turn and she became determined to 

improve the lives of children and to redefine the ways in which they should be treated 

and educated (AMS, 2016b; Helffich, 2011).

Maria Montessori was bom August 31, 1870 to Renilde Stopanni and Alessandro 

Montessori in Chiaravalle, in the Provence of Anacona, Italy (Kramer, 1976). Her father 

held a government position in finance and was promoted to the title of Cavaliere in the 

Corder of the Corona d’ltalia and then to the Order of St. Maurizio e Lazzaro. Maria’s
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father provided her with an education above the norm for girls of the time and she 

excelled in math and science (Kramer, 1976). Early on, she wanted to study engineering 

rather than pursue one of the limited acceptable careers for women as a teacher or a nun 

in a convent. As a child, she enjoyed loving relationships with both of her parents, but 

later her career choices caused strain in her relationship with her father (Kramer, 1976), 

especially when she decided to enroll in the medical school at the University of Rome, a 

bold choice for the time that caused conflict and opposition. Remarkably, Pope Leo XIII 

supported her admission to the University, and in spite of many obstacles directly related 

to her gender, in July 1886 Montessori graduated as the first female certified physician 

from the University of Rome (Helfrich, 2011; Kramer, 1976). This was one of many 

accomplishments by Dr. Maria Montessori.

Numerous books have written about Maria Montessori. Two, however, remain 

the recognized authoritative biographies: Maria Montessori: Her Life and Work by E. M. 

Standing (1957) and Maria Montessori: A Biography by Rita Kramer (1976). E. M. 

Standing, who was bom in 1887 and died in 1967, was a close friend and assistant to Dr. 

Maria Montessori for over thirty years. According to Chattin-McNichols (2003), “When 

Mr. Standing died, he left his estate to the University to support Montessori education. 

This consisted of a small sum of money, the royalties from his books, and his personal 

papers” (para. 3). The E. M. Standing Center for Montessori Studies was established at 

Seattle University in his honor (Chattin-McNichols, 2003).

Rita Kramer was invited by the AMI Society to write a biography of Dr. 

Montessori and they made all of their records and primary documents available to her.
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To my current knowledge, she is the only biographer to have had such access. Her 

sources also included archival newspaper articles, biographies written by Standings 

(1957) and notes written by Anna Maria Maccheroni, who traveled with Dr. Montessori 

also helping to offer trainings programs in several countries. In addition, Kramer (1976) 

researched the AMI documentation, personal papers, and letters written by Dr.

Montessori that were in the possession of her son Mario Montessori, as well as articles 

from McClure’s Magazine, and Maria Montessori’s unpublished works in the AMI 

archives. My attempts to communicate with Rita Kramer directly about her research 

were unsuccessful. However, much of the biographical information presented in this 

study was found through the seminal work of Kramer (1976) and Standing (1957).

Dasbach and Evans (2003) created a comprehensive timeline of Montessori’s life 

and work. Dr. Charles T. Evans is a Professor of History at the Northern Virginia 

Community College. His student, Marlena Dasbach, holds the copyright on this work, 

which contains a thorough background and resource list in addition to a Montessori 

timeline. Permission has been granted to include their work in this study, and a copy of 

the Montessori timeline (Dasbach & Evans, 2003) is included in Appendix B.

The Professional Genealogy of Dr. Maria Montessori 

The following sections describe the influence of John Locke, Etienne Bonnot De 

Condillac, Jacob Rodriguez Pereira, Jean-Jacques Rousseau, and Johann Pestalozzi on 

the work of Dr. Maria Montessori, as described by Boyd (1917), Kramer (1976), and 

Standing (1957). E. M. Standing’s book, Maria Montessori: Her Life and Her Work, was
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published in 1957. Based on his personal relationship with Dr. Maria Montessori, 

Standing (1957) wrote,

It would be absurd to suppose that Montessori, who was for ten years a 

lecturer at the women’s training college at Rome, was ignorant of that 

other -  that mainstream of educational development. . .  she could not 

have read through, as one of the examiners, ‘ all those 150 theses on all 

possible pedagogical authors from the best known to the most forgotten, 

without becoming acquainted with their ideas, (p. 59)

Rita Kramer (1976) also discusses Jacob Pereira, Jean-Jacques Rousseau, Johann 

Pestalozzi, Jean Marc Gaspard Itard, Edouard Seguin, and Friedrich Froebel and their 

work in relationship to Dr. Montessori’s work. In his book, From Locke to Montessori, 

William Boyd (1917), Lecturer in Education in the University of Glasgow, delineates his 

views on both the background influences on the educational views of Maria Montessori 

and on the Montessori System of Education itself.

John Locke (1632 -  1704)

According to Boyd (1917), the philosopher John Locke, like Montessori, made 

connections between the disciplines of medicine and education. These connections were 

not concrete, nor complete. Locke’s connections, elaborated upon by Montessori, were 

about the importance of the student as an individual. Locke’s work also indicated the 

importance of the senses as part of learning. In his book, An Essay Concerning Humane 

Understanding, Locke (1689) describes his beliefs about perception. He wrote that 

perceptions were the first movement of the mind toward voluntary action and that
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movement was the result of some reflection on an impression made on the mind. He also 

said that an impression, the result of something received through the senses, was 

necessary for a perception to form. He conjectured that these impulses were, regardless 

of the input into the body, to be received by the brain in order for a perception to form.

He believed these perceptions could even begin in the womb, namely the need to be fed 

and to be warm (Boyd, 1917; Locke, 1689). Locke (1689) called perceptions ideas, and 

believed that ideas were the result of sensations. Locke, like Montessori, believed that 

learning had its basis in movement and experience (Zuckerman, 2006) and that 

movement was foundational to educating the senses.

Etienne Bonnot De Condillac (1714 -  1780)

Etienne Bonnot De Condillac grew up in a noble French family. He studied the 

work of Francois-Marie Arouet or Voltaire, a French Philosopher, and based his writings 

upon those studies (Boyd, 1917). According to William Boyd (1917), Condillac believed 

that the difference between adults and children was their experiences. The learning of 

these experiences occurred by means of the senses and the learned ability to make 

judgments based on physical impressions. Even with an understanding of the importance 

of the senses, Condillac, like Locke, did not pursue the education of the senses but 

instead chose train in the use of observation and reason (Boyd, 1917). Condillac did 

however, like Montessori, develop his own theory (Zuckerman, 2006). His theory, called 

sensationalism, explained that learning comes from senses, and was built on the basis of 

Locke’s work (Boyd, 1917; Zuckerman, 2006). Later, Maria Montessori (1986) realized



that children learn through their physical senses and designed child-centered educational 

sensory experiences and materials.

Jacob Rodriguez Pereira (1715 -  1780)

Jacob Rodriguez Pereira was one of the first to do notable work with people who 

were deaf (Boyd, 1917). He had a sister who was deaf and was motivated to help her 

communicate. Pereira invented an early form of sign language, using finger movements 

to make words. This invention gained him honors from the French King and membership 

into the Royal Society of London (Boyd, 1917). According to Kramer (1976), Dr. Maria 

Montessori would have noted Pereira’s work in her detailed research of Jean Marc Itard 

and his work with the child known as the Wild Boy of Averon (Kramer, 1976). 

Jean-Jacques Rousseau (1712 -  1778)

Rousseau was an influential thinker who theorized about the state of human 

nature and believed that “human beings are basically good by nature” (Delaney, 2016, 

para. 1) and that in regards to education that “pupil’s character be developed in such a 

way as to have a healthy sense of self-worth and morality” (Delaney, 2016, para. 36). 

Rousseau’s descriptions of his understanding about education, written in his book, Emile 

or On Education, explain that nature dictates that humans use their senses based on 

experiences that are either pleasant or unpleasant. These experiences develop as habits 

formed by sensory experiences; therefore, education is required if people are to learn how 

to become moral members of society. (Delaney, 2016). According to Zuckerman 

(2006), the very foundation of child-centered education was laid by Rousseau. Kramer
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(1976) notes that Rousseau, like Dr. Maria Montessori, used sensory training for both 

children with special needs and with normal children.

Johann Pestalozzi (1746 -  1827)

Johann Pestalozzi, a student of the ideologies of Jean-Jacques Rousseau and 

Friedrich Froebel, believed that children had the ability to explore things for themselves 

and should be able to make decisions based on their explorations (Smith, 2016; 

Zuckerman, 2006). He felt that the child should be educated in a balanced way including 

his whole being, specifically “three elements -  hands, heart, and head” (Smith, 2016, 

para. 4). In 1894, Pestalozzi wrote a book entitled How Gertrude Teaches Her Children, 

in which he spoke of respect and fidelity. He first implemented the use of multisensory 

lessons and spoke of the need to observe children. He also advocated for the power of 

making sounds for the beginning of language (Smith, 2016; Zuckerman, 2006). 

Montessori (1984, 1986) incorporated five elements practiced by Pestalozzi into her 

System of Education: 1) exploring the potential within each child; 2) the reduction of 

needless words during presentation; 3) the education of senses through interaction with 

objects; 4) the building of a child’s knowledge of things by naming them; and 5) the 

ability of the child to repeat things.

Inspirations to the Work of Dr. Maria Montessori 

Based on her early educational goals, (AMS, 2016b) Maria Montessori was a 

woman of determination. Therein lies the question, how did Maria Montessori develop 

her ways of thinking and knowing? She would have needed mentors or people that she 

could emulate or learn from based on texts. These works of Itard, Seguin, and Froebel



42

are important in understanding Montessori’s philosophies because they provide insight 

about the ideas of scholars that she admired (Boyd, 1917; Helfrich, 2011).

Jean Marc Gaspard Itard (1801 -  1838)

Jean Marc Gaspard Itard was bom in France, in the Oraisto Provence. He served 

as an assistant surgeon in the military and upon leaving the military studied to become a 

physician and earned degree in medicine (Duchan, 2011). He was most famously known 

as the physician who worked with the “Wild Boy of Aveyron” between the years of 1801 

to 1806 (Duchan, 2011). Itard, according to Duchan (2011), is considered the founder of 

otology, was among the first to treat stuttering as a physiological problem, and was 

among the first special education teachers. His work led to employment at the Institute 

for Deaf Mutes in Paris. There he tested therapies to treat difficulties of speech. Itard, 

influenced by the philosopher Condillac, believed that children could leam to do anything 

(Duchan, 2011).

In an article for the Journal o f Child and Youth Care, McDermott (1994) makes 

an argument that Itard was an early founder of special education and the true “father of 

child and youth work” (p. 70). Itard chose to work with a child who suffered from 

retardation and was known as the Wild Boy of Aveyron after he was found in the wild 

and believed to have been raised by animals. Other scientists lost interest in the boy once 

they discovered he was not a feral child, but simply abandoned and mentally disabled. 

Itard, however, continued to care for the boy, who he named Victor (McDermott, 1994). 

After developing specific goals for Victor, Itard used specific methods for meeting those 

goals, including using kindness, sensory education, the connection of food with social
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interactions, the use of repetition and imitation, and visual associations to increase 

understandings (Duchan, 2011; McDermott, 1994). During Itard’s day, it was common 

for damaged or indigent children to be locked in asylums along with adult criminals. 

McDermott (1994) described Itard as the father of childcare because he showed kindness 

towards all children though it uncommon practice to do so during a time when children, 

especially those who were poor or ill, were often treated like animals.

Edouard Seguin (1812 -  1880)

According to Standing (1957), Montessori developed a “deep admiration” (p. 32) 

for the work of Jean Itard, as well as for the work of Edouard Seguin, a physician who 

worked with Itard. Dr. Seguin worked towards the education of the mentally retarded, 

which at the time were called idiots, and like Itard, he showed kindness towards the 

children with whom he worked. Seguin believed that mental difficulties originated from 

problems in the nervous system and that with the right treatments, all people could learn. 

(Helfrich, 2001; Zuckerman, 2006). Seguin believed in a neurophysical relationship 

between sensory activity and higher levels of thinking. He stressed the systematic 

training of the senses of hearing sight, taste, smell, and hand-to-eye coordination 

(Helfrich, 2001; Zuckerman, 2006). His work led him to be linked to the physiological 

method, which included five phases: 1) training the muscular system; 2) training the 

nervous system; 3) educating the senses; 4) acquiring general ideas; and 5) developing 

the ability to think (Helfrich, 2001; Zuckerman, 2006). The works of Seguin and Itard 

laid the groundwork and research foundation for the development of Maria Montessori’s 

theories and educational methods (Kramer, 1976; Standing, 1957).



Friedrich Froebel (1782 -  1852)

Friedrich Froebel was a German educator who became the founder of what we 

now call kindergarten (Strauch-Nelson, 2012; Stevens, 1913; Zuckerman, 2006). 

According to Zuckerman (2006), Froebel believed that children learned best by playing 

educational games in their homes, and he encouraged the development of educational 

spaces for children that included practical, hands-on materials. Froebel designed 

educational materials, which he called “gifts” and activities based on movement that he 

called “occupations” (Strauch-Nelson, 2012; Zuckerman, 2006). According to Strauch- 

Nelson (2012), Froebel’s lasting contributions to early childhood education include: 1) 

the importance of honoring the child and his instincts as learning tools; 2) the critical 

importance of play in learning; 3) the inclusion o f holistic, self-chosen activity; 4) the 

need for social interactions; 5) the importance of art-based activities, and 6) emphasis on 

studies of nature. Zuckerman (2006) notes that Froebel’s work led to the development of 

some modem day educational toys such as Legos, Lincoln Logs, and pattern blocks. 

Clearly, Froebel’s work would have held value for Montessori (1965), as she included 

many of his ideas in her System of Education.

Summary of the Professional Genealogy of Dr. Maria Montessori 

The purpose for including a summary of the work of selected educational scholars 

in this literature review was to clarify the researcher’s understanding of the notion that 

Dr. Montessori did not invent her System of Education in a vacuum. Dr. Montessori 

completed a rigorous course of university study in fields of medicine and education 

(Association Montessori Internationale, 1970), and her career history provides reasonable



45

expectations that Dr. Montessori studied the work of other theorists and researchers that 

influenced her own professional development. Figure 4 presents a diagram of probable 

influences on the development of Montessori’s transforming epistemology, including her 

parents, scholars whose work she would have studied, and scholars whose work she 

admired (Boyd, 1917; Kramer, 1976; Standing, 1957).

John
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Pestalozzi
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Bonnot De 
Condillac
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Jean Jacques 
Rousseau

Figure 4. Historical Perspective
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Montessori: the Scholar and the Physician 

According to the book, Maria Montessori: A Centenary Anthology, (Association 

Montessori Internationale, 1970), Maria Montessori’s diploma was awarded to her as she 

became a doctor, on July 10, 1896 from the Royal University in Rome after years of 

study in Medicine and Surgery. After graduation, Dr. Montessori worked in a hospital, 

caring for children who had been deemed defective.

Montessori: The Lecturer and The Researcher 

As a new graduate from the Royal University of Rome, Dr. Maria Montessori was 

chosen as the delegate for Italy at the Congress for Women’s Rights in Berlin during 

September of 1896 (Kramer, 1976; Pollard, 1990). This was the beginning of many 

opportunities for Montessori to speak publically. As a consequence of her work with 

disabled children in asylums, Montessori became an unintentional qualitative researcher. 

Her many hours of observation and note taking led to many findings that later became the 

basis of the scientifically research based Montessori System of Education (Standing, 

1957).

One of the most commonly told stories was about the children in the asylum 

playing with breadcrumbs. Kramer’s (1976) research states that Montessori determined 

that the children were merely seeking any means possible for some type of sensory 

stimulation. E. M. Standing (1957) describes an incident that inspired her to begin her 

work to separate children from adults with mental illnesses, and then subsequently 

educate the children. Finding that these children were much more capable than previously 

believed, Montessori studied the work of Itard and Seguin, prominent physicians,



provided many resources and research on which Montessori began to build her 

methodology and materials. Dr. Montessori’s idea of study was to translate the works of 

Itard and Sequin by hand, “in order that I might have time to weigh the sense of each 

work, and to read, in truth, the spirit of the author” (Kramer, 1976, p. 76).

Dr. Montessori was nominated and appointed as a Lecturer on Anthropology at 

the University of Rome in 1904. Her work kept her there until 1916. During her time as 

a lecturer, she spoke about the mental deficits of children being educational versus 

medical, about health, and hygiene as well as anthropology (Association Montessori 

Internationale, 1970). Dr. Maria Montessori recognized for her work, became the Chair 

of Pedagogical Anthropology at the University of Rome and remained there from 1905 

until 1906 (Association Montessori Internationale, 1970).

Using the works of Itard and Seguin as a base, Dr. Maria Montessori began to 

develop and modify didactic materials and presentations that allowed the children to 

work by using the new materials designed by Dr. Montessori independently and to learn 

and grow at a pace set by internally by the inner child (Montessori, 1965). Once these 

children were shown to be able to test like those “normal” children, Montessori was 

given the opportunity to set up a school for poor children in the slums of San Lorenzo.

Dr. Maria Montessori’s work as a researcher morphed. Anna Maccheroni, a 

student of Dr. Montessori, noted that Montessori wanted to learn more about children and 

consequently transitioned into the world of education (Association Montessori 

Internationale, 1970). She was provided the needed undisturbed arena for observing 

children working with didactic materials, examples that are in the book, Maria
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Montessori, Teacher o f Teachers, pictured the Graduated Cylinders, the Number Rods, 

The Broad Stair, Dressing Frames and the Tall Tower to name only a few (Shephard, 

1996). She kept records of the materials that the children used and those that they did not 

use. Some were maintained as part of her curriculum and others were not (Kramer, 1976; 

Standing, 1957).

According to the research documented in the timeline by Dasbach and Evans 

(2003), in 1897, Montessori lectured at the national medical and national teacher’s 

congresses in Turin, Italy on the importance of educating disabled children. Montessori’s 

scholarly work continued as she became a lecturer at the women’s teacher training 

college and travels for Montessori continued as she attended the feminist congress in 

London, again advocating for the child in 1900. The year 1904 brought opportunities for 

travel as a lecturer in science and medicine for Montessori, and she was also appointed 

the chair of the Department of Pedagogical Anthropology in Rome (Association 

Montessori Internationale, 1970). According to the Encyclopedia Britannica’s Guide to 

Women’s History, Montessori was the director of both the State Orthophrenic School of 

Rome and the Anthropology Chair between the years of 1899 and 1908 (Encyclopedia 

Britannica, 2014).

Montessori: The Educator 

Dr. Maria Montessori established the first “Casa de Bambini,” translated as the 

Children’s House on January, 1907. It should have actually been The Children’s Home 

according to Barbara Thayer-Bacon (2012). Thayer-Bacon (2012) writes about the 

printing and publication of Montessori’s first book, The Montessori Method. This book
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originally titled the Scientific Pedagogy as Applied to Child Education in “The 

Children’s Houses” and renamed The Montessori Method, was published in Italian. It 

was later translated into English, in 1912 by Anne E George. The first edition of the 

book sold out, selling 5,000 copies in four days. This book, now part of the public 

domain can be found in full text by Google Books from Harvard University Library. Her 

book, Education and Culture, was translated into Chinese, Danish, Dutch, French, 

German, Japanese, Polish, Romanian, Russian, and Spanish (Thayer-Bacon, 2012).

Josephine Tozier wrote an article, published in McClure’s Magazine in January 

1912, describing Montessori’s successes. Along with the list of published rules regarding 

the children’s education and health, there were certain obligations for attending the first 

Children’s House. The rules were:

• Children had to be clean.

• Children must show respect for adults.

• Parents were to speak to the directress at least one time per week for 

suggestions about their children.

• Children who were unclean or disrespectful or whose parents were 

disrespectful to the adults in the Casa de Bambini were expelled (Tozier,

1912).

In 1908 another school was opened within the district of San Lorenzo in Rome, Italy 

along with several other schools for “children of the middle class” (Tozier, 1912). The 

excitement about the learning, including the ability to read and write began to spread. Dr. 

Maria Montessori’s methods had become so successful that in 1909, the country of
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Switzerland used Montessori’s methods to improve their orphan asylums (Tozier, 1911). 

This quote acknowledged the highest implications of the work of Maria Montessori. 

According to the Association Montessori Internationale (1970),

Madam Montessori, in 1923, (was) presented for Doctorate of Letters by 

Professor J. Wright J. Duff, D. Litt., Lid. P.W. of Armstrong College at 

Convocation in Durham . . .  in Signora Dottoressa Maria Montessori the 

University of Durham proposes to honor a name which in the Chronicles 

of Education . . .  her noble conceptions of childhood, which has been so 

dear to her -  have sought to remind the world of the essential divinity of 

child-nature. (p. 35)

Montessori’s Theory and Philosophy 

Theory through Montessori’s Writing

Theory for the purposes of this research is defined as “a framework of ideas or 

body of principles that can be used to guide the collection and interpretation of a set of 

facts” (Cole & Cole, 2001, p. 31). Montessori discussed the needs of life and growth of 

the child (man) as equivalent to the needs for food in the physical body. The neglect of 

either causes damage to the man (Montessori, 1997). This underlying belief for the basic 

needs of children seemed possibly to stem from the physician in Dr. Maria Montessori as 

she measured and weighed the children. She could see that the neglect of the physical 

child resulted in the neglect and lack of growth in the mental needs of the child 

(Montessori, 1997).



Montessori published The Secret o f Childhood in 1936, Education for the New 

World in 1946, and What You Should Know about Your Child and The Discovery o f the 

Child in 1948. Comparing interpretations with other researchers and teachers of 

Montessori, during classes, it was felt that each of these works are considered to be more 

theoretical than her other works, as they focus more directly on her detailing the needs of 

the child at various stages of development and lean more heavily on her work as an 

anthropologist and scientific observer. Dr. Montessori spends some time in the areas of 

philosophy, but these writings justify and ground her philosophy as an educator with a 

new and more effective answer to education. It is in these works that Montessori offers 

explanations for allowing children to be free to discover and explore their world for the 

purpose of fulfilling their inner needs as they develop into adulthood. She writes about 

the child’s intellect and the inner guidance (hunger) for knowledge as he/she pursues 

learning through patterns and order. The grounding scientific observations made by Dr. 

Maria Montessori are documented by E. M. Standings (1957).

In 1938 and 1939, Dr. Maria Montessori delivered lectures to Montessorians 

about her theories of child development. The theories were specifically situated within 

what she called her “method” (Montessori, 1971, p.3). Her lecture outlined what she 

termed the Four Planes of Education and was written as a pamphlet (Helfrich, 2011, p. 

30). Planes or stages of development were not unique to Dr. Maria Montessori. Sigmund 

Freud, Erik Erikson, and Jean Piaget also wrote about child development and stages 

(Helfrich, 2011). Montessori’s work is purposely situated as theory because she 

explicitly talked about the planes as explaining the phenomena (Montessori, 1971).
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In 2011, M. Shannon Helfrich published Montessori Learning in the 21st Century. 

Within this text, many of Montessori’s works and lectures are expounded upon in light of 

21st century brain research according to Helfrich (2011). Helfrich reproduced drawings, 

originally done by Montessori to aid in explaining theories. One such drawing, 

originating in 1951 is displayed in Figure 5. This is a pictorial representation of 

Montessori’s Four Planes of Development, illustrated. These are part of the stage theory 

expounded upon in the numerous volumes of writing by Montessori, depicting her named 

principles of the observed unconscious and then the conscious mind as she saw 

developing in children. Helfrich (2011) presents Montessori’s work in a comprehensive, 

easy read with important detail to child development.
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T h e  F o u r  P l a n e s  o f  D e v e l o p m e n t
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A bsorbent Mind

Dr. M ontessori's bulb chart reflects a more realistic picture c f  growth 

and development in children.

Figure 5. The Bulb Chart by Dr. Maria Montessori Reprinted with permission of H. 
Shannon Helfrich (2011, p. 34)
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Four stages of development 
The Bulb

Man fo rm ation

Absi
(Unci

Human development Finality Man •

University

Secondary school

Elem entary school

Preeschool I

C ivilizationH erb a rt. e tc . .P es ta lo z z i

Nebula

U pgrow th
4^  Froebel Maria Montessori 
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Figure 6. The Bulb Chart by Maria Montessori - Modified. Reprinted with permission of 
Julieta Henze.

The drawing depicting the Four Planes of development was first seen on a chart 

dated 1951 (Helfrich, 2011) and had colors associated with the areas. Ages 0-3 were 

depicted as black; 3-6 was fiery red; 6-12 was verdant green; 12-18 was orange. The 

version shows the same general information but was modified by an unknown author. 

The second version has inserted into the drawing, notions of other theorists and where 

they might have coincided with Montessori’s work. This variation is evidence that 

Montessori’s work has been interpreted in various ways.
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The Four Planes of Development as stated by Montessori and researched by M. 

Shannon Helfrich (2011) are delineated below:

• First Plane -  Birth to Six -  this is the initial phase where Dr. Montessori 

associated the child as the “spiritual embryo.” This is the critical period of 

development outside the womb.

• Second Plane -  Six to Twelve -  in this stage the child begins to focus outside of 

himself.

• Third Plane -  Twelve to Eighteen -  much like the embryonic stages, the 

individual undergoes major transformation as they develop from child to young 

adult.

• Fourth Plane -  Eighteen to Twenty-Four Years -  this last stage is where the 

individual completes physical, mental, and psychological growth in becoming an 

adult.

Philosophy through Montessori’s Writing

Montessori’s third book was published in 1917. The Advanced Montessori 

Method I, formerly Spontaneous Activity in Education, was a first revealing of her 

philosophy. It could clearly be argued that this book is more theory but I believe in using 

the simple online definition of philosophy as “calm resignation” (Kunhabdulla, 2011, 

slide 23). I can envision Dr. Montessori calmly sitting and writing from the depths of her 

being. The Spontaneous Activity in Education was written early in her publications, and 

she was around the age of 43, only seven years after her first Casa de Bambini opened its 

doors.
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Montessori published yet another text titled, The Child in the Family. In this text 

she dedicates a whole chapter to the “spiritual embryo” (Montessori, 1956, p. 29). It is 

this concept that she continues to address through it the remainder of her philosophical 

writings. Here, too, it is difficult to separate completely her writings into specifically 

philosophy and theory. The writings in The Child in the Family about the child are 

augmented with her views on the role of adults in the child’s life both inside the family 

and in the classroom with the emphasis on the responsibility of the adult to facilitate and 

demonstrate life lessons for the child without assumptions that he/she should just know 

how to function within society. Dr. Maria Montessori (1956) wrote that as adults, our 

unnecessary interference with a child can “inhibit the growth of the child and is 

particularly grave because it can influence the entire construct of the personality” (p. 49). 

She believed that deep respect for the child and allowing the child to develop based on 

his inner needs was the hope for humanity (Montessori, 1956).

The book considered by most Montessorians, as Montessori’s crowning jewel is 

The Absorbent Mind, first published in 1949. In this book, Montessori recaps, clarifies, 

and more explicitly explains her thoughts about children, educations, and the 

developmental paths, physically and psychologically, as well as the role of adults in the 

process. Dr. Maria Montessori writes again about the child as a “Spiritual Embryo” and 

the need to guard the child from interference. The “Spiritual Embryo” is in essence the 

newborn outside the womb but still needing the protection, the guarding of the 

environment and from interference with nature and the child’s ability to show the adult 

what his needs are in the time that the needs become relevant, child-by-child (Montessori,



1984). It contains a recounting and culmination of her years of writing, revising, 

observing, and structuring of her method, her theory, and her philosophy. Many of her 

lectures have, since her death, been edited and published by her son, Mario, and others. 

Mario Montessori co-authored a pamphlet called Montessori Method: Science or Belief?, 

The Human Tendencies and Montessori Education, Cosmic Education, and Those 

Horrible Mathematics to name a few of his works. The last of her books was The 

Formation o f Man, published in 1955. According to E. M. Standing (1957), it was in this 

book that Montessori addressed “the prejudices that deter successful Montessori 

teaching” (p. xi).

It is in this book that Montessori spends a great deal of time giving her beliefs 

that the whole of society is forever indebted to the child. She delineates the development 

of the child from birth. One of the most descriptive sections discusses her views on the 

birth of the child and the needs of the baby and mother to be secluded for a period of time 

to adjust after the trails of labor and delivery. Montessori discusses the importance of 

observing and meeting the needs of the baby, while having a deep understanding of the 

miracles unfolding within the child. Language is one of the specific areas in which 

Montessori sees the wonders of the hearing and unconscious work that aid the child to 

learn his first (and second) language during his first years of life without formal 

instruction! (Montessori, 1984).

The notion that the hand is a direct link to learning and intelligence is fully 

delineated in order to help adults understand the need for the child to see and FEEL 

things within his environment (Montessori, 1984). The child’s ability to move and
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absorb the patterns of the adults in his environment allows the child to imitate actions and 

words with amazing accuracy (Montessori, 1984). It is in these observations that 

Montessori reminds us that the child in infancy is developing his personality and 

character. This begs the grace and courtesy on part of the adult to prepare an 

environment that is best suited for the needs of this special being.

During the years of 1929 to 1939, Montessori and her son formed the first 

Montessori Society, the Association Montessori Internationale (AMI). In addition to 

being an international scholar, lecturer, and teacher, Montessori also became embroiled in 

the politics of the time. Having refused to indoctrinate the children of Italy in the political 

view of Benito Mussolini, Fascist leader, Montessori and her family were forced to leave 

Italy, and all of her schools were closed (Kramer, 1976).

In 1931, Montessori made her home in Spain, but she fled the Spanish Civil War 

and moved to England in 1936 (Kramer, 1976). During her travels, she continued her 

writing and published The Child in the Church in 1930, and The Secret o f Childhood and 

The Child and the Family in 1932. Her writings from 1939 until her death in 1952 leaned 

more towards defining her philosophy that children had and inner guide and that if adult 

guides facilitate the learning needs of children, their learning would grow and manifest as 

each child was ready to learn.

World War II was a major political upheaval for many, including Maria and 

Mario Montessori. In 1939, Dr. Maria Montessori was once again caught up in the 

ravages of war. She and her son having traveled to India, planning to give a training 

course but actually she and her son ended up being detained years as she was an Italian
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and was considered and enemy within India (Standing, 1957). This war brought more 

sorrow to her as her son, Mario, became a prisoner of war in India for a period of time, 

only to be returned to his mother’s side as a gift from the government of India on her 70th 

birthday (Dasbach & Evans, 2003). Even in India her fame was well known as evidenced 

by the fact that India’s leader, Mahatma Gandhi had visited Montessori at her first Casa 

de Bambini, and a training center was built for Montessori in Madras, India.

Montessori Axiology

The “Spiritual” Child

Dr. Montessori writes in The Absorbent Mind (1984),

If the work of man on earth is related to his spirit, to his creative 

intelligence, then his spirit and his intelligence must be the fulcrum of his 

existence, and of all the workings of his body. About this fulcrum his 

behavior is organized, and even his physical economy. The whole man 

develops within a kind of spiritual halo . . .  The developing child not only 

acquires the faculties of man: strength, intelligence, language; . . .  he 

adapts the being he is constructing to the conditions of the world around 

him. (p. 61)

These words written by Montessori, often seemingly misunderstood, become the crux of 

her work as she worked towards, through, and around the life of the child, attempting to 

create in the minds of adults the urgency of caring for everything that comes in contact

with infants because it is those things that will shape the future. It does not seem that her
%

intent was that the child was to be worshiped in the religious sense as the term “spiritual
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embryo” could be interpreted but rather as an analogy to bring attention to the 

development of the infant before birth to the essential development in the first period of 

time, our realm, after the birth. These words do instill the understanding of the value she 

came to place on the infant and the potential each child holds.

Follow the Child

Within Montessori’s writing on the “Spiritual Embryo” (1949/1995) Dr. 

Montessori continued to express the importance of timing and the observation of the 

child by adults in order to be prepared and ready to provide for the needs of the child 

physically, emotionally and psychologically. Her writing delineates that each child is an 

individual with needs that are not specific to all others his or her age but describes 

periods of developmental stages to aid adults in preparing to need the needs of the child, 

following his needs at exactly the time of his need. The needs of the child begin with the 

total care of the child and evolve to be the keeper of the environment (and the child) once 

the child is able to move around to learn on his own. The child’s needs are physical, 

mental, emotional, and spiritual (Montessori, 1984).

Rights of the Child

The topic of the child and his divine place in the human race is a common thread 

among many of Montessori’s books. Dr. Maria Montessori referred to the child as “the 

Forgotten Citizen” specifically in her book, The Absorbent Mind. “He is the Forgotten 

Citizen who lives in a world where there is plenty of everything for everyone else but 

nothing for him” (Montessori, 1984, p. 17). Dr. Montessori went on to say that her belief 

for the purpose of education was that,
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Man must be independent in his power and character, able to work and assert his 

mastery over all that depends on him. This was the light in which childhood 

revealed itself to us, once consciousness had come to birth and begun to take 

control. (1984, p. 171)

Dr. Maria Montessori felt that the purpose of traditional schools was to keep the 

children in school and to keep them there until they were assimilated adults with the 

skills not disturb the adult world. These skills were the basic skills to live productively 

and independently. Dr. Maria Montessori felt that the rights of the child were violated 

and that it was up to parents to safeguard the child. All of Montessori’s work and beliefs 

were to serve the child who she wrote, “produces nothing less than mankind itself’ 

(Montessori & Oswald, 1997, p.2).

Passion for Children

Montessori’s years of advocacy for the children she loved so dearly brought more 

of her ideas about the child as the foundation for all mankind. Moving again, Montessori 

returned to Holland, and then to England, where she conducted teacher-training course 

every two years. Her book Education for a New World was published in 1946. Her care 

and belief in the child as a spiritual being (Montessori, 1984) was a core of the 

philosophy that drove Montessori to do all the things that she did. Montessori’s advocacy 

for the child and for peace did not go unnoticed. She was nominated for the Nobel Peace 

Prize three times (1949, 1950, and 1951). According to the nobelprize.org archive site, in 

1949 Montessori received four nominations in the professional categories of “Educator 

and Inventor of the Montessori Educational System” and the motivation listed each time
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was “Montessori furthered international understanding through her educational work” 

(Nobelprize.org, 2013).

One nomination was by Maria Jervolio, a member of the Italian parliament, one 

from M. J. Langved, a Professor of Philosophy at the University of Utrecht in the 

Netherlands, one nomination was from Helenda Stellway also a Professor of Philosophy 

at the University of Utrecht in the Netherlands, and lastly, one from Viscount Lambert, a 

member of the British parliament (House of Lords). Her nominations in the years of 

1950 and 1951 were submitted by Maria Jervolino, from the Italian parliament. In 

December of 1949, the French government bestowed their highest honor, the Cross of the 

Legion of Honor, upon Montessori (Dasbach & Evans, 2003). “The Legion of Honour is 

the highest national decoration established after the French Revolution. It rewards the 

outstanding merits of citizens in all walks of life” according to the Grande Chancellerie 

de la Legion d’honneur website. She continued to lecture internationally in 1950 and 

1951, addressing the United Nations twice (Dasbach & Evans, 2003).

PRAXIS vs. PRACTICE

OBSERVATION OF ACTIVITY vs. PLAN ACTIVITY

REFLECTION vs. DO ACTIVITY

PLAN FOR SCHOOL vs. CONTINUE

Figure 7. Putting Theory into Practice
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Montessori’s Pedagogy 

Dr. Montessori’s book the Discovery o f the Child (1965) is wholly written about 

her thoughts in regards to pedagogy. Her table of contents, included in whole here is 

important for the reader so as to be able to glimpse the depth and breadth of the work and 

insight into education. The contents are as follows:

• On the Application of Science to the School

• The History of Methods

• The Teaching Methods Employed in Children’s Houses

• Nature in Education

• Education in Movement

• The Material for Development

• The Exercises

• Visual and Auditory Distinctions

• Generalizations on the Training of the Senses

• The Teacher

• The Technique of the Lessons

• Observations on Prejudices

• Elevation

• Written Language

• The Mechanism of Writing

• Reading

• Speech



• Teaching How to Count and Introduction to Arithmetic

• Further Developments in Arithmetic

• Drawing and Representative Art

• Introduction to Music

• Religious Education

• Discipline in a Children’s House

• Conclusions and Impressions

• The Triumphal Chariot

• Grades and the Sequence in Presentation of the Material

This table of contents provides evidence that Dr. Montessori left little unobserved 

and undocumented in the education of the children in her Children’s Houses.

M o n tesso ri C lassroom

Work
| | | | f | f |

EnMiKOinMeiiit

am. ,v

Figure 8. Important Tenets of Montessori
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Student Led and Centered

In the Absorbent Mind (1984) Dr. Montessori writes about “Education for Life.” 

Her thoughts are made clear that children are individuals and need respect and dedication 

to reach their potential, and that this is a right of life. She describes the child as a “human 

soul. . .  with bright new hope . . .  a delicate work of formation . . .  with an inner guide” 

(p. 17). It was her mission to create an environment that allowed the child to be cared for 

by trained guides to guard and protect this child throughout his development. Dr. Maria 

Montessori wrote about the child from the embryo (in the womb) to the child in 

education. At each period of growth, Dr. Montessori detailed the ways in which adults 

could provide the most appropriate environments, materials, and facilitate the child’s 

inner teacher for their learning needs. In her book, The Child and the Family 

(Montessori, 1956) she goes so far as to say,

Our students’ natural spontaneity, which derives mysteriously from the child’s 

inner life, had long been suppressed by the energetic and inopportune intervention 

of adults, who believe they can do anything better than children, substituting their 

own activities for those of the children and forcing them to submit their will and 

initiative to adult control. We adults, in our interpretation and treatment of 

children, not only have erred in certain details of education, or in some imperfect 

forms of schooling, but we have pursued a course of action, which is wholly 

wrong, (p. 10)
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In this excerpt, Dr. Maria Montessori makes it clear that children can and should have 

some input into the activities of their learning and expresses the need for the child to be 

able to move within the learning environment.

Work Cycles

Dr. Maria Montessori (1982) writes in her book, The Secret o f Childhood about 

the inner drive for children to work. In fact she says, “a man builds himself through 

work” (p. 186). A work cycle was, described by Dr. Montessori is a period of time when 

work is begun and ended with the choice of the child, “like the beginning and ending of 

the day” (Standing, 1956, p. 292). She felt that in order for a child to complete this work, 

that it was the responsibility of the adult to provide uninterrupted blocks of time in order 

for the child to construct himself. The time set aside for a primary classroom, children 

ages two and a half to six is, is three-hours.

Normalization/Flow

Dr. Montessori (2009) says, “when because of favorable circumstances work 

flows naturally from an inner impulse, it assumes an entirely different character. . .  when 

this happens, work becomes fascinating and irresistible and raises a man above his 

diverted self’ (p. 186). This was her description of work at its peak. When a child or a 

group of children find this place within work, it is called normalization. In her book, The 

Absorbent Mind (Montessori, 1984), she says, “It is the most important single result of 

our whole work” (p. 204). This undivided attention and concentration for a child aids 

him to develop in the sensitive period for which he is guided by his inner self resulting in 

the optimal self construction activities.
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A more current author, Mihalyi Csiksentmihalyi (1990), writes about the 

phenomenon of “flow” in this way, “An activity that produces such experiences is so 

gratifying that people are willing to do it for its own sake, with little concern for what 

they get out of it, even when it is difficult, or dangerous” (p. 71). This is his description 

of his terminology for flow. This is very much like the “normalization” described earlier 

by Dr. Montessori. Csikszentmihalyi and Rathunde (2001) write about optimal 

experiences making a future study intriguing to compare their work directly to Dr. 

Montessori’s to find all of the commonalities.

Assessments

Following the death of Dr. Maria Montessori, trainings and materials focusing on 

her method were legally taught outside her control or that of the AMI, Association 

Montessori International (Daoust, 2004) and multiple training programs developed as a 

result of its openness to the public domain. Dr. Montessori’s curriculum, theory, and 

philosophy can be further defined via the transformation of her work and its cultural 

adaptation by many societies. In 1958, Mario Montessori granted permission to Nancy 

Rambusch to be “his personal emissary to the United States” in the position of the head 

of AMS, American Montessori Society (Whitescarver & Cossentino, 2008, p. 2581). 

Throughout the years of attempting to bridge the gaps between AMI and AMS, the 

relationship and “correspondence . . .  [remained] wrought with political, ideological, and 

cultural tensions” (Whitescarver & Cossentino, 2008, p. 2584).

Rambusch sought to transform the Montessori methods to meet the American 

educational environment and expectations of academia. The relationship between Mario
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Montessori and Nancy Rambusch finally ended as a result of efforts to either keep the 

Montessori method of training and implementation in the “pure” form or in the more 

Americanized form.

This is a struggle that continues today for Montessorians as they (like me) seek to 

learn more and to choose alliances for forming schools and training staff. The societies 

struggle with the interpretations of Dr. Montessori’s work in the same ideological arenas 

Mario Montessori and Nancy Rambusch struggled. Things are more complicated now 

further with the numbers of societies having grown internationally. According to 

Whitescarver and Cossentino (2008), there are now at least six organizations and “Mario 

Montessori’s fears (like his mothers), have come to pass” (p. 2584) in that there is no one 

interpretation or style of method or curriculum that is responsible for the implementation 

of Montessori in theory, philosophy, or practice.

Montessori, the Curriculum 

Curriculum through Montessori’s Writing

Montessori left her legacy with multiple writings about her materials, her 

scientific research, and her anthropological understandings of children and the needs they 

have at each stage of development. Montessori wrote three detailed books, Dr. 

Montessori’s Own Handbook (1965), Spontaneous Activity in Education (1918/2010), 

and The Montessori Elementary Material (1916/2008) to provide very clear descriptions 

of materials with directions for use, purpose, and sequence, Dr. Montessori did not 

envision the concept of curriculum as it is used today with pace guides and time frames in 

which children were expected to master the same concepts simultaneously with the other
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children in the classroom. Montessori was an advocate and saw each child with his/her 

own development timetable. She knew that every child would not do every piece of 

material/apparatus in the classroom but expected that the teacher/guide aid the child in 

following his inner teacher to find his place in the “curriculum” sequence and move in 

and out of the sequence to meet his needs at any given stage of development.

The beginning of the “curriculum” was laid out in Dr. Maria Montessori’s second 

book, Dr. Montessori’s Own Handbook, which was published in 1914, and focuses 

mainly on pedagogy and curriculum, especially the lessons in the primary classroom, 

ages 3-6. While there is some theory, it is very detailed in regards to didactic materials 

(the physical lesson) and presentations (how to use the materials and/or the language). 

This is where there is some divergence in how her work is interpreted differently by 

others, who add to and take away from the curriculum. This may be due in part to 

Montessori’s own writings, which contain some differences over the course of her 

lifetime. Her fourth book, The Advanced Montessori Method -  II, formerly titled The 

Montessori Elementary Material, was published in 1917 and centers on the elementary 

curriculum and pedagogy. These books, with step-by-step directions on many lessons, 

also include some theory to explain the “why of the what” to teach.

The book From Childhood to Adolescence, originally published in 1948 in Italian 

and later translated into English in 1973, gives further insight into Montessori’s intent for 

education of the older child. This edition includes works originally published separately 

as the Erdkinder and the Function o f  the University in 1939. The need for educational 

reform at the secondary levels and the relationship of education and society are the main
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topics of these writings. Nancy Rambusch, founder of the American Montessori Society, 

wrote an annotated bibliography that included these books. The topic of these books is 

secondary education and higher education. Dr. Maria Montessori shares her vision for 

students in these age categories. The interpretation of these writings are that Dr. 

Montessori limited what she shared about the needs of education at these levels, about 

expressing one’s self, and pursuing the academics to aid in developing the mind and basic 

skills (Rambusch, Orem, & Stevens, 1962).

Environment

One of the most vital keys to the Montessori environment is the teacher who is 

full of love for the child (Montessori, 1984). She believed that the child, given freedom, 

would work to show his true nature. She believed that the child would care for his 

learning environment and the adult will, if she is willing to allow the child, joyfully see 

the child take up the freedom to fulfill his potential (Montessori, 1984).

Montessori’s first book, The Montessori Method (2009), originally named 

Scientific Pedagogy as Applied to Child Education in ‘‘The Children’s Houses”, breaks 

down much of her early observations and lessons. Some of her observations were that 

children need movement, the ability to make choices, good food, and education through 

educating the senses by means of the hands (Montessori, 2009). Writing in first person, 

Dr. Maria Montessori tells about her findings in a much more conversational tone than 

some of her later writings. She explains lessons and verbiage, delineates how to care for 

the children, and details the environment for the children’s houses. Dr. Maria Montessori



reveals little about her very personal beliefs but she does describe one of her favorite 

paintings, Raphael’s Madonna o f the Chair and her hopes for its use:

And if the day shall come when the “Children’s Houses” shall be established 

throughout the world, it is our wish that this picture of Raphael’s shall have its 

place in each of the schools, speaking eloquently of the country in which they 

originated. (1912/2010, p. 93)

Figure 9. Raphael’s Madonna of the Chair. Reprinted from WikiArt.org.
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This excerpt seems to provide an overt glimpse of insight to the Montessori’s 

personal desires to have her work replicated all over the world as well as providing a hint 

of her personal convictions. These feelings seem to show the sincere endearment of 

children and her reflections on the child as a whole person developing instead of as an 

empty vessel to be filled.

Discipline

In an article written for McClure’s magazine and published in May 1912 by 

Montessori on her chosen topic of discipline, she chose to describe discipline as an end 

result of a mean or action. She felt that the child learned discipline through the 

successful completion and repetition of activity. The activity, she said, had to be of his 

own choosing. It is in the conquering of the minute steps of muscular movement that the 

child learns not only to do the work but also to rest in the orderly activity of his muscles. 

Montessori emphasizes the need to allow the child time to do his work on his own terms 

(they may not be the same as ours). Montessori (1912) coins the term “true intellectual 

gymnastics” as the way of describing the motions and repeated practice of the child who 

voluntarily works to perfect himself. In this article, Montessori (1912) described three 

stages to the complete development of discipline (permanence). First, subconsciously, 

the child does something in a disorderly manner, but not as a direct result of will power 

and may not be able to repeat the task. Secondly, consciously, the child truly attempts to 

complete the requested task purposefully. Thirdly, the child can willfully make choices 

and accomplish the fulfillment of action.



Montessori follows with a description for the sequence for developing obedience. 

This process, too, follows a three-stage process. First is the period when the child does 

not obey and appears to not have heard the command at all. Secondly, after appearing to 

have both heard and understood the command, the child tries to comply and sometimes 

succeeds but has no emotional response to the success. The third and last period of 

developing obedience is immediate compliance with the command and great joy for 

doing so. Montessori explains that this new order provides the child with peace and a 

pride at overcoming his previous state of disorder.

Materials and Curriculum

Unlike many of the major educational theorists like John Dewey, Jean Piaget, and 

Lev Vygotsky, Montessori left a written curriculum, her description of her materials, and 

how to use them, to accompany her theoretical and philosophical writings. Montessori’s 

curriculum, described in her numerous books, focuses on three parts: First, the prepared 

environment; secondly, the directress; lastly and most importantly, the child's absorbent 

mind. The prepared environment was a place designed with the child in mind, beautiful, 

clean, and safe for the child to work (Montessori, 1918/2010). This “curriculum” remains 

in great debate in the field of education. There were many unfounded doubts about the 

child’s ability to choose his work, having freedom to move about, and his ability to 

maintain concentration for long periods of time. While the outcomes and the specifics of 

its success, the way in which it is implemented varies widely. One study, the 

“Longitudinal study of the Experience in the Milwaukee Public Schools” (AMI/USA, 

2003) is one such piece of documentation. In a report for AMI/USA, prepared by
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Kathryn Rindskopf Dohrmann, PhD, Department of Psychology of Lake Forest College, 

the study found students to maintain positive effects stemming from their Montessori 

education even after leaving the Montessori environment after five years or more 

(Dohrmann, Gartner & Lipsky, 2003). The scores were significant in predicting higher 

Math and Science scores and were nearing significance in the predictors of Grade Point 

Averages (GPA) but did not shown a difference in the participating Montessori students 

over their peer group in the subject areas of English and Social Studies.

Throughout her career, Montessori fought to maintain control of the training and 

the materials, refusing to allow other trainers or companies to produce her materials 

(Kramer, 1976). This plea and cause were part of the criticism aimed at her. Her fear 

about the loss of control was long-seated and grew out of her studies of Itard and Seguin. 

She wrote about the observation of others using the educational methods and teaching 

processes so strictly that the spirit of the intent was lost, making the work ineffective or 

worse, counter- productive. It is in this vein of concern and worry that she worked to 

maintain the notion of praxis, (action, observation, action as coined by Freire) versus the 

practice of merely following the curriculum as written without regard or concern for the 

need of the child (Kramer, 1976). Dr. Maria Montessori, when she was about fifty, said,

I don’t know what to do. There is so much of it, and nobody will ever 

collaborate. Either they accept what I say, and ask for more, or else they waste 

precious time in criticizing. What I want now is a body of colleagues, research 

worker, who will examine what I have already done, apply my principles as far as 

I have gone, not in a spirit of opposition or conviction, but as a matter of pure
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experiment. Then they can help me with constructive criticism, after, not before, 

the event. I have never yet had anyone -  starting from my previous knowledge- 

work shoulder to shoulder with me in scientific independence . . .  at present I am 

in a kind of isolation, which is the last thing I desire. (Kramer, 1976, p. 262)

As the head of the Association Montessori Internationale, AMI after Montessori’s 

death, Mario Montessori filed with the US Patent and Trademark and Appeal Board to 

have Montessori as a registered entity so AMI could maintain control of the name and the 

materials designed by his mother was denied, leaving the name Montessori and her 

material open to the public domain (International Montessori Society, 2009). The filing 

was the result of disputes over the right to use Montessori’s name, materials, and training 

(Whitescarver & Cossentino, 2008).

The largest argument came from experiences with Nancy McCormick Rambusch. 

A 2008 article titled, Montessori and the Mainstream: A Century o f Reform on the 

Margins, is a historical case study done by Keith Whitescarver & Jacqueline Cossentino, 

of the College of William and Mary. This article discusses Rambusch’s interest in 

Montessori from her college years through the years of her formation of the American 

Montessori Society (AMS) and the death of Maria Montessori. The article first describes 

the initial interest in Montessori and the later loss of interest in light of the Kilpatrick’s 

severe critiques and the difficulties in relationships around the logistical problems of 

training and communication (Whitescarver & Cossentino, 2008).



76

The Teacher and Teacher Development 

Montessori saw the teacher as an aid or facilitator to the learning of the child 

(Montessori, 1984). The guide is to be an observer to see what the child’s actions are 

leading him to learn. It is in this role that the Montessori teacher must work hardest to 

watch and wait for the needs of the child to emerge rather than showing materials because 

the child fits an artificial classification because of age.

In her book, The Absorbent Mind (Montessori, 1984), she writes about the teacher 

and the required preparation. Her first statement about how the teacher must prepare was 

to say “an intending Montessori teacher “prepare herself.” The description includes the 

need to keep “her imagination alive,” (Montessori, 1984, p. 276). Her writing includes the 

duties of the teacher as a keep of the environment, the keeper of herself, “must be 

attractive, pleasing in appearance, tidy and clean, calm and dignified” (Montessori, 1984, 

p. 277), and her last is to be patient and observe the child. Dr. Montessori (1995) says, “ 

we must behave when the child’s spirit is being forged . . .  the master whom the teacher 

serves is the child’s spirit” (p. 281). The implications written in very explicit terms are 

that the teachers facilitate learning through the environment, the materials, and in guarding 

the needs of the child’s attention. Teachers are not to interrupt the child inappropriately. 

Dr. Montessori (1984) describes “levels of love” (p. 282) that the teacher learns in serving 

children. It is in this vein that Dr. Montessori (1984) uses the word “transformation” (p. 

283) in relation to the preparation of the teacher. It is the teacher that must transform 

before the teacher can help the child.
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Barbara Thayer-Bacon (2012) writes that William Heard Kilpatrick was not 

comfortable with the freedom children or with the evolving role of the teacher. 

“Kilpatrick wants a teacher who is clearly the center and arbiter of the activity in the 

room” (p. 13). Thayer-Bacon (2012), a fan of both Dewey and Montessori, expresses her 

disappointment in Dewey (Kilpatrick clearly writes that Dewey read and provided 

feedback on his manuscript) for not having held Kilpatrick more accountable for his bias 

that is very evident in his book, The Montessori System Examined, as is his complete 

loyalty to Dewey, which was never disclosed in the book.

Summary of Theory and Philosophy Through the Writings of Dr. Maria Montessori

In Montessori’s theory and philosophy, the child is seen as a spiritual being to be 

respected. This is what she taught worldwide; however, there is much debate about how 

her work should be interpreted and taught. Montessori’s belief, written as theory, that the 

child is a unique and powerful being, bom into the world with great potential, an inner 

teacher, a curiosity, and desire to work, leam, and “do it myself’ drove her work, her 

research, and her very life. This is documented throughout her many writings the years 

of study devoted to the child (Montessori, 1956). Montessori’s philosophy of “follow the 

child” demonstrated by the success of the children in her classrooms brought 

international attention to Montessori (Kramer, 1976).

The stated tenet of remaining true to the theoretical beliefs of Montessori and the 

respect and awe of her philosophical views of the child as a unique and treasured being, 

carry with them the task of interpretation and practice most becoming of a facilitator of 

learning. Legions of people have spent countless hours in the study and practice of
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Montessori’s work on an international basis. It is in seeking knowledge that one comes to 

appreciate the depth of her findings in light of new research that supports her work. In 

Montessori: The Science Behind the Genius (2005), Angeline Stoll Lillard analytically 

reviews the theoretical, philosophical, and curricular writings of Montessori. She 

provides supporting evidence where there are specifics to do so and identifies areas 

where more work must be done or where Montessori’s work needs more critical review. 

Lillard writes in her book about the meaningful contexts for learning and the similarities 

across the curriculum, clear application (Lillard, 2005). Lillard (2005) questions whether 

Montessori is a “back-to basics or progressive” educational process. The research and 

Dr. Maria Montessori’s views of baby talk is different providing an area where more 

work could be done (Lillard, 2005). Lillard’s Montessori-Science organization publishes 

a pamphlet that lists her view of Montessori’s eight tenets. They are:

• Cognition is optimized when movement is consistent with thinking.

• We learn best when we are interested in what we are learning about.

• Extrinsic rewards reduce motivation and level of performance once the

rewards are removed.

• People thrive when they feel a sense of choice and control.

• We learn best when our learning is situated in meaningful contexts.

• Children can learn very well from and with peers; after age 6 children

respond well to collaborative learning situations.

• Children thrive on order, routine, and ritual.
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• Certain adult ways (counseled by Montessori) are associated with better

child outcomes.

There are other tenets that could be added to the list after reading the books written 

by Dr. Montessori. The prepared environment, the freedom of the child, the protection of 

the inner guide in the child, the role of the guide in the classroom to name only a few.

The curriculum developed by Montessori meets Schiro’s (2013) definition of 

knowledge: “that which is known” and “the way in which something is known” (p.72). 

Schiro (2013) adds, “A bit of knowledge is viewed as implicitly carrying both substantive 

and methodological aspects of a discipline” (p. 43). The review of Montessori’s 

curriculum clearly demonstrates her substantive knowledge of the needs of children and 

her methodological success in the development of her method of facilitating and training 

facilitators for aiding children in their learning processes. Montessori’s writings 

encompass both the pedagogical and curricular specifics needed in the classrooms of 

children. Pinar (2012) stated, “The central curriculum question is—what knowledge is o f  

most worthT  (p. 5 7). Montessori is explicit in her writings about what is of most worth to 

know and the how one should go about learning it. The work of Dr. Maria Montessori 

ventures into the area most known by the followers of Dewey and Freire when she links 

the learning of students to the betterment of the individual and the society in a book, The 

Child, Society, and The World, a compilation o f her unpublished speeches and writings 

(AMI, 2008/2009). Her work provides discussion of the need for education about peace 

and the need to educate the child, links directly to the later writings of Paulo Freire, the 

Pedagogy o f the Oppressed (2000) and the Pedagogy o f  Hope (1995). Montessori saw
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firsthand the oppression of children and the use of children in the political machines, best 

demonstrated in her experience with Mussolini. While her tolerance was evident, when it 

came to the real “use” of the children, her loyalties in theory and philosophy dictated her 

actions. It is in following her example that others have taken up her philosophy as they 

learned to be Montessorians.

Multiple Societies: The Genealogy of the Montessori System of Education 

There are more than 20,000 schools worldwide (NAMTA, 2016). There are 

schools affiliated and associated with at least one of the major societies that have formed 

around the Montessori System of Education. Daoust (2004) explored the many programs 

which purported to be Montessori schools and found that what was stated was not always 

the practice within the classrooms. She spent the majority of her research on the two 

largest Montessori organizations: Association Montessori Internationale (AMI) and the 

American Montessori Society (AMS). These two organizations have the longest history 

in the pursuit and promotion of the Montessori method of education. AMI was started by 

Dr. Montessori and her son, Mario, in an effort to maintain control of the teacher training 

programs and materials in light of the worldwide spread of developing societies. AMI 

includes the absorption of many smaller societies over time like the St. Nicholas College 

in London (AMS, 2013).

The American Montessori Society (AMS) was begun by Nancy Rambusch in 

1960 as an authorized society by Mario Montessori. A permanent division between AMS 

and AMI developed when AMS began to make changes to the accepted materials in the 

classroom and a civil court case decision made the name/word Montessori part of the
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the United States, describing the development of schools and societies as written by 

Rambusch. Daoust (2004) states “fearing misinterpretation or misapplication of her 

approach, or worse, the exploitation of her name for profit, Montessori ceased to 

recognize any organization bearing her name that she did not feel she could trust” (p. 24). 

Rambusch became the face of Montessori in the United States, rebuilding the confidence 

and popularity that had died as a result of William Heard Kilpatrick’s pre-World War I 

accusation of Montessori as being outdated (Daoust, 2004). Rambusch wanted to 

“Americanize Montessori by making it more ‘culturally’ relevant and recommended the 

integration of Montessori principles with American educational practices” (Applebaum 

as cited in Daoust, 2004, p. 27).

Over time, differences in the interpretation became intolerable, causing AMI and 

AMS to further distance themselves from each other. Each organization developed and/or 

maintained their different points of view, including different practices. This pattern has 

continued. AMS has many affiliated training centers; AMI too has many training centers. 

The International Montessori Congress has the Center for Guided Montessori Studies.

The Cincinnati Montessori Society (CMS, n.d.) was founded in 1963 as a non-profit 

organization with classrooms. According to their website, Montessori’s friend, Elisabeth 

Caspari, started a school in Lee’s Summit in the early 1950’s, and teacher training 

programs developed years later (CMS, n.d.). This school later became Age of 

Montessori and is currently run by Mary Ellen Maunz. There is a Jewish Montessori 

Society that “nurtures and grows the network of Jewish Montessori schools worldwide”
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according to their website (Jewish Montessori Society, n.d., para. 1). The Pan American 

Montessori Society (PAMS) was also formed by Dr. Elisabeth Caspari and Dr. Feland 

Meadows (PAMS, 2014). This society, centered in Kennesaw, GA, also conducts 

Montessori training and accreditation for schools.

There are positives and negative aspects to all of these organizations. Montessori 

fought passionately for her right to maintain control of her training and materials at a 

time in history when women just did not have those rights. It would be very sad for her to 

see the struggle that continues today in the interpretation and implementation of her 

method. Schools frequently strive to hire staff all certified in the same school of thought. 

At some schools the diversity is appreciated. Having personal experience working in 

schools with the differences, it makes life more difficult for the children moving class to 

class if the expectations and basic presentations are different. The very values and beliefs, 

if too estranged, can create conflicts of interest and difficulty in teambuilding. The worst- 

case scenario is those who use the name Montessori, but are in no way done through 

practice or training, Montessori. This can damage the credibility of the method and be 

detrimental to the child, as well as be very costly for parents who are unaware what to 

look for in a Montessori school.

In an open letter to Montessorians, Mercedes Castle of the Oregon Montessori 

Association, makes an impassioned plea. She states that there is a “one hundred plus 

year history” since Montessori began. She goes on to say:

Unfortunately, one of the traditions that we continue to indulge is the 

disparaging and dismissing of other education disciplines -  even within
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to our mission of educating all children and bringing peace to the world.

By bringing this issue to light we may open an authentic dialogue in the 

spirit of elevating professionalism by creating a context for unity among 

all of us who serve children and families. (Castle, 2014, personal 

communication)

She went on to propose a “code of ethics” reminding us of our responsibility to choose 

our words responsibly and be role models to those we serve. She presented in this letter 

an example of a code of ethics. This open letter was discussed at the 2014 Montessori 

Accreditation Council for Teacher Education (MACTE) conference in Virginia. Gladly, 

there seems to have been progress made in this direction. At the 2105 MACTE 

conference, there did seem to be obvious moves to be more united as Montessorians. 

There was a presentation of “Montessori Essentials” that had been worked on by a 

diverse group of Montessorians to provide a baseline for being able to evaluate an 

“authentic Montessori school” from those schools merely using the Montessori name.

On the positive side, there are many Montessori schools with many well-trained 

and well-intentioned educators, not knowing or understanding the philosophical 

differences in the various organizations and societies, working daily and loving the 

children they serve. I believe that Montessori would be hopeful that this common ground 

and great belief in the child would produce the best potential in the child.



84

Dear Daddy,

I  am still in the midst o f answering many questions about Montessori. There are 

so many people who are sure they know Montessori but they do not. There are so many 

“versions ” o f Montessori that many people are simply misled. Even within our own 

school, as we attempt to get all o f the teachers certified in Montessori education, there 

are always questions about the different types o f training: AMS, AMI, or PAMS. It is like 

trying to explain the differences in a Southern Baptist, an Independent Baptist, a Free- 

Will Baptist, or even a Methodist. Sometimes the differences are very small, while at 

other times the differences are major going all the way back to core beliefs and practices. 

It is no wonder that there is so much confusion!

It is hard to believe that my first certification from the St. Nicholas College in 

London (most like AMI) was in 1987,1 think about when Ifirst became a Montessori 

teacher in the late 1980’s: my first classroom had brown shelves and a mixture o f  brown 

tables, large and small. The floors were vinyl tile and the materials were neatly aligned 

on the shelves. The room contained a complete set o f Montessori materials, art supplies, 

and science materials, but nothing else. The classroom lacked warmth and personality o f  

any interest. Dr. Montessori talked about the need for the room to be warm and inviting. 

Over several years, the room was redone to become more welcoming. We were able to 

have a sliding glass door put into the room so that light and the outdoors were made 

more a part o f our classroom. New accent pieces offurniture were added. I  remember 

finding a table with two benches that I  purchasedfor the snack table. The reaction o f the 

children to this addition is still memorable.
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Later we painted the shelves white, allowing the colors o f the materials to show 

more brightly. Walt helped me to make a new set o f sandpaper letters, and that also 

created excitement in the daily use. This class was most aligned with an AMI classroom. 

The owner o f  the school, who was a trainer fo r  The St. Nicholas College in London, 

trained all o f the teachers in this school.

In 2009,1 took a job in Anchorage, Alaska. The school was an AMS school.

When I  arrived, the summer was wrapping up, and the teacher had removed all o f the 

Montessori equipment from the room and replaced it with large cardboard boxes. There 

were very few  tables and chairs (not enough for everyone to have a place to eat lunch). 

The room was bright and had windows to allow for natural light, and there were some 

plants. The shelving was all birch, the same color as much o f the Montessori materials.

In the days before fa ll classes began, there was much work to do. The equipment, 

which had to be placed in storage for the summer, needed to be sorted out and replaced 

on the shelves. Tables and chairs were brought in as well as classroom pets and more 

plants. There was a lack o f storage for napping items and shoes. At any given time there 

were about 100 pairs o f shoes: shoes they wore to school, classroom shoes, rain boots, 

and, a bit later, snow boots! We were going to need storage, especially fo r  coats and 

gloves. One o f the assistants was able to paint fo r me an Alaskan mountain with a 

clothesline painted in! My sweetheart and my son attached wire onto the painted 

clothesline and we were in business.

The Montessori materials were not complete. There were very few  language 

materials and the sandpaper letters were not very accessible. This was changed and the
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language materials were added to over the next year. Working with teachers from other 

types o f training backgrounds proved challenging. The basic belief o f child choice was a 

big issue. Dr. Montessori addressed this in her books, Freedom within Limits. I  was 

trained that children did in fact have choice, but there needed to be guidance from the 

teacher in facilitating the learning. Interpretation o f  this one point was only and example. 

I  will work hard to ensure what is best for the child while adhering to the Montessori 

theories and philosophies, even i f  I  need to make some changes. In fact, I  have.

I  had the opportunity to work with Dr. Feland Meadows this summer. He is 

brilliant. He is one o f the founders o f  the Pan American Montessori Society. I  sat in his 

training, as did our new lead teacher. We learned a lot. There are so many presentations 

with the Montessori materials I  had never seen. The shelves are colored! I  have 

incorporated so much o f  this new training in our class. It is awesome.

Love you,

Teresa

Montessori’s International Growth 

News of the success of Montessori’s work spread worldwide. S. S. McClure, a 

highly influential publisher, with one of the most influential journals in America at the 

time published numerous articles about Montessori and her work. Josephine Tozier 

wrote one of the first articles in May 1911, titled An Educational Wonder-Worker, The 

Methods o f Maria Montessori. In this article reprinted all over the United States and 

Europe, Tozier (1911) recounts the work of Jean Marc Itard and his care of the Wild Boy 

of Averon, the boy of eleven /twelve found in the wilderness. After years of working
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with the boy, Itard was never able to help the boy learn to speak. All of Itard’s work was 

passed to his student, Edouard Seguin. Seguin’s book, not published in English, was 

highly influential to Montessori. Montessori, according to Tozier, reentered the 

University of Rome, studying philosophy, and all forms of experimental psychology. 

Tozier (1911) reports that Montessori did her research in “pedagogic anthropology and 

studying the methods and arrangements currently employed in the education of normal 

children for a period of seven years” (p. 4). These studies provided a rich foundation for 

Montessori’s future research and experimentation. Tozier ends her article with 

descriptions of how some Americans felt about Montessori and her work. Specifically in 

her last paragraph, Tozier (1911) details how her own two boy, learned to read and write 

in two languages as a result of their education in their own nursery.

Following the publication of the May, 1911 article, McClure’s and Tozier were 

written many letters (more than 200) of inquiry. In the October 1911 issue, McClure’s 

published a write-up about the response to the earlier article. The editors and publishers 

wrote:

Maria Montessori is an example of genius in the field of education -  a 

field where genius is not often found. Her work is creative, and cannot 

be defined in any number of formulae. She is always experimenting, 

revising, modifying. She has stepped out of the shadow of all the 

traditions about children. This magazine believes that her experiments 

are of the highest importance, and that her system of teaching is based
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upon observations and experiments that have never been made before, or

having been made, were never so correlated, (p. 702)

Josephine Tozier published another article in McClure’s Magazine in the January 

1912 issue. She again described many of the Montessori materials and lessons in great 

detail. It is in this article that Montessori’s philosophy regarding imagination is discussed. 

Tozier’s interpretation is that Montessori believes that children (under six) are more 

interested in reading and writing because of their interest in expressing their own ideas 

“rather than as a key to an imaginative world outside their own” (Tozier, 1912, p. 301). 

She states that imagination is so strong on its own that it need not have time daily within 

the child’s environment. Montessori observed that the children (under six) were more 

content learning skills in they observed daily with their family (Tozier, 1912).

In 1912 Americans formed the Montessori American Committee, organizing the 

first international training course in Rome as a prelude to Montessori’s first visit to the 

United States. In 1913, Kramer (1976) lists some of the early travelers as: Arnold and 

Beatrice Gesell (child psychologists); S. S. McClure (publisher); Howard Warren of 

Princeton (Professor of Education), Arthur Norton of Harvard (Professor of Education), 

Lightner Witmer of the University of Pennsylvania (Professor of Education), William 

Kilpatrick Heard of Columbia University’s Teachers College, and Henry W. Holmes of 

Harvard’s Department of Education, who later wrote to Montessori inquiring about the 

possibility of an English translation being published through Harvard. The Montessori 

Movement was spreading with schools being set up in Australia, Argentina, St.

Petersburg, and England (Kramer, 1976). According to Kramer (1976), Montessori was



89

even adopted in January 1909 as the official curriculum for it’s “orphanages and 

kindergartens” (p. 136) in the Italian part of Switzerland. There were other countries and 

other boards of education studying and anticipating the possibilities of following suit.

Anne E. George authored an article for McClure’s Magazine in June of 1912 

describing her experiences in Italy and her work once returned to the United States. Based 

on her previous experience with children in the Chicago Latin School, George was 

predisposed to understand much of Montessori’s principles. George states the following 

about one of her observations in Italy:

Yet there was order in everything. With a straightforwardness often 

stripped entirely of words, Maria Montessori taught, or, to use her own 

word, “directed,” her children. She treated the children, not as 

automatons, but as individual human beings, (p. 178)

The first Montessori school in America, at Tarrytown, New York, was established 

in 1912 by Anne E. George, who was the first American pupil of Montessori in Italy. 

Upon her return, her first American school was not much like that of Montessori’s first 

school. Montessori started with the children of poor families while George’s first 

students were from affluent homes and the school was housed in a home overlooking the 

Hudson River. George describes her challenges in the early days of the school. Showing 

lessons to the children in the proper sequence for the individual child was, and is always, 

a challenge. Children must be able to do two things, according to George, first, be 

intellectually ready for a material and two, be able to understand how to use the material 

appropriately before being allowed to use a material on his own.
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George describes one of the misconceptions of Montessori that a child is free to 

choose anything he wants. She explains “such a course would lead to license, to anarchy, 

and never to liberty.” George goes on to describe the tough days that occurred in the 

beginning of the school. She wrote about Montessori’s definition of discipline: 

“Discipline for the child begins when he becomes able to judge for himself between good 

and evil. He can only come to such knowledge through personal experience” (George, 

1913, p. 182). George (1913) tells of the step-by-step accomplishments of her students as 

they progress day-to-day and later states “the finest results of this first American 

experiment, however, are not necessarily . . .  more showy accomplishments but the 

development of individuality in the children” (p. 187). One of the important aspects of 

George’s (1913) article is her comparison of one of the biggest critiques of the 

Montessori method. George (1913) defends the position held by Montessori, that 

children follow their own inner needs to learn, and explains that people criticize 

Montessori for being essentially too real:

To her a block is a block, not a castle; the hands and fingers are 

anatomical structures, not pigeons; the children learn real geometrical 

forms by their right names . . .  not as symbolic abstractions. Does this 

not entirely crush the imaginative instinct? . . .  my Montessori children 

still have their imaginative faculties unimpaired. (George, 1913, p. 187)

On January 16th in 1913, Montessori held her first training class in Rome! The 

day was documented by one of the teachers in attendance writing in a letter, published in 

McClure’s Magazine June 1913 on pages 184-196. In her letter, Janet S. Townsend,
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Canada, Germany, Australia, New Zealand, Spain, India, and Panama” (Townsend, 1913, 

p. 184) to attend the course and important attendees for the first day. In attendance for 

this momentous occasion was “the Minister of Education and Public Instruction, the 

British and American ambassadors and their wives, and many prominent Italians” 

(Townsend, 1913, p. 184).

Ellen Yale Stevens reported in her The Montessori Movement in America article, 

the result of an added department to McClure’s magazine, that a Mr. E. G. A. Holmes 

who had previously in England held the position of a chief inspector of schools. He was 

sent to investigate the Montessori Method (by whom is not stated) and filed a report 

comparing Montessori and Froebel. Froebel, according to Holmes used theology and 

metaphysics to influence his approach to education while psychology and physiology 

were the points of departure for Montessori. Holmes reported that Montessori included 

her experimental work in both her practice and theory while Froebel did little in practice. 

Montessori, from the very beginning believed and based her theory on the nature of the 

child and the wonders the spirit of the child was able to create (Stevens, 1913).

“Letters have come flowing into the McClure office by the thousand” (McClure’s, 

1913, p. 170) asking questions about the Montessori Method were so numerable, that 

Ellen Yale Stevens, a writer for The Montessori Movement, a McClure Department, 

included a reprint of some re-occurring questions and their answers. She also included a 

bibliography of other articles published in Ladies Home Journal, Good Housekeeping, 

Kindergarten-Primary Magazine, Journal o f  Education and many more.
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During these years, Montessori became very adept in transferring her theory into 

practice as she opened schools and delivered teacher-training courses and began her 

career as an author. Montessori’s theory, as understood by this researcher, grew into her 

work of transforming the child into the primary role, now noted as child-centered 

learning, in the classroom and the teacher as the helper/facilitator to the learning being 

guided by the child’s inner teacher. Montessori (1913) stated,

Lo, like the majestic aim and lofty reward of such intellectual efforts, are the laws 

o f the spirit, to be discovered as soon as pedagogy takes the first step along the 

road of experimentation. And, in the observance of the laws of his being man will 

be able to grow to the fullness of this stature . . .  this movement is, moreover, 

awaited even by the positive sciences as the birth of a new humanism, which shall 

bring the human conscience to the light, (p. 226)

This was, in the opinion of this researcher, the foundation of Montessori’s theory and her 

beliefs in the rights of the child.

An article published in March 1913 by McClure’s, written by Montessori and 

titled Plan for an International Institute, gave further insights into the plans she had for 

training others. She defines her method as “the way to change a school into a field for 

experiment” (Montessori, 1913, p. 226). She goes on to describe her vision for the 

pedagogic institute as a place where children, normal and deficient, were given equal 

standing and placed on a “new path for the progress of humanity” (Montessori, 1913, p. 

226). Her wish for teachers (Montessori, 1913):
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But I would wish for the teachers who come here to study, that the 

majestic ruins of old pagan Rome surrounding this Institute should come 

to life, and that the Catacombs of Christian martyrs should open to exhale 

a breath of the spirit that conquers all material might and power; and that, 

from the great temples of antiquity, from the works of architecture that 

cover the soil of Rome, from the sacred music that is kept in its purest 

form here, and from the artistic delights given to every sensitive soul by 

the works of Michelangelo, of Raphael, of Reni, and of Titian there should 

rise from them a fountain of vigor, (p. 228, 231)

Janet S. Townsend (1913), a student, described Dr. Maria Montessori as the Doctor, as 

she was called, poised and younger than she had “imagined” (p. 186). The description of 

Montessori’s entrance was like that we see today in the processions of Queen Elizabeth in 

England (Townsend, 1913)! A Professor from Yale University introduced Montessori’s 

first lecture given in Italian where many did not understand but felt the emotion of the 

occasion and a sense of the message (Townsend, 1913). During this first course the 

teacher students were, with all of the accompanying officials (about 100 in all) able to 

visit the Casa de Bambini at the Via Giusti School, a convent school run by the nuns 

(Townsend, 1913). Townsend (1913) recounts the lessons observed, the luncheon 

observed and the personality of Montessori with the children. Her observations seemed 

to have fulfilled the vision of her perceptions of the Montessori Method in action. This 

was confirmed by her description of a school that was opened by authorities using 

didactic materials but without Montessori trained teachers. Townsend (1913) writes,
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The teachers having the work in charge had not been trained by Dr.

Montessori and did not understand either the method or the spirit, which 

animates it, and they attempted to organize the school according to their 

own ideas. The result was such chaos that they were forced to call upon 

Dr. Montessori to help them out of their difficulties, (p. 194)

The article goes on to describe the changes in this “fake” school over the time as a 

result of the course observations after the school was taken over by teachers who had 

been trained by Dr. Montessori.

In the McClure’s Magazine, February 1913 edition, it was reported that 

Montessori schools, numbering at least four, were already established in the United States. 

A Montessori school was established in Washington, D. C. in a garden provided by Mrs. 

Alexander Graham Bell and run by Miss Anne E. George (translator of Montessori’s 

book, Pedagogia Scientiftca) and serving children between the ages of two and one-half 

and five and numbering about twenty-five (Stevens, 1913).

There were forty teachers, who had shown adequate qualifications to the 

American Montessori Committee as of December 15,1912 to attend the Montessori 

training course in Rome. These teachers will participate in “thirty lectures, thirty hours 

of practice work, and fifty observation lessons in the Case dei Bambini and twenty 

municipal schools that will be open to the class” (Townsend, 1913).

Maria Montessori Comes to America 

Montessori came to America during December 1913, with a huge audience 

awaiting her. Her trip was scheduled for three-weeks with much travel and many lectures.
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She traveled to New York City, Washington, D.C., Philadelphia and Chicago and was 

treated like royalty (Thayer-Bacon, 2012). In an article published in the New York Times 

during the year 1913, Dewey was the President of the National Kindergarten Association. 

In this role Dewey presided over the full house event at Carnegie Hall on December 13 

where Maria Montessori lectured about the child’s ability to learn for themselves without 

the direct “initiatives the teacher.” A crowd numbering larger than 1000 were turned 

away and a second lecture was scheduled. Even though Montessori lectured in Italian, 

her words were translated by Anne George one of her Montessori students (Dasbach & 

Evans, 2003).

The anticipation and interest in Montessori was evident in her address in Carnegie 

Hall, December 1913, when she discussed the role of the teacher. After having described 

the true capabilities of children to concentrate and do work over and over again, The New 

York Times reports that she stated,

As the child’s activities increased, those of the teacher diminished. It 

often happened that visitors to the school commented on the fact that the 

teachers had nothing to do but give the child what he wanted, and then 

‘take it easy.’ Once this comment was made the teacher smiling replied,

‘No, I don’t even have to do that. The children come and get their own 

work themselves. (Montessori, 1913)

This was the end of the article with no report on the response of the audience or follow- 

up from the dignitaries that sponsored her trip to America.
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On December 15th, Montessori delivered her second lecture in Carnegie Hall and 

it was, as reported in The New York Times, her last appearance in New York. During that 

lecture, again delivered to “a large audience” Montessori was quoted as saying,

The child must grow in liberty if he is to grow well and there is no other 

way in which his natural development can take place. The primal 

impulse of the child is to become a man, and he must have liberty to find 

those conditions, and that help which will enable him to become his 

fullest possibilities, the man he was destined to be. (Montessori, 1913)

During her visit, Montessori held audiences with supporters about their 

involvement in starting schools and their enthusiasm for her work. The supporters 

included Alexander Graham Bell, Helen Keller, Thomas Edison, and Margaret Wilson, 

the daughter of the United States President Wilson (Kramer, 1976). As Montessori 

departed America on Christmas Eve, 1913, Montessori’s popularity was at its height 

(Thayer-Bacon, 2012).

As Montessori's work continued to grow in America, all was not well. Despite 

the publicity and accolades, Montessori was not loved by all. During this timeframe, 

William Heard Kilpatrick became an outspoken critic of Montessori, even publishing a 

criticism stating that her “doctrine was . . .  fifty years behind the present development of 

educational theory” (Kilpatrick, 1971, p. 63). During the 1915, San Francisco Panama- 

Pacific International Exposition, Montessori set up a model classroom, setup for four 

months, designed with glass walls and occupied by a full class of students. The class was 

led by Helen Parkhurst, one of Montessori’s trained teachers (Thayer-Bacon, 2012;
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Kramer, 1976). It was open to all, and won the only two gold medals awarded for 

education (Dasbach & Evans, 2003). During 1915, there were more than 100 Montessori 

classrooms in the United States and more opened worldwide (Thayer-Bacon, 2012).

The Passing of Dr. Maria Montessori 

Sadly, Montessori died in 1952. Her son, Mario Montessori, and his children 

carried on Montessori’s work and lived out their lives continuing to build and instill in 

others the belief in the Montessori philosophy while also attempting to guard and grow 

the curriculum she left as part of her legacy. Marilena Henny-Montessori (2016) wrote: 

“His understanding, his enthusiasm and belief in the significance of her 

cosmic vision for the development of mankind, he became a pillar of her 

work. He continued her fight after she died. Against all odds, all struggles 

for power, all intrigues, he continued the fight for the child - the child, 

father of man.” Mario Montessori, my father, was an extraordinary man.

Marilena Henny-Montessori.

Summary of Dr. Maria Montessori’s Work 

As the review of literature including the all of the writings of Dr. Maria 

Montessori and all of the many writings written about Dr. Maria Montessori begins to 

permeate the mind of the researcher, the elusive and definitive definition of the terms 

theory, philosophy, pedagogy, and curriculum become more of an attempt to combine the 

wisdom of theorists and educators of the past. William F. Pinar (2012) states, “Allegory 

demands both detachment and intimacy in its transfiguration of lived experience into 

educational experience” (p. 57). In the review of the literature written about Montessori
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and by Montessori, one can deduce the depth of qualitative research done by Montessori 

as she observed children, with and without disabilities. As a Montessori researcher and 

practitioner, I must adhere to Pinar’s (2012) concept of detachment in order to avoid bias, 

but use both the experiences of experts and personal experience in a very intimate manner 

so as not to corrupt or distort the intended theoretical beliefs in regards to the child, the 

environment, and the development of the teacher.

The stated tenet of remaining true to the theoretical beliefs of Montessori and the 

respect and awe of her philosophical views of the child as a unique and treasured being, 

carry with them the task of interpretation and practice most becoming of a facilitator of 

learning. Legions of people have spent countless hours in the study and practice of 

Montessori’s work on an international basis. It is in seeking knowledge that one comes to 

appreciate the depth of her findings in light of new research that supports her work. In 

Montessori: The Science Behind the Genius Angeline Stoll Lillard (2005) analytically 

reviews the theoretical, philosophical, and curricular writings of Montessori. She 

provides supporting evidence where there are specifics to do so and identifies areas 

where more work must be done or where Montessori’s work needs more critical review.

Connecting the Theorists of the Past to Contemporary Theorists 

The notion that Dr. Montessori or any other of the great theorists lived in a bubble 

without influence of those that wrote before them (Aristotle, Socrates, Sequin, etc.), those 

that were their peers (Dewey, Kilpatrick, Piaget, etc.), or those that came later (Vygotsky, 

Freire, Rathunde, etc.) would be an unscientific assumption. The world of knowledge is, 

as this research proclaims, constructive where the works that build each individual are
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built upon prior knowledge, individually and collectively. This research intends to look 

at the influence of a small group of individuals and their influence on me, as the 

researcher, and the transformation of my epistemology in starting a Montessori school.

One book, An Introduction to Dewey, Montessori, Erickson, Piaget, & Vygotsky, 

Mooney (2000, p. 23) discusses the role of Dr. Montessori saying, “her work provided a 

foundation for the work of such later theorists as Piaget and Vygotsky.” While Dr. 

Montessori’s work inspired others, she studied and used work by Itard and Seguin. It 

was in their work and materials she grew and developed her life’s work. She adapted the 

idea of the three-period lesson and several didactic materials that would become part of 

her identifiable classroom staples, many of which were then sought out by her 

contemporaries.

John Dewey

Dr. Donald Platz, Associate Professor, Early Childhood and Jennifer Arellano, 

Graduate Assistant, Early Childhood, University of Wisconsin-Stout published and 

article in Education, titled, Time Tested Early Childhood Theories and Practices (2011). 

This article provides a research based transition point between the theorists of what has 

been to this point considered the past to what is being considered more contemporary 

with the introduction to Dewey and Montessori specifically. These researchers also name 

a theorist unnamed to this point from the past, Johann Amos Comenuis, who also made 

important contributions to education.

Platz and Arellano (2011) review the works of Comenius, Locke, Rousseau, 

Pestalozzi, and Froebel written in this work as the predecessors of Montessori and then
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review briefly and partially the works of Dewey and Montessori. The review of these 

theorists include the introduction to society of the need to recognize early childhood, the 

notion of child centered approaches, instruction both in the home and in the institutional 

settings. Comenius is given credit for having “viewed the human mind as having an 

infinite capacity for knowledge” and that “children learn through nature and knowledge 

was attained through real life experiences” (Platz & Arellano, 2011, pp. 55-56). Locke, 

like Comenius, viewed “early experiences of children had very important, lasting 

consequences on their future being . . .  that all children are fundamentally individuals and 

as such should be reared based on their individuality.” Montessori (1984) in her book, 

The Absorbent Mind, writes about the commonalty of her work with that of Dewey when 

she elaborates on his belief that the child had been forgotten (Dewey was unable to find 

child sized materials like those developed by Montessori in New York). It is here that 

she makes the statement that the child is “the Forgotten Citizen.” The beliefs of Rousseau 

built upon that of Comenius and Locke. He wrote about the need of children to learn in 

“natural environments . . .  growing and learning in stages . . .  and was an advocate for a 

least restrictive environment” (Platz & Arellano, 2011, pp. 55-56).

Dewey was introduced as an “American philosopher and educational reformer” 

believing that children should observe modeled behaviors in order to learn acceptable 

societal behaviors. The responsibility was not only for those closest to the children, 

“parents and teachers . . .  but the whole society” (Platz & Arellano, 2011, p. 56). These 

authors also credited the need for children to experience real life and play to these 

educators as well as to Pestalozzi and Froebel. Montessori was introduced with the
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emphasis on her belief that “learning and education for children began at birth” (Platz & 

Arellano, 2011, p. 58). Theorists, having written curriculums, were Comenius, Froebel, 

and Montessori. Theorists contributing important components to curriculum were Locke, 

Rousseau, Pestalozzi, and Dewey. Platz and Arellano (2011) state that Comenius “is the 

first to put pictures in textbooks,” and “Froebel and Montessori were instrumental in 

developing instruction materials” (p. 61). Dewey was and is one of the most respected 

men in education. He lived from 1859 to 1952. Mark Smith (2001), writer for Infed, 

states Dewey is “arguably the most influential thinker on education in the twentieth 

century.” His work remains foundational in educational studies today.

In Dewey’s work, Experience and Education (1938), he discusses the need for 

students to have involvement in the activities in which they participate. In this vein, 

Dewey describes freedom as be synonymous with self-control. Dewey (1938) goes on to 

describe the definition of a slave as someone who “executes the purpose of another. . .  

enslaved to his own desires” (p. 77). Dewey’s (1938) interpretation of this as it relates to 

education seems to be that one of the greatest failures of the education process, the lack 

of student involvement in the choices of the “construction of this studying” (p.78).

Another term introduced by Dewey (1938) was “impulse” (p.78). The action of 

the child is to, through his own actions, be able to act and have some insight to what will 

happen and/or the consequences that will occur as a result of his actions. These abilities 

are the basis of and results of building intelligence. Dewey (1938/1998) cites ignorance 

of a child’s need to act on impulse as a failure in traditional education (p.79). He also 

discusses the importance of observation and the implementation of using sensory
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perceptions to build intelligence and the only source of this construction of intelligence is 

the consequences of experiences (1938, p. 79).

Where Dewey’s work most directly relates to that of Montessori is found in his 

discussion of the scientific method, the importance of constructing intelligence through 

sensory experiences and lastly that there is a need for “the formation of a plan and 

method of activity” that takes advantage of a child’s “desire and impulse” (pp. 83-84). It 

is the following paragraphs and pages of his writing that Dewey lays out the importance 

of the teacher’s role in assisting the student as he interacts with materials and the 

environment. It seems almost as if he is taking a swipe at Montessori when he writes, “I 

have heard of cases in which children are surrounded with objects and materials and then 

left entirely to themselves, the teacher being loath to suggest even what might be done 

with the materials lest freedom be infringed upon” (p. 84). Dewey then elaborates on 

what the teacher should do. He says that the teacher should be familiar with the child’s 

abilities and prior knowledge, have a plan for the child’s learning, individually and as he 

relates to his group, and that the implementation of this process is a cooperative work 

between the student and teacher.

In a later chapter of this book, Experience and Education, Dewey (1938) further 

delineates his thoughts on the scientific method (Montessori called her system of 

education the Scientific Method although she is never named in Dewey’s work). This 

narrative says, “If the method of science had even been consistently and continuously 

applied throughout the day-to-day work of the school in all subjects, I should be more 

impressed by this emotional appeal than I am” (p. 108). He then makes a statement:
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The present is not the time or place for a disquisition upon the scientific 

method . . .  based on experience the experimental method of science 

attaches more importance, not less, to ideas as ideas than to other methods 

. . .  second . . .  ideas or hypothesis are tested by the consequences they 

produce when they are acted upon . . .  th ird ,. . .  the method of intelligence 

manifested in the experimental method demands keeping track of ideas, 

activities, and observed consequences . . .  a matter of reflective review and 

summarizing, . . for intelligent dealing with further experiences. (Dewey,

1938, p. 110)

This seems to be a precursor to what becomes known as praxis. With this 

background Dewey (1938/1998) discusses education as having two directional paths, 

backward or forward, before the scientific method or to further embrace the potential it 

brings to education. Appearing to realize it’s potential, it appears that his concerns were 

the amount of planning that would be necessary for implementation and the fidelity in 

which teachers might implement the plans for the true needs of the students. In the end, 

Dewey (1938) seems to need to move away from a particular judgment on the scientific 

method and chooses to instead bring more focus to the notion of what is “to be worthy of 

the name education ” (p. 115).

An article written in 1980 by Janet Kierstead titled, Montessori and Dewey: A 

comparison o f  Their Theory and Practice, a list of agreements was presented:

• Learning is not passive

• Children form mental images by using things not by being told about them
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• Much of learning is unconsciously absorbed

• Learning is a physical growth

Learning occurs with purposeful interaction in the environment (1980, p.l). 

Kierstead (1980) also gave a brief difference of their beliefs as Maria Montessori 

believed that children had within them a “divine animating spirit” and John Dewey 

believed that “no such spirit exists, and that it is society which shapes the child.” 

Kierstead also wrote that for Maria Montessori “education is a natural process that 

develops spontaneously . . .  For Dewey, the education is growth, and the continuous 

reconstruction of experience and formal education” (p.l).

William Heard Kilpatrick

William Heard Kilpatrick was bom in 1871 to a Baptist minister, Dr. James Hines 

Kilpatrick and his second wife, Edna Perrin Heard. Kilpatrick, according to Beyer (1999, 

para. 2) in his article about Kilpatrick and published in the UNESCO: International 

Bureau o f Education, “may be best known as a colleague of, and collaborator with, John 

Dewey with whom he worked at Teachers College, Columbia University.” Kilpatrick’s 

religious upbringing and financially elite upbringing developed within him beliefs that 

tempered his philosophy and works throughout his life. His father was reportedly a very 

“stem, meticulous, serious-minded” man while his mother is credited as helping 

Kilpatrick to be more conscious about the feelings and needs of others (Beyer, 1999, 

para. 4). During his college years, Beyer quotes Kilpatrick, as totally renouncing all of 

the religious beliefs in which he maintained until then, to accept the very teachings he 

had been taught to believed to be “a book which only wicked non-believers would take to
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heart” (1999, para 5). The book was written by Darwin and titled, The Origin o f Species. 

After the study of many theorists (Pestalozzi, Bobbitt, Thorndike Herbart, and Froebel, 

naming only a few), Kilpatrick developed his own ideologies that lead him to be held in 

writings as “the first American progressive educator” (Beyer, 1999, para. 8). In 

synthesizing Beyer’s writings about Kilpatrick, it seems that he became more of an 

advocate of the learners, a “needs of building the society” and a more Socratic view of 

teaching. These views led him to be very critical of the work of his contemporaries, even 

his beloved Dewey. He later changed his thoughts from critical to also reverence as 

written by Beyer (1999, para 12). Throughout his career, from Kilpatrick’s first college 

experiences to adult professional life, Mercer University was linked. He returned to the 

University as a professor and “served as acting president from 1897 to 1906 (Mercer 

Libraries, 2014).

Kilpatrick’s first publication was The Montessori System Examined, published in 

1914 while he was an assistant professor at Teachers College in Columbia. He visited 

Rome in 1914 and came back to write his views. It has been a general consensus, that 

Kilpatrick’s book, given his position at Teachers College, was the end of enthusiasm for 

Montessori in America. A whole study could be done to compare Kilpatrick’s views in 

one-to-one points using Montessori’s writings and the brain research that backed her 

work but this research is not the place for such detail. It is however appropriate to list a 

few of the most important points. One was at the very beginning of his book, the reader 

can pick up on the personal bias in which the book is written. In the Editor’s Introduction 

he talks about the interest in Montessori being more favorable among the “laymen and a
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smaller number of teachers.” He also states that some even feel that Montessori’s work 

“constitutes an educational revolution which in time will completely change education in 

children.” The follow-up to this statement is made by Kilpatrick stating an opinion of the 

whole of the teaching profession, “The interest of the teaching profession as a whole is 

not marked by any such self-committal. The teachers are concerned to know the meaning 

of this agitation and are professionally curious to ascertain its worth for them.” In the 

conclusion chapter of his book, Kilpatrick (1914) lists seven points he attributed to not 

only Montessori’s work but to that of the “other reformers” of education. His list:

1. A belief that the child nature is essentially good.

2. That the educational process is fundamentally an unfolding of what was given 

at birth.

3. A consequent belief in liberty as the necessary condition of this development.

4. The utilization of sense-experiences as a means to brining about the 

development.

5. A tendency to accept the faculty of psychology.

6. The consequent tendency to emphasize the disciplinary aspect of sense 

training (p. 62).

7. The emphasis upon nomenclature in connection with sense experiences.

The inclusion of this list is to establish, what is understood by this writer, as

Kilpatrick’s need to establish that from his point of view, Montessori was merely “piggy

backing” the work of men who had proceeded her. This perception is due to Kilpatrick’s 

own words in his introduction as he wrote about Montessori’s training as an Italian
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physician, “To set aside tradition for science is no common achievement. That the 

innovator is a woman will seem to some all the more remarkable” (1914, p. 5). He goes 

on to comment on her efforts to “found a complete school procedure upon her highest 

scientific conceptions.” This is key because Kilpatrick does include some praise for 

Montessori; he seems to frame it in relation to the work or comparison of her work to 

others and how her ideas would change the face of education. In his first chapter, 

Kilpatrick discusses Montessori’s descriptions of the growth and development of the 

child. These discussions become the basis for her Stages of Development to be detailed 

further outside this discussion of Kilpatrick. Kilpatrick (1914) states specifically “such a 

doctrine of education has borne good fruit; but there is danger it. It has led in the past to 

unwise emphasis and to wrong practice” (p.9).

One is left to wonder if this is an implication to Kilpatrick’s early upbringing 

specifically the work of Darwin as evil and Kilpatrick’s evolving complete acceptance of 

Darwin as his discussion in the chapter goes on to discuss the need to be able to adapt 

learning to new situations and environments. He discusses learning in connection with 

liberty for the child, stating that “liberty is notoriously disastrous” and that “she 

(Montessori) had not thought consecutively enough” (1914) and then he states that 

“Montessori’s interpretation o f . . .  development as inadequate and misleading . . .  useful 

elements are covered up in error” (p. 10). In the second chapter, Kilpatrick seems to do 

an about face as he ends the chapter giving saying that we “highly approve her 

reemphasis of the doctrine of liberty . . .  less doing for the child where he can do for 

himself. . .  more opportunity for the child to lead a simple, healthy, normal life”
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(Kilpatrick, 1914, p. 26). This section seemed almost counter for the earlier writing that 

liberty was essentially dangerous. In the following chapters on self-expression and auto

education, Kilpatrick (1914) expresses concern about the didactic equipment. Even 

though he describes a child so deep in concentration that “he repeatedly took off and 

replaced a lid on a box seventy-nine times” and states that in fact the children might even 

enjoy the work, that it was “meager diet for normally active children.” He also criticized 

the lack of play and games. Here again Kilpatrick’s own prejudices seem to influence his 

judgments overtly. He specifically writes, “the games seen in the Montessori schools of 

Rome are far inferior in every respect to those found in the better American 

kindergartens” (Kilpatrick, 1914, p. 28). It is no wonder that even if this were all that 

American educators or parents read, that they would totally dismiss Montessori and her 

work. Who wants something deemed as inferior for their own children? Kilpatrick, with 

his limited knowledge of her work, made the statement, even after praising Montessori’s 

use of liberty in child choices of activity, “the Montessori curriculum affords, very 

inadequate expression to a large portion of child nature. Such limitation of opportunity 

is, in effect, nothing less than repression, a repression destructive alike of happiness and 

mental growth” (Kilpatrick, 1914, p. 30). Kilpatrick criticized the built in control of error 

in the didactic equipment:

The nearer to the conditions of normal life, the more will real problems 

present themselves naturally (and not artificially at the say-so of the 

teacher) the practical situation which set the problem will test the child’s 

proposed solution. This is life’s auto-education and a right good
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pedagogic scheme it is. If Montessori’s term and general practice can 

help us attain in practice what we have for years admitted in theory, she 

will have an honorable part in the reorganization now under way of our 

kindergarten and early primary education; but the formal auto-education 

based on the didactic apparatus is at present more of a danger than a help.

(p. 34-35)

How can it be both a danger and a good pedagogic scheme? How could her work 

provide the results he needed to see if his own words killed the prospect of its 

development? Again, personal prejudices must be considered. Kilpatrick (1914, p 41) 

again writes, “While no one could suppose that a curriculum devised for a particular class 

in Rome would serve, unmodified, in America.” In respect to Montessori’s theory of the 

necessity and virtues of sense-training, Kilpatrick could not find within himself the 

understanding that seemed to be one of his undoing’s in understanding Montessori and 

her work. He documents that Montessori stated the “aim is not that the child shall know 

colors, forms, and different qualities of objects” while “we say that the aim is exactly that 

he may know such things and we don’t care about his getting any sense-training outside 

of this” (Kilpatrick, 1914, pp. 51-52). This begs the questions about rich life 

experiences. If one truly gets a lull spectrum of sensory experiences with either objects 

or colors, does it not seem (to a very educated person) that a natural part of that education 

would result in the ability to used language to completely describe the object or color in 

vivid details. Likewise, what good does it do to merely be able to parrot the name or 

associate names when there is no further understanding of the object or color?



110

Lastly, Kilpatrick writes about Montessori’s materials used to teach math, reading 

and writing. Of these, he was obviously more impressed with the children’s resulting 

ability to write, especially in respect to the preparation for the skills necessary to achieve 

the end results desired. Prejudice again prevails,

In this country we seem pretty well agreed that these subjects had, as a 

rule, better not be taught prior to the age of six. There is, however, no 

definite experimental basis for such a judgment; and from this point of 

view it may well be claimed that the question is as yet an open one.

(Kilpatrick, 1914, p. 59)

One can only make assumptions here that “we” must be the professors of 

Teachers College. Kilpatrick’s book was edited by Henry Suzzallo, a professor in the 

same Department of Philosophy in which Kilpatrick himself was employed. In the 

preface by Kilpatrick also thanks “his colleagues, Professors John Dewey and Naomi 

Norsworthy for reading the manuscript and for making valuable suggestions.” He does 

offer a disclaimer that the opinions in the book are his own.

Barbara Thayer-Bacon, Ph.D., writes in her article published in Education and 

Culture in 2012 about her perceptions of Maria Montessori, John Dewey, and William H  

Kilpatrick. Within the introductory portion of the article Thayer-Bacon writes, “(a 

woman, a Catholic, and an Italian) may have been perceived as a threat by the two of 

them (Kilpatrick and Dewey), due to her tremendous popularity, although she never 

tried to present her work as philosophical or as based on current educational theory” 

(2012, p. 4). Her article also documents the lack of true research by Kilpatrick before
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the writing of his first book about Montessori and her method. In her description of 

Kilpatrick’s work, Thayer-Bacon says that “a misunderstanding of a central principle of 

Montessori, that instead of discipline coming through the children’s work (never 

mentioned in his book) he writes describes discipline as coming from the liberty” (2012, 

p. 12). Thayer-Bacon points toward the gender argument that comes up in research as an 

honorable mention but is left as such in light of the meatier topics of her contributions to 

education. Her contributions are passed over while, according to Thayer-Bacon’s 2012 

article, Dewey’s start of one school (with 1400 students by 1990) and Montessori started 

one school and now there are over 3,000 Montessori schools in over 80 countries. 

Thayer-Bacon thus states that Dewey is recognized as having “significant contributions 

to democratic theory but Montessori is not” (2012, p. 4). A Montessori teacher herself, 

Thayer-Bacon was, according to her, given a pedagogical approach helping her to see 

the real need in cultural diversity.

Once again Thayer-Bacon identifies a new issue, not yet seen by this researcher, 

that Montessori faced a unique problem. Living during in her historical time and 

culture, Montessori would have only been allowed to have a career as long as she did not 

marry and have spousal support (2012). This adds more suspicions about the reasoning 

and thought processes of this woman in a man’s world. She faced discrimination due to 

her gender in the types of positions she was allowed to hold even with her medical 

credentials. She was allowed to care for women and children but never men, while her 

male counterparts were not limited. They were allowed to care for women, men, and 

children. Thus her work was limited to working with the “feeble minded” and her
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devotion to their care. Even after much of her success in working with these children, 

Montessori was judged and thought to be “doing child care rather than science” (2012, 

p. 7) by her friends who questioned her choices after having become a physician. Dr. 

Maria Montessori, as always, chose to follow her intuition and passions for the children 

of the world. Her passion was so great that she resigned her other positions in order to 

devote her time to develop her pedagogy and focus on her work with children and 

teachers (Thayer-Bacon, 2012).

Lev Vygotsky

Vygotsky was a Russian bom, middle class, college graduate, most interested in 

the connections between language development and cognitive development. According 

to Mooney (2000), Vygotsky studied “contemporaries Sigmund Freud, Jean Piaget, and 

Maria Montessori” (p. 41). Vygotsky died at a very early age and his work was left 

incomplete in regards to his potential impact on education. In his life, he was able to 

make contributions, some of which are questioned, even today. He felt that children 

should be evaluated based on observations and not standardized tests or at least the two 

should be considered equally. The most recognizable of his theories is his concept of the 

zone o f  proximal development (ZPD). Garhart-Mooney (2000) writes that Vygotsky’s 

definition of ZPD is “the distance between the most difficult task a child can do alone and 

the most difficult task a child can do with help” (p. 83). The child, aided by someone 

else, leams and this aid Vygotsky termed scaffolding. This concept is seen in Montessori 

as the teacher observes the child to determine which lesson he is interested in but unable 

yet to do. A presentation of the lesson provides the scaffolding that enables the child to
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practice the skill, having had help, until he is able to do it on his own. Use of observation 

is key. “All of this observation and the resulting knowledge of the individual child is 

crucial to successful scaffolding. Without knowing each child well and taking time for 

careful observation and reflection before making the move to urge a child further, 

teachers can make serious mistakes” (Mooney, 2000, p. 89). In reading Mooney, one can 

easily come to the conclusion that Vygotsky might also had read Dewey. Vygotsky 

believed that children learned from doing (like Montessori) and from socializing (like 

Dewey).

Jean Piaget

Jean Piaget was bom in Switzerland, in 1896 and died in 1980 after many years of 

studying and working with children. He was reported to be “budding scientist. . . 

frequently referred to as a psychologist. . .  was really an epistemologist, “someone who 

studies the nature and beginning of knowledge” (Mooney, 2000, p. 59). Piaget’s work 

has contributed much to modem preschool education and curricular philosophies. 

According to Garhart Mooney (2000), some of his theories are more less accepted today 

while other portions, specifically his cognitive stages of development, remain thoroughly 

entrenched. Garhart Mooney (2000) also writes about Piaget being a student of 

Montessori and his agreement with her ideas about children’s needs for doing purposeful 

things on their own in order to build strong cognitive connections (many of Montessori’s 

ideas have now been proven through brain research and will be discussed in another 

section of this research) and also Montessori’s view of the need for the teacher’s role to 

change.
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Piaget had more than a casual observation of Montessori and her work. He was a 

listed sponsor of AMI along with other important people like Sigmund and Anna Freud, 

Giovanni Gentile, Guglielmo Marconi, Jan Masaryk, and Rabindranath Tagore (Kramer, 

1976, p. 311). Kramer (1976, p. 326) continues documentation of Piaget’s interactions 

describing Piaget’s presence at “the last Montessori Congress held in Rome before the 

closing of the Montessori schools in Italy took place in 1934.” Further, at the Maison des 

Petits, a school located in Geneva at the Institute Jean-Jacques Rousseau, Piaget before 

becoming the director, watched children play and made early observations and later 

published many works. Piaget found Montessori’s “sensitive periods” as conducive to 

the cognitive development in the child as food to the body, (Elkind, 1967, Requested 

Interlibrary Loan). Piaget also served the Swiss Montessori Society in the role of 

president. Piaget eventually focused his work on developing more theoretical 

contributions to education where Montessori’s focus as more directly related to working 

with the child in the classroom (Kramer, 1976).

David Elkind (1967, pp. 535-545) published an article titled, Piaget and 

Montessori. The article appeared in the Harvard Educational Review. Elkind compared 

and contrasted the observations and works of these two “innovators” as he discussed their 

work and makes the case that Piaget focused more on knowledge while Montessori 

focused more on education. Elkind states, “In the case of Piaget, these observations lead 

to a new philosophy of knowledge while in the case of Montessori, they lead to a new 

philosophy of education.” The different foci of research, each innovator arrived 

independently at and shared three common original ideas (Elkind, 1967, p. 535). Elkind,
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before elaborating on these ideas, described the background of Piaget and Montessori 

both from biological stances. Piaget published papers as a teenager and received his 

doctorate in biology while Montessori became a physician and researcher. With these 

backgrounds, both innovators, according to Elkind (1967, pp. 536-537), held that children 

grew in normal, somewhat predictable, developments patterns. For Piaget, the focal 

patterns were the mental structures and for Montessori, the “sensitive periods” or specific 

needs and abilities of children at certain ages (Elkind, 1967, p. 536). Another parallel, 

according to Elkind, for Piaget and Montessori was what he called “a genius for empathy 

with the child. ” Elkind (pp. 536-537) talked about what seemed to be their ability to “get 

inside the child and know exactly what he is doing at any given moment.” The way each 

used their knowledge was for Piaget “a means to and end” while for Montessori it was 

“the end” because she spent the rest of her life working to refine and develop practices 

that upheld and guarded the child’s needs and rights.

Elkind (1967, p. 537) later elaborates on the three ideas; he called the 

“convergence of Piaget and Montessori.” The first revolved around the ideas of nature 

and nurture. Both innovators saw mental growth as a process much like physical growth. 

They felt that the environment affects the mental growth of a child in the way that the 

quality of food affects the nutritional/physical growth of a child. As the child’s needs 

change from environment to environment, the mental growth adapts. For Montessori, her 

“prepared environment” (discussed elsewhere in this work) is key to the development of 

the child and his ability to interact with that environment changes to meet his inner needs. 

Elkind (1967, p. 538) is clear that for both, Piaget and Montessori, the environment is the
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nature part and the nurture part involves the direct learning within the environment of 

language, concepts, and values. After citing several studies, Elkind ends this section of 

his work in a summary of nature-nurture, stating yet again that both Piaget and 

Montessori felt that this interaction where nature is more directive and nurture is more 

subservient in regards to the child’s mental capacity.

The second of the three ideas, arrived at independently but shared by Piaget and 

Montessori has to do with capacity and learning. Using a computer analogy, Elkind 

(1967, p. 540) concludes that Piaget and Montessori determined that capacity determines 

learning but learning does not determine capacity. Interpretation means that children 

have a capacity to learn within themselves. The environment and learning to which they 

are exposed can help them meet their potential. Essentially the better the quality of the 

environment and learning possibilities, the higher the potential for a child to learn more 

easily and more readily. This, Elkind (1967, p. 540) says, leads some to believe that 

children can be accelerated in learning when in fact, it is just enabling the child to learn, 

the developmentally appropriate concepts merely because they have been provided the 

appropriate “mental nourishment.”

Perhaps one of the most exciting ideas is that of cognitive needs and repetitive 

behavior. Montessori called it “polarization o f attention” (Elkind, 1967, p. 542) and 

Elkind includes an example from Montessori’s book to illustrate where a child was 

working on an exercise and seeing her repeat it numerous times, Montessori began 

counting the repetitions. She then began to do things in an attempt to see if the child 

could be dissuaded from the activity. She tried picking up the seat of the child and
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placing both the child and the seat on a table. The child moved her work into her lap and 

continued her work. Montessori then had the child’s classmates to sing and the little girl 

continued to work without distraction. After counting forty-four repetitions, the child 

finished her work and Montessori said she appeared rested as if she had just woke from a 

nap. Elkind (1967, p. 542) states, “The role of repetitive behavior in intellectual growth 

is not extraordinary when we view mental growth as analogous to physical growth. 

Repetitive behavior is the bench mark of maturing physical abilities.” These behaviors 

have been part of research for Montessori and Piaget, as well as others including Elkind. 

Elkind (1967) ends this section stating “Repetitive behavior in the child is frequently the 

outward manifestation of an emerging cognitive ability and the need to realize that ability 

through action” (p. 543). This seemed a concise way to summarize the beliefs of Piaget 

and Montessori on this topic.

Paulo Freire

Vygotsky, Dewey, and Montessori expressed in writing notions of reflection as a 

part of the role of teachers in education. These notions were given a name by Paulo 

Freire, praxis! Freire, as an author, bom in Brazil in 1921 and living until 1997, has 

become according to Mark Smith of Infed, one of the most quoted (specifically Freire’s 

book, Pedagogy o f  the Oppressed) texts educationally. Freire, according to Smith, 

(1997/2002) became known most for his writing about five things: dialogue, praxis, 

naming the world, educational activity in lived experiences (the things that Montessori 

had modeled), and use of metaphors drawn from Christian sources. For the purposes of 

this work, the idea that Freire wrote about in the Pedagogy o f the Oppressed, specifically
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his description of education as a banking system (p. 75) and its counter intuitive means of 

learning according to Montessori and his notion of praxis (action, reflection, action) 

which is modeled by the Montessori teacher as a facilitator of learning. Freire addressed 

praxis in Chapter Three of his book in great detail. Freire modeled praxis as he reflected 

on his life and work and then his writing of The Pedagogy o f Hope.

Abraham Maslow

Abraham H. Maslow, known for his “Hierarchy of Needs” model, introduced a 

new population to the needs of individuals, first by meeting survival needs before one 

could meet higher levels or psychological needs. Maslow (1943) believed that people 

were motivated by multiple needs. He described these needs using a pyramid model with 

the base as the most basic needs of survival, food, clothing, and shelter. He wrote that if 

one does not have these basic needs met, one cannot focus on his/her own safety, which 

is the second level of the pyramid. Once fed, clothed, and housed, a person turns 

attention to the needs of safety. After securing a place and circumstance of safety, people 

can turn to relationships or social behaviors. After the individual has time to develop 

socially, then the individual is capable of focusing attention of the well-being of himself 

from the inside to the outside of themselves, ultimately building a higher level of self

esteem. Lastly, an individual is able to take actions toward becoming self-actualized. To 

be self-actualized, a person is focusing time and energies towards building their own 

human potential and that of others.

One of Maslow’s findings in his work was that people do not achieve levels and 

only grow upward in the levels. According to Maslow (1943) people actually move
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higher and lower as situations in life affect people differently. Sickness, injury, marriage, 

or divorces are examples of things that can potentially move a person up or down in the 

hierarchy. Maslow’s beliefs work, in many ways, parallels that of Dr. Montessori and 

could provide a source for future research 

Kevin Rathunde and Mihalyi Csikszentmihalyi

Kevin Rathunde and Mahalyi Csikszentmihalyi each write about “optimal 

experience.” Csikszentmihalyi’s 1990 book, Flow, the Psychology o f Optimal 

Experience and Rathunde’s 2001 Montessori Education and Optimal Experience: A 

Framework for New Research writing discusses the work of Montessori. Their work is 

evidence that the work of Maria Montessori is still relevant in today’s world of education. 

There are many opportunities to pursue to compare Dr. Montessori’s work and 

Rathunde/Csikszentmihalyi’s work in relation to children and adults. This is specifically 

interesting in the light of discussing adult learning, transformation, and changes in 

epistemology.



120

Historical Perspective

Lev
Vygotsky

Dr. Maria

Teresa Turner

Elisabeth
Caspari Beverley

McGhee
Mary Ellen I Anita 

Maunz ! Wolberd
Feland

Meadows

John
Dewey Jean

Piaget

William
Heard

Kilpatrick

Paulo
Freire

Abraham
Maslow

Kevin Rathune &

Mihaiy
Csikszentmihalyi
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Connections to the Educator/Researcher: Professional Lineage 

The life and works of both Dr. Feland Meadows and Dr. Elisabeth Caspari have 

inspired me as a researcher and founder of a Montessori School. Further research about 

Dr. Meadows through publications and interviews will provide insights into his
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experiences of opening modern-day Montessori schools. Interviews with Dr. Meadows 

about shared experiences with Dr. Caspari as well interviews with Anita Wolberd, Mary 

Ellen Maunz, and Beverley McGhee provided more insight into the woman who spent 

much of her lifetime in pursuit of furthering the Montessori Method of education. 

Between Meadows, Wolberd, Maunz, and McGhee, Dr. Caspari spent the last forty years 

of her life. These primary sources will give needed insight into the motivations of Dr. 

Caspari and to their own experiences in helping to answer the stated research question of: 

In what ways does education, training, experience, and the influence of experts transform 

an educator’s epistemology during the development and establishment of a Montessori 

school?

Adult Education

Adult education has become a way of life for many professionals. Bookstores and 

training centers are filled with how-to-books and clients. There are similarities and 

differences in education across academic levels. One similarity is that fact that people 

learn differently. A way of looking at these differences is well documented in the work 

of Howard Gardner (2011) and his theory of multiple intelligences. He writes an update 

to his first book, Multiple Intelligences, in the forward of his relatively more recent book, 

Frames o f  Mind (2011) updated for the paperback edition in 1993 describing the first 

thirty years of studies in multiple intelligences. His description about how he came to 

study and write detailing his experiences in learning are much like the pattern set forth by 

Friere (2001) in the Pedagogy o f the Oppressed where he proposed that adults learn by 

action followed by a period of thinking or reflecting on the action/results, then doing
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something else. This process is what Friere termed praxis. This was the same process 

Gardener (2011) described when he took his work and made connections from his brain 

damage work to his cognitive-development work. Over years of work and study, he was 

able to identify that individuals have preferred ways of learning. The preferences could 

be strengths in linguistic, musical, and logical mathematical, visual-spatial, bodily- 

kinesthetic, interpersonal, or intrapersonal skills and intelligences. While people possess 

some of all of these, humans show evidence of preferences (Gardner, 2011).

Lynne Celli Sarasin expanded on Gardner’s in her book Learning Style 

Perspectives (1998) to include nature and experience especially with adult learners. Her 

work discusses how secondary and post secondary instructors can best “facilitate”

(Sarasin, 1998, p. 21) learning for adults using knowledge of learning styles. Her work 

discusses specific tools like graphic organizers for visual learners and group discussions 

for auditory learners to give evidence of learning tools specific to learning styles.

In a comprehensive collection of writing, editors Hofer and Pintrich (2002) 

present many concepts related to individuals and their epistemology. Epistemology 

meaning, in the translation of the researcher, “How do I know what I know, the way I 

know it.” This epistemology can also described as “ways of knowing” (Belenky, Clinchy, 

Goldberger & Tarule, 1986) and Drago-Severson (2012) “how we know what we know.” 

Definitions and opinions about the meanings of the word epistemology could go on but 

the meaning is still as individual as the experiences of learners, as information is seen, 

learned, and processed through our own personal lens. So as adult learners and educators, 

how do we use this information?
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Eleanor Drago-Severson (2012) moves a bit further into the specifics of 

motivations for why learners learn and how that helps adult learners learn. She discusses 

the importance of personal values and core beliefs in the ways adults take in information 

and then process learning to incorporate the learning into their epistemologies. Using this 

knowledge aids both educators and adult learners break information down to see different 

points of view. It also allows us to see our own learning and then use our abilities to 

make more informed decisions about how the new information will be used to help 

construct new knowledge. Information that is found to be useful, that blends with our 

own personal values and beliefs, then helps us transform our epistemologies. This 

transformation then sets the stage for further growth as individuals and professionals. 

Robert Kegan (1982) like Drago-Severson writes about “constructive-developmental (p. 

4) theory in this growth process. As mentioned in chapter one, many of the authors 

discussed in this work, use many of the same terms and elaborate on topics that are very 

closely related, however each author has his or her own information to contribute. The 

result of these additions and transformations help us as adult learners to construct 

ourselves.

Jack Mezirow (1990) puts forth the theory of transformational learning. He says 

that as adults, frequently our learning is directly related to what he calls a “disorienting 

dilemma” (p. 14). This disorienting dilemma could be a sad or devastating occurrence 

such as a death or divorce. It could be a happy occasion, the completion of a new degree 

or promotion on a job. Whatever the case, the incident can often be the initiation of new
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adult learning leading to a new learning/transformation. Mezirow worked with a group 

of professional associate to complete further research on this topic.

Transformational learning is also a topic within The Praeger Handbook o f  

Education and Psychology. In this collection, Edward Taylor (2007) compares the 

writings of Mezirow, Freire, O’Sullivan, and Kegan and their specialties. Mezirow is 

credited with focusing on rational transformational learning, Freire’s emancipatory 

transformation, O’Sullivan’s specialty is in planetary transformation and Kegan is 

credited with the constructivist viewpoint (pp. 354-363). These comparisons offer real 

value to the notion of transformation as a whole. According to Taylor, Kegan says we 

construct ourselves over time because of the experiences we have and our futures. 

Mezirow presents our transformation as a result of rational decisions. Societal changes 

are effected by the education of the people raising consciousness to one’s reality and the 

potential if one chooses to make purposeful decisions that can emancipate individuals 

from their initial state or class. O’Sullivan’s view aligns most with that of Drago- 

Severson believing that the transformations is largely an internal process that relates to 

our very being. These internal guides therefore lend to the rational and the constructive 

processes of transformation the path for adult learning.

Theoretical Frameworks: Constructivism 

In the constructivist point of view, children are part of the educational process. 

They actively work to be active learners within their environment. In his book, The 

Process o f Education, Jerome S. Bruner (1960) asks the question being discussed by 

American “specialists: What shall we teach and to what end?” He goes on to discuss the
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many prevailing theories and writing what must have seemed a revelation that learning 

can result under “optimum conditions one can Team how to learn’ and to make 

connections” (Bruner, 1960, p. 6).

Bruner (1960) describes themes for education: structure, readiness, intuition, and 

desire. He discusses the concepts of spiral learning, which is defined as children learning 

concepts at ages appropriate understanding and each experience builds on the previous 

level of understanding and motives for learning listed as “parents and teachers to be 

pleased, one’s contemporaries to be dealt with, one’s sense of mastery to be developed, 

and interests developing, the world opens up” (p. 72). Both spiral learning and motives 

for learning become skeletons for the constructive learning that are incorporated into the 

work of Montessori.

Montessori says it best for herself in her book, Basic Ideas o f Montessori’s 

Educational Theory (1997) with the following two quotes:

A prejudice has found its way into the adult -  the notion that the life of 

the child can be changed or improved only through teaching. This 

prejudice impedes the understanding of the fact that the child constructs 

himself (Montessori & Oswald, 1997, p. 4). One day it is discovered 

that the child is a great worker, who can apply himself to his work with 

concentration, who can leam by himself, teach himself, and who 

possesses discipline within himself (Montessori & Oswald, 1997, p. 6).

It is with these Montessori expressions of learning for children that this work 

mirrors the child’s learning to the teacher or educators transformation. As all educators
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attend college and university classes, there is something more that creates the 

differences in the teacher that evolves. The teacher must continue to develop. I will 

share part of my personal transforming experience in this research.

Summary

This chapter encompassed a vast array of information, ranging from the 

biographical information about Dr. Maria Montessori to the more modem theorists in 

education. Comparisons and contrast were made with the help of many authors and 

writers to provide the facts and evidence. This chapter also provided a glimpse of current 

authors and their work as they use the work of Montessori to set foundation for or expand 

work of their own. This chapter also provided opportunity to examine potential areas for 

future research.

Dear Daddy,

Dr. Montessori was so ahead o f her time. She wrote so many books and had such 

a deep insight into children and learning. In her writing she always focused on the rights 

o f children and how special they were. She talked about the children being with Jesus 

and how special He thought they were, and she said we, as adults, should always 

remember that and treat children accordingly! This is such a powerful message. Then she 

spent lots o f time talking about how teachers and adults must prepare in order to assist a 

child’s learning. She talked about how the children learn on their own from all that is 

around them. She talked about how as adults, we can get in the way o f the child and how 

we must watch and prepare the way for the child more than “teaching” the child in the
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way we are used to. One o f her biggest topics she wrote about was the places we should 

provide, classrooms and homes and outdoor environment, for the children to explore.

Walt and I  have tried so hard to make our school such a place, a place like Dr. 

Montessori described and envisioned. I  wish you could see the place. I  think even Dr. 

Montessori would smile. There is a place that looks like a small living room, sinks for  

preparing food and washing dishes, and pets just like in a real home. There are, o f  

course, all the specially designed didactic materials. We want so badly fo r  this to be a 

place o f  learning and fun for the children we serve. I  know you are looking down and 

smiling too!

Miss you lots!

Teresa

<r



CHAPTER 3 

METHODOLOGY

Dear Daddy,

I  feel like I ’m on a road that goes on forever. I  woke up one morning and 

everything I  ever dreamed had come true. Now everyday has new, exciting, and special 

things happen. I ’m not sure how one gets to here but I  have to believe that I  have this one 

thing in common with Dr. Montessori. She woke up one morning a certified, licensed 

doctor, the first in Italy, and from there she became world renowned as an educator, one 

day and one achievement at a time. This is not to say that I  will ever be famous for  

anything, but it is true that ordinary people can do extraordinary things.

In completing my research, meeting, and interviewing all o f these wonderful 

people, I  get to learn more about this life I  have chosen. Opening this school with Walt 

and seeing this "Montessori ” change the lives o f  our teachers, parents, children, and 

community will be life changing! This is a story o f amazing evolution. On top o f all that, 

before 2016 is over, I  will be called Doctor Teresa. Now, that is a story all o f  its own to 

be told!

Love, Teresa
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Introduction

This chapter presents the methodological rationale for this study, including 

descriptions of and rationale for the study’s qualitative bricolage design, participant 

selection, data collection, and data analysis processes. The chapter closes with a summary 

of the methodology for this research. Images in this document are presented in color.

Research Problem and Purpose Overview

Despite numerous Montessori schools operating worldwide, little has been 

documented about how or why school leaders make decisions concerning philosophies 

and specific methodologies for their school. There are few written guides or stories that 

describe grow the connection of one’s belief in the Montessori System of Education 

drives or inspires the opening of new Montessori schools. Consequently, as a Montessori 

school founder, I designed this qualitative study to describe the experiences of three 

individuals, Dr. Elisabeth Caspari, Dr. Feland Meadows, and me (the researcher). The 

goal of this study was to trace our pursuits in opening Montessori schools and to describe 

the ways in which we made curricular and instructional decisions based on our 

educational training, experiences, personal beliefs, Montessori knowledge, and varied 

levels of expert guidance.

Why Qualitative Research?

The choice between quantitative and qualitative research methodologies should be 

determined by the research questions guiding the study (Creswell, 2013; Mertens, 2010). 

This study was designed to examine and describe participants’ perceptions based on their 

personal and shared Montessori experiences. The need for human conversation and
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personal interaction with the researcher, along the desire to include participants’ 

voices in the findings of the study demanded a qualitative methodology rather than a 

quantitative design, which would have been measured by limited variables, surveys, 

and/or or Likert Scales (Creswell, 2013; Mertens, 2010). Joe Kincheloe (1993) states 

“Theorizing is a tentative process of reflection about one’s experience for the purpose of 

becoming an author of that experience” (p. 20). The purpose of this study was to trace 

and examine my own epistemological story, along with a small group of Montessori 

experts who have shared similar experiences. Consequently, a qualitative methodology 

was selected as the most suitable design for this research.

Qualitative research takes many forms, one of which is a critical approach.

Critical researchers and curriculum experts, specifically William F. Pinar, William M. 

Reynolds, Patrick Slattery, and Peter M. Taubman (2008), authors of Understanding 

Curriculum, discuss critical qualitative research as a vehicle for the development of 

curriculum theory and practices. Kincheloe (1991) named five basic assumptions that 

must be met to describe an educational research study as critical research:

1. Critical research will reject the positivist assumption that educational issues 

are technical rather than political or ethical in character.

2. Research must incorporate the perspectives of those involved in school 

practice in the researcher’s interpretation of their educational practices.

3. Critical research always links theory and practice.

4. Critical constructivists researcher seeks to uncover. . .  the phenomenological 

life history of actors in education settings.
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5. Only when we as teachers are able to rescue wisdom from the cult of the 

expert will we control our own professional destinies and release our students 

from the burden of history, (p. 196-198)

This study focused on educational processes, perspectives, philosophies, practices, 

life histories, and the Montessori phenomenon as interpreted by a small group of 

participants. A critical qualitative approach was selected to examine the construction and 

transformation of each participant’s epistemology. This study required the consideration 

of multiple perspectives and relied on a theoretical framework that included multiple 

theories. Consequently, a bricolage design was selected for the study’s methodology. As 

defined by Rogers (2012), “bricolage can be considered a critical, multi-perspectival, 

multi-theoretical and multi-methodological approach to inquiry” (p. 1). A description of 

bricolage and the multiple methodological approaches use in this study are included in 

the following sections.

Introduction to Bricolage 

The specific qualitative methodology used for this study was bricolage 

(Kincheloe, 1991,2001; Kincheloe & Horn, 2007). A bricolage (Kincheloe, 2001) 

is in essence, a combination of methodologies used to produce the best research 

results when no one methodology can accurately and fully explore the research 

question at hand. According to Kincheloe and Steinberg (2005):

Focusing on webs of relationships instead of simply things-in-themselves, 

the bricoleur constructs the object of study in a more complex framework.

In this process, attention is directed toward processes, relationships, and
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interconnections among phenomena. Such analysis leads bricoleurs to 

multiple dimensions of multilogicality. In this context, the article 

generates a variety of important categories in which multiple perspectives 

may be constructed: methodology, theory, interpretation, power relations, 

and narratology. (p. 323)

Kincheloe and Horn (2007) state, “the word ‘bricoleur’ describes a handyman or 

handywoman who makes use of the tools available to complete a task” (p. 38). It is in this 

definition that the term was used in this research as a means of using whatever tool was 

needed to best describe the content found via literature review or through communication 

with participants. The chosen methodology for this study proved to be enlightening in 

regards to my struggle for understanding in my own personal work during the research 

process. This enlightenment came from the idea of “bricoleurs”:

Bricoleurs maintain that this object of inquiry is ontologically 

complex in that it cannot be described as an encapsulated entity.

In this more open view, the object of inquiry is always a part of 

many contexts and processes; it is culturally inscribed and 

historically situated. The complex view of the object of inquiry 

accounts for the historical efforts to interpret its meaning in the 

world and how such effort continue to define its social, cultural, 

political, psychological and educational effects. (Kincheloe &

Steinberg, 2005, p. 24)
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Building on the constructive theoretical and transformative nature of this 

study, shifts in epistemology were embodied and storied using an interpretive narrative 

form, chosen specifically to include the voices of experience by persons who have had 

direct experience with “Montessori” as a choice in education (Kincheloe, 1991, 2001). 

Transformative learning theory, based on the writings of Jack Mezirow, (1990, 1991), 

and Mezirow and Associates (2000) provided the foundation for the researcher’s 

reflective letters, which are presented throughout this dissertation, along with the 

development of semi-structured (Creswell, 2013) questions used during interviews with 

the study’s participants.

Qualitative Methods Chosen for Bricolage 

In his book Qualitative Inquiry and Research Design, Creswell (2013) details 

specific characteristics of five different types of qualitative approaches. For this study, a 

combination of approaches was best suited as a methodology for describing the discovery 

and evolution of participants’ epistemologies. Three qualitative methods were chosen to 

form a bricolage (Kincheloe, 1991, 2001; Kincheloe & Steinberg, 2005; Kincheloe & 

Horn, 2007) design for this research, including narrative, phenomenology, and case study 

(Creswell, 2013). Narrative inquiry (Clandinin & Connelly, 2000) was the vehicle used 

for writing and re-storying participants’ biographies and reflections to make them 

plausible to the reader. Phenomenology (Van Manen, 2007) was used to describe the 

Montessori System of Education and served as the vehicle for describing the “essence” 

(Creswell, 2013, p. 104) of transformational and shared Montessori cultural experiences. 

Case study (Creswell, 2013) was the underlying methodology used to describe the case of



the researcher and the participants within the genealogical lineage for the study. 

Figure 6 and Table 1 describe the qualitative approaches used in this study.

Research Bricolage 
Critical Research

Narrative Research Phenomenology Case Study

i

Figure 11. Qualitative Methods Chosen for Bricolage
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Table 1

Characteristics o f  Three Qualitative Approaches

Characteristics Narrative Inquiry Phenomenology Case Study
Focus

Problems Best 
Suited for 
Design

Discipline
Background

Unit of 
Analysis

Exploring the life of 
an individual

Needing to tell 
stories of individual 
experiences

Drawing from the 
humanities, history, 
anthropology, 
literature, sociology, 
and psychology

Studying one or more 
individuals

Understanding the 
essence of the 
experience

Needing to describe 
the essence of a lived 
phenomenon

Drawing from 
philosophy, 
psychology, and 
education

Studying several 
individuals who have 
shared the experience

In-depth analysis of 
a case or multiple 
cases

Providing deep 
understanding of a 
case or cases

Drawing from 
psychology, law, 
political science, 
and medicine

Studying an event, 
program, activity, 
person, or more 
than one individual

Data
Collection
Forms

Primarily interviews 
and documents

Primarily interviews; 
documents, and 
observations may 
also be considered

Multiple sources, 
such as interviews, 
documents, 
artifacts, and 
observations

Data Analysis 
Strategies

Written Report

Analyzing data for 
stories, “restoryingr 
stories and 
developing themes, 
often using 
chronology

Developing a 
narrative about the 
stories of an 
individual’s life

Analyzing data for 
significant 
statements, meaning 
units, textual and 
structural description, 
and description of the 
“Essence”

Describing the 
“essence” of the 
experience

Analyzing data 
through description 
of the case and 
themes of the case 
as well as cross
case themes

Developing a 
detailed analysis of 
one or more cases

Note. Adapted from Qualitative Inquiry and Research Design: Choosing Among Five 
Approaches (pp. 104-106) by J. W. Creswell, 2013, Thousand Oaks, CA: SAGE Publications, Inc. 
Copyright (2013) by SAGE Publications, Inc.
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Narrative Inquiry

Narrative storytelling via biographical and autobiographical means was used to 

voice (Clandinin & Connelly, 2000) the experiences of Montessori educators and their 

connections to the Montessori philosophical lineage that guided the development and 

establishment of their Montessori schools. The voices (stories) of these individuals were 

captured via individual interviews using the protocol of semi-structured, open-ended 

questions (Creswell, 2013), which allowed the researcher to verify gathered information. 

Data were then analyzed to find themes using the pawing method (Ryan & Bernard, 

2003) and key-words-in-context (Bernard & Ryan, 2010) to triangulate the most 

important ideas from the interviews. Pawing is also called the “ocular scan method” or 

“eyeballing” (Ryan & Bernard, 2003, p. 11) while key-words-in-contexts is a method of 

generating word lists which is done by “identifying all of the unique words in a text and 

then counting the number of times each occurs” (Bernard & Ryan, 2010, p. 65).

My Montessori “genealogical” lineage traveling backwards from me to Dr. Maria 

Montessori described commonalities and differences in the experiences of adult learners. 

Interviews with Dr. Feland Meadows allowed for deeper questioning specifically about 

how he started his Montessori schools and his decision-making processes. Dr. Elizabeth 

Caspari is deceased; consequently, her story was gathered by interviewing several of her 

students who followed in her footsteps, inspired by her dedication to the Montessori 

System of Education. Their stories, along with my story, told in the letters to my father, 

were analyzed and shared with the reader in order to identify and describe 

transformational changes in the epistemologies of the study’s participants.
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Phenomenology

This research describes the essence of the experience of Montessori through the 

eyes of individuals who have lived the phenomenon as described by Creswell (2013) and 

Maxwell (2013). Phenomenology was chosen to partner with narrative in order to accent 

the voices of experience by participants who have had direct experience with the 

Montessori System of Education. Their voices (stories) were captured through semi

structured interviews conducted with these participants in order to investigate the 

defining of Montessori in respect to their personal experiences with the work of Dr. 

Elisabeth Caspari and Dr. Maria Montessori. The search and discovery purpose of this 

process lent strength and credibility to the choice of phenomenology as one the 

appropriate methods for this study. The phenomenology aspect of the study was different 

than the narrative because the narrative describes the individual experiences of 

participants whereas the phenomenological elements emerged as data were collectively 

from the group and examined as shared experiences. Van Manen (2007) explains that a 

“phenomenology is a project driven by fascination,” (p. 11). This statement was at the 

heart of my search to define how Montessori training and experience implicitly changed 

participants’ epistemologies.

Case Study

The use of case study for this research was twofold; first to explore and delineate 

the genealogical lineage between Dr. Maria Montessori and me (the researcher) and 

secondly, to gather information on one specific person within that lineage, Dr. Elisabeth 

Caspari. Because Dr. Elizabeth Caspari is deceased, interviews with the last four
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professionals with whom she lived and worked provide a clear picture of her 

epistemology and how it transformed over time. The small group of participants, who 

were studied for a limited scope of research, defined this project as a case study 

(Creswell, 2013; Mertens, 2010).

Narrative Research and Storytelling 

bell hooks eloquently said, “Coming to voice is not just the act of telling one’s 

experience. It is using that telling strategically -  to come to voice so that you can also 

speak freely about other subjects” (Ritchie & Wilson, 2000, p. 171). The process of 

writing this study became enlightened and reflective work. It brought great opportunity 

to look back and bring forward those pieces of learning that have helped to shape the 

educator that I have become and that I am in the process of yet becoming. This 

realization was affirmed by the writings of Ritchie and Wilson (2000):

Change is made possible and becomes sustainable when teachers gain critical 

perspective on how their identities have been constructed by/in culture and how 

cultural narratives of teaching have shaped their personal and professional 

subjectivities . . .  makes it possible for teachers to revisit and revise the 

hegemonic narratives of teaching and learning that position them as teachers and 

as individuals. In turn, they may more fully understand the social and political 

implications . . .  to become self-reflective and critically literate citizens, (p. 180) 

Writing personal letters was a conscious decision to give the researcher voice and 

to create emotion with the audience. The process of making the life-changing decision to 

start a school was, in fact, an emotional process. The choice to use narrative as part of
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my study’s methodology was influenced in part by the words of Mary Catherine 

Bateson (1994), writer and cultural anthropologist, in her book, Peripheral Visions:

Wherever a story comes from, whether it is a familiar myth or a private memory, 

the retelling exemplifies the making of a connection from one pattern to another: 

a potential translation in which narrative becomes parable and the once upon a 

time comes to stand for some renascent truth, (p. 11)

Decision-making, the task of using all that has been learned, becomes relevant to 

others only when the choices and their meaning can be convened by words. Mary 

Catherine Bateson (1994) likens this process to a “struggle . . .  it remains the elusive 

prerequisite of all thought and learning, always selective and always based on some 

implicit theory of relevance or connection” (p. 101). Clandinin and Connelly (2000) 

describe how the use of the first person “I” for writing personal letters and telling stories 

“grows out of the ambiguous, shifting participant relationships, the “I” who learns by 

seeing and telling stories along the way, and who writes stories of relationship” (p. 9).

In this study, the use of personal letters aided the researcher in defining herself in 

time and place in relationship to her past, as a daughter giving voice to herself within the 

research, as part of the research (Polkinghome, 1976). As David Carr (1985) explains, 

“We are constantly explaining ourselves to others. And finally each of us must count 

himself among his own audience since in explaining ourselves to others we are often 

trying to convince ourselves” (p. 117). This role of the researcher within the research and 

the use of the letters, placed purposely to introduce sections and/or transitions in this 

dissertation, places the reading audience within the frame of reference of the writer,
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allowing them to be part of the thoughts and decision making processes of the 

researcher and the study’s participants. Polkinghome (1976) says, “Narrative 

presupposes and draws on the human competence to understand action. Self identity 

becomes linked to a person’s life story, which connects up the actions into an integrating 

plot” (p. 151). The writing and positioning of this narrative research fully embodied the 

“ways language take(s) up the contingencies of existence . . .  and mold them into a 

meaningfulness that is greater that the meaningfulness they originally hold” 

(Polkinghome, 1976, p. 31).

When contemplating a narrative study about training and experiences in relation 

to one’s philosophy when opening a Montessori school, I looked back to a philosophical 

text, M an’s Search For Meaning, by Viktor E. Frankl (1972). I remembered reading his 

recollections of his time in the concentration camps. The writings are powerful and I have 

remembered them for many years. Frankl (1972) states, “The consciousness of one’s 

inner value is anchored in higher, more spiritual things, and cannot be shaken” (p. 99).

His words seem spiritually reflective of those of Dr. Maria Montessori (1984) as she 

discussed the needs of children; therefore, it seems that research about her work can also 

be considered spiritually (Frankl, 1972), which is another way this study met Kincheloe’s 

(1991) criteria for critical research.

Types of Methodology Previously Used 

The works cited in this study are by no means an exhaustive list of the studies or 

methods used by other researchers to explore various aspects of “Montessori.” They are, 

however, representative of works read to date by the researcher for the purpose of
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examining the methodological choices of other Montessori scholars. Linda 

Gatewood Massey’s (2007) study, Pilgrims and Guides: A Phenomenological Study o f  

Montessori Teacher Guiding and Being Guided by Children in Public Montessori 

Classrooms, was a qualitative study done with a hermeneutic phenomenological 

framework. Massey’s (2007) dissertation was written in a non-traditional format and 

included stories about several teachers’ experiences while teaching as Montessori 

teachers within a public education system. This ethnological study focused on their 

journeys of becoming teachers as well as their current classroom experiences. Other 

methodologies include a historical format completed by Van Aken (2007) and an analysis 

by Campbell (1970) that presented discussions using a narrative type methodology. 

Homberger (1982) also used a qualitative/narrative methodology. Angela K. Murray 

(2008) conducted a quantitative study, Public Perceptions o f Montessori Education, 

which began with an online survey. Her sample consisted of 1,025 participants. Her data 

were analyzed via measures of central tendency such as mean and standard deviations. 

She later conducted bivariate correlations to determine relationships within her data, 

while also including a regression analysis.

Included in this research to explore the many facets of Montessori and its 

influence are numerous books written as biographies and studies. Rita Kramer’s (1976) 

work, along with that of E. M. Standing (1957), provided the basis for the biographical 

narrative portion of the study to specifically explore Dr. Maria Montessori as a person 

and understand the dynamic her personality plays in the culture of Montessori. 

Conjectures were made, based on my research and interpretations in regards to Dr.
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Montessori’s personality and politically/traditionally-held views and how these issues 

were and are important to the phenomenon of “Montessori.”

Research Question

The research question guiding this study is: In what ways does training and 

experience influence that educator’s epistemology during the development and 

establishment of a Montessori school?

Population, Sample, and Participants 

There are an unknown number of people who would qualify for a narrative case 

study like this one based on shared Montessori experiences; however, specific 

participants in the “genealogical” lineage between the researcher and Dr. Maria 

Montessori were purposefully selected (Creswell, 2013) for this study. Due to the 

uniqueness of the lineage being discussed, the participants were specific to me personally 

as I trace the educators directly linking me to Dr. Maria Montessori. There are no 

published books to serve as primary sources so multiple mini-sources were be used to 

document the lives and reflections about the two persons, Dr. Feland Meadows and Dr. 

Elisabeth Caspari, that stand between me and Dr. Maria Montessori. Field notes from 

interviews with Dr. Meadows served as primary sources of data along with interviews 

with Dr. Meadows, Mary Ellen Maunz, Anita Wolberd, and Beverley McGhee about 

their memories of Dr. Caspari and her work. Introductions of these participants follow. A 

photograph taken at the 2014 Montessori Accreditation Council for Teacher Education 

(MACTE) Symposium of me (the researcher) with Meadows, Maunz, Wolberd, and 

McGhee is included in Figure 12.
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Figure 12. Photograph of the Researcher and Study Participants

I was the first participant in this study. My story is interwoven via reflective 

letters to my father to tell him about the turns in my life since his death. Were he alive, 

he would be such an active part of my journey and with this work, he still gets to play a 

vital role. My letters to him provided the personal voice for this research and the 

expression of the work in a more meaningful way. My father was very involved in the 

beginnings of my Montessori journey, and he would certainly be proud of the educator 

that I am and of the educator that I am in the process of becoming as a result of my 

experience with Dr. Feland Meadows and with this research.

The second participant was Dr. Feland Meadows, the Goizueta Endowed Chair at 

Kennesaw State University. He is also the professor coordinating the integration of 

Montessori into the Elementary and Early Childhood Education department there. He was
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a student of Dr. Elisabeth Caspari, and he has opened Montessori schools in the 

United States and in Mexico and has taught all over the world.

I interviewed three other persons who also completed their Montessori training 

with Dr. Elisabeth Caspari. They have each followed the similar career trajectories. Each 

has opened schools and/or formed Montessori organizations and dedicated their lives to 

furthering the Montessori System of Education. The names of the individuals were 

Beverley McGhee, Mary Ellen Maunz, and Anita Wolberd. I offered each participant the 

option of anonymity during the interview process, but each participant chose to use 

his/her real name in this study.

Beverley McGhee is a member of the American Montessori Society (AMS), 

founder of the Alexander Montessori School, and founder and co-director of the 

Montessori Teacher Training Institute in Florida. She previously served as Chair of the 

AMS Teacher Education Council Policy Committee as well as the Secretary of the 

Florida Kindergarten Council. Mary Ellen Maunz has been a Montessorian for more than 

forty years. She is a Master Teacher trained personally by Dr. Elisabeth Caspari. Mary 

Ellen was awarded her Master Teacher Diploma in 1983 and worked with Dr. Caspari 

from 1979 to 2002. Mary Ellen Maunz holds several degrees outside of Montessori. She 

founded and directs the Age of Montessori School and works as a school consultant and 

teacher trainer around the world.

Anita Wolberd is the Co-founder, President, and Director of Training at the 

Caspari Montessori Institute located in Boise, Idaho. Anita is a past Board member of 

the Montessori Accreditation Council for Teacher Education (MACTE). Anita is also a
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Master Montessori trainer and examiner for the Pan American Montessori Society.

Anita was trained by Dr. Caspari and worked with Dr. Caspari for over 20 years.

Data Collection Procedures 

When planning this research, I followed recommendations from Creswell (2013) 

and Mertens (2010) for designing a case study. Table 2 displays the data collection plan 

used for this study.

Table 2

Case Study Data Collection Plan

Data collected Where/how were the 
data collected?

What did the data 
provide?

Research
Methodology

Interviews Phone calls, email,
Go to Meeting web 
conferencing program

Recordings,
Transcriptions

Narrative

Journal Entries At some school 
locations

Field notes, 
jottings, photos

Phenomenology

Follow-up
Interviews

At school sites, off-site 
locations, phone calls, 
email, Go To Meeting 
Interviews

Recordings,
Transcriptions

Narrative

Member Checking Email Corrections to be 
made for accuracy 
of interpretation.

Narrative and 
Phenomenology
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Following data collection, data analysis resulted in a greater understanding of 

the participants’ experiences with Montessori and how those experiences provided 

direction in the participants’ lives. Using the transcripts from interviews and key-words- 

in-context (Bernard & Ryan, 2010), data were analyzed and then verified by member 

checking (Creswell, 2013). A list of questions was created for the initial semi-structured 

interviews. The questionnaire can be found in Appendix C. These questions were starting 

points only, allowing for follow-up questions that were unique for each participant.

Visual Data

Data collected included archival documents representing the process of 

establishing the school, reflective journal documentation of the school establishment 

process with memos connecting this process to Montessori philosophy and curriculum, 

interviews with participants regarding their expertise with Montessori, memos and 

jottings that connected their work to the researcher’s past and present experiences, and an 

autobiographical essay of the researcher’s experiences with Montessori prior to the 

development and establishment of the school. The researcher’s story is shared through 

letters, a Prologue, an Epilogue, and a picture “scrapbook” of the progress of the school 

during its establishment. Data were analyzed using key-words-in-context (Bernard & 

Ryan, 2010), which in this study involved locating themes that aligned with Montessori 

philosophy in all documents, and chunking the themes into broad categories for meaning.

The primary documentation used for Dr. Elisabeth Caspari was the review of her 

personal training manual, created by her during her training with Maria Montessori in 

India. Dr. Meadows had the original in his possession and permitted access to it for my
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review. Reviewing this document for personal notes provided further opportunity for 

data to be coded into the emerging themes from the interviews. Pictures of the 

renovation process for my school were also included. The photos show the attention to 

detail as described by Dr. Montessori and modeled by Dr. Feland Meadows and Dr. 

Elisabeth Caspari.

Interviews and Conversations 

Interviews with Dr. Feland Meadows, Mary Ellen Maunz, Anita Wolberd, and 

Beverley McGhee (as reflections of Dr. Caspari) provided structure to the notion and 

process of becoming a Montessorian. These experiences, as they were coded into 

relevant themes, lent credibility to the depth of commitment and emotion that becomes 

part of the living experience of being a Montessorian and devoting a lifetime to the 

implementation and practices written about by Maria Montessori (1956,1965, 1984).

The field texts were of primary importance in the data collection in working the 

Dr. Meadows. He had ongoing classes in which the researcher had opportunity to gather 

insights and stories through observation about his work in Montessori. Field texts written 

during interviews and observations were used to complete this research. Field texts, 

written by the researcher or the participant, according to Clandinin and Connelly (2000), 

can seem like journaling and not feel like the work will ever relate to anything concrete. 

However, these texts, once analyzed, can illustrate meaningful patterns and be used to 

identify emerging themes. Dr. Meadows was asked to record stories, as the closest living 

person in the researcher’s genealogical line to Dr. Montessori and Dr. Caspari. These
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recordings were triangulated with those stories told by the remaining participants to 

put together a picture of Dr. Caspari’s beliefs and practices in starting Montessori schools.

Data Analysis

Data were analyzed using key-words-in-context (Bernard & Ryan, 2010), which 

in this study involved locating themes in all documents that aligned with Montessori 

philosophy, and then chunking the themes into broad categories to analyze for meaning.

Member Checking

The choice of a using qualitative data versus quantitative data could create a 

higher risk of researcher bias. In order to reduce bias, the researcher used member 

checking (Mertens, 2010) which involved allowing the participants to review the 

researcher’s interpretations and make any needed adjustments. Member checking and the 

use of triangulation to identify alignment in the data provided opportunities to decrease 

bias during analysis. Use of thick description (Creswell, 2013) aided in communicating 

findings to the reader.

Limitations, Delimitations, and Assumptions

One limitation of this study was the inability to exhaust the possibilities of my 

choices or the choices of other, in defining the reasoning and decisions made in choosing 

Montessori, in starting a school, especially decisions about philosophy and pedagogy. 

Another limitation was the choice to not focus, in lengthy detail, on specific philosophies 

involved in the numerous interpretations of Montessori implementation, nor the many 

training methods for teacher education. Each of these concepts has a direct bearing on the 

definition of “Montessori” for both the practitioners and the students and parents
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involved. The bias major assumptions held by me are that readers mistakenly believe 

they already understand the meanings implied by the name Montessori. This could be 

seen as a limitation. It is also difficult to see how others can view all Montessori schools 

as the same, rather than the result of the school designer’s particular and individual 

interpretation of Montessori. Part of the difficulty in researching Montessori is 

specifically the indeterminable line between the person of Maria Montessori and the 

Montessori System of Education that evolved as a result of her work and research.

The scope of this research was that of a small number of participants. It provided 

insight into the stories of the participants who each share some of the same life changing 

experiences. Each participant also had unique experiences to add that increased my 

understanding of how training and experiences affect one’s philosophy as one starts a 

modern-day Montessori school.

As the review of literature for this study was completed, the search for elusive and 

definitive definitions of terms such as theory, philosophy, pedagogy, and curriculum 

became more of an attempt to combine the wisdom of theorists and educators of the past. 

Pinar (2012) states, “Allegory demands both detachment and intimacy in its 

transfiguration of lived experience into educational experience” (p. 57). In the review of 

the literature written about Montessori and by Montessori, one can deduce the depth of 

qualitative research done by Montessori as she observed children. As a Montessori 

researcher and practitioner, I attempted to adhere to Pinar’s concept of detachment in 

order to avoid bias, and used both the experiences of experts as well as my personal
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experiences in an intimate manner so as not to corrupt or distort theoretical beliefs in 

regards to the child, the environment, and the development of the teacher.

An additional limitation could be the potential for bias as I, the researcher, was a 

participant as well as an observer, interviewer, and author of this work. There were 

procedures in place such as member checking throughout the data analysis portion of the 

research and a final review by the participants of the study to ensure accuracy in the 

reporting of the findings. During the chapters where the reporting of personal experience 

and interpretations are written, there is no member checking making the inclusion of a 

personal bias part of the potential limitations of this study.

Summary

This chapter overviewed the choice of qualitative research for this study and 

explained the use of bricolage as the methodology as the best method for this study. 

Descriptions of various methodologies that were bridged and used within this study were 

included. Data collection methods were named and discussed. The inclusion of the 

researcher within the research and the limitations of the study were explained as well as 

means for limiting bias. This study sought to describe how the experiences of 

participants in partnership with research literature explained discoveries about the 

connections of lived experiences, personal values and perspectives. Pairing these 

discoveries with my interpretations made the choice of a qualitative bricolage approach a 

suitable methodology to address the study’s research question: In what ways does 

training and experience influence an educator’s epistemology during the development 

and establishment of a Montessori school?



CHAPTER 4 

DATA FINDINGS AND ANALYSIS

Dear Daddy,

I  have had an amazing reminder about the generosity o f  people. As I  have 

conducted my research, people have been willing to share large amounts o f  information, 

many personal stories, and their personal time. I  have always loved to hear people share 

stories. Stories are a much more personal way o f learning about someone. The very 

choice o f stories they tell gives hints about the things that are important to the individual. 

As I  collect data through these conversations and stories, I  am not sure what I  will learn 

but it will be a unique learning experience!

And yes Daddy, Katie and Bennjin’s wedding was beautiful! You would have 

loved being a part o f the tea ceremony and seeing Katie in her Asian dress. The wedding 

incorporated many o f the Asian cultural ceremonies combined with the richness offaith 

in their choice o f a hymn and prayer within the ceremony!

Love you, Teresa

Introduction

Despite numerous Montessori schools operating worldwide, little has been 

documented about how or why school leaders make decisions concerning philosophies 

and specific methodologies for their schools. This study sought to trace the experiences 

of one small group of individuals in our pursuits of opening schools and to describe the 

ways in which we made curricular and instructional decisions based on our Montessori 

training and educational experiences. The qualitative study includes rich description of
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the ways in which our lives were changed and our ways of thinking were transformed as 

a result of Montessori encounters, training, and experiences.

This chapter presents the study’s findings and data analysis processes. In order to 

provide rich description for the reader, the stories of Dr. Elisabeth Caspari and Dr. Feland 

Meadows are presented first in successive narrative sections. Descriptions of the data 

analysis processes follow. Findings are presented before descriptions of analysis so that 

the reader is able to read the study’s findings in narrative form before examining the 

researcher’s interpretations. The chapter closes with a summary of the thematic findings 

gained from data analysis. As a participant in this research, pictures of the renovation 

process for my school and more of my story are included and documented in the 

following chapter.

Research Problem and Purpose Overview 

It was the purpose of this study to tell my story, my journey of adult learning, and 

that of one small group, from Dr. Maria Montessori to Dr. Elisabeth Caspari (Dr. 

Montessori’s student) to Dr. Feland Meadows (Dr. Caspari’s student) to me (the 

researcher, Dr. Meadows’ student), and the work of these individuals. Each has 

influenced my decision to start a Montessori school. This study provides insight into the 

motivations of individuals, who as adults changed the direction of their lives based on 

transformed epistemologies as a result of the legacy left by Dr. Maria Montessori and her 

love of children. This study also documents ways in which the influence of experts in 

addition to the education, training, and experience of a teacher transforms the teacher’s 

epistemology, which made this study relevant in the context of teacher education.
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Research Question

The research question guiding this study is: In what ways does education, training, 

experience, and the influence of experts transform an educator’s epistemology during the 

development and establishment of a Montessori school?

Introduction to Dr. Elisabeth Caspari 

Dr. Elisabeth Caspari is the first person in my personal lineage from Dr. 

Montessori. Because she passed away 2002, her life and her influence were documented 

through research documents and interviews with the four people with whom she had the 

closest personal contact for approximately the last forty years of her life. To date, there is 

no biography that documents the life of Elisabeth Caspari. Her life’s work has been 

documented through stories and experiences of shared with others as she traveled on her 

“Montessori Mission.” Therefore, the information for this introduction has largely been 

adapted from an unpublished paper written by Dr. Feland Meadows and used with his 

permission. His information was gleaned through stories told by Elisabeth Caspari and 

her husband Charles over the years that they shared. These same stories were shared with 

many others and therefore the facts can be triangulated for accuracy for the purposes of 

this research. Pieces of data found in other sources and in the stories shared by the case 

study participants for this research are also included. Facts have been cited with specific 

information with as much due diligence as possible. I, as the researcher, claim no 

original findings in the facts about the life of Dr. Elisabeth Caspari. This work was 

completed in order to bring gather information and to shed light on the magnitude of Dr. 

Caspari’s work and her legacy as part of my personal “Montessori Genealogical” heritage.
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This chapter begins as a presentation of data collected by interviewing the persons 

with whom Dr. Elisabeth Caspari worked during the last decades of her life. Because she 

is the only person in my lineage to work with Dr. Montessori personally, and since she 

has passed away, this chapter begins with the collection of stories that allowed me to 

know Dr. Caspari. This chapter also presents information about each of the individual 

participants of this study and their personal relationships with Dr. Caspari, along with 

their descriptions of Dr. Caspari as an educator and person. These stories were collected 

through semi-structured interviews that began with the following questions:

1. How did you meet Dr. Caspari?

2. When did you meet Dr. Caspari?

3. Tell me about your relationship with Dr. Caspari.

4. Describe Dr. Caspari’s interpretation of Montessori.

5. How did her interpretation and beliefs change over the time that you knew 

Dr. Caspari?

Elisabeth Getaz Caspari was bom on September 5, 1899 in Chateau D ’Oex. Her 

birthplace was a small Swiss village high in the Swiss Alps. Elisabeth’s father worked as 

a pharmacist in his own apothecary and also loved to study botany. During her childhood, 

Elizabeth suffered what was called tuberculosis of the foot. This illness caused her lots 

of pains and rendered her unable to walk. She spent fifteen years being unable to walk. 

After many, many attempts to seek a cure, including surgeries, a cure was found. With 

the help of a “Sun Doctor” whose treatments of daily exposed of her foot to the sun and a 

good diet, her bones rejuvenated and Elisabeth again gained the ability to walk.
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During the years of her disability, Elisabeth was given piano lessons because she 

could do this and not be have to walk. Dr. Caspari’s love for music later earned her 

degrees from both the Conservatoire de Montreux and in 1927 the Ecole Normale Institut 

de Musique in Lausanne in Switzerland. Her degrees were the equivalent of a Ph. D. in 

music and pedagogy. Dr. Caspari founded the Institute de Musique de Chataeu-D’Oex, 

where she taught music for fifteen years. She had students from all walks of life 

including some of the crowned royalty in Europe. One of her students, lovingly called 

“Bobo” was crowned King Baudouin of Belguim in 1951. Elisabeth was also the 

organist at her church. This is where she met and married her husband, Charles in 1930. 

As part of Dr. Caspari’s method for teaching music, colors were used to aid in learning to 

play the piano. This method of learning became her hallmark and earned her the 

compliment from Dr. Montessori, “You were a Montessorian before you met me!” This 

was a story that began in 1939 and was retold for the rest of Dr. Caspari’s life.

Dr. Caspari’s Meetings with Dr. Montessori 

Dr. Caspari and her husband Charles traveled to India with Mrs. Elizabeth Gask 

on a religious study tour called Oriental Philosophy and Religions. This tour began in 

1937 where they traveled through Egypt and Ceylon before arriving in Madras. This is 

where the famous initial meeting with Dr. Montessori took place. Dr. Montessori had 

invited Elisabeth to stay and take her Montessori course but because of the tour 

commitments, Elisabeth had to decline. As the tour continued, while in the mountains of 

Tibet, Charles heard over a radio that war had broken out in Europe. It was at this point 

in Anita Wolberd’s interview that she laughed as she shared Elisabeth’s wording, “We
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galloped down the Himalayas to Kashmir.” The Caspari’s found that as British citizens, 

they were unable to leave India. After, gifts from others, monies for travel, lodging, and 

yes, the Montessori course were provided and a new page in Caspari history began.

Elisabeth Caspari, “The Montessori Gypsy” Comes to America 

In 1947, after the war ended, Elisabeth and Charles settled in Lee’s Summit, 

Missouri. They worked there and eventually opened the first Montessori school begun 

after World War II, the Wee Wisdom Montessori School. One year later she established 

the first Montessori Teacher Education program in America after the war (PAMS, 2013). 

The Caspari’s continued to travel for additional personal Montessori training and to train 

other Montessori teachers. Dr. Caspari worked with Montessori teachers and children for 

more that sixty years. Dr. Caspari’s motto was “Love is the Key!” These words are 

repeated by many of her students today. Dr. Caspari continued her personal mission to 

spread Montessori throughout her life, until her death at age 102, on July 11,2002.

While her body left the world that day, her spirit is very much alive and still spreading 

her Montessori mission through the lives and works of the many teachers she trained and 

the children she taught, and the prayers she prayed for the “hope of the children.”

Recognitions Given to Dr. Caspari 

According to the Pan American Montessori Society (PAMS, 2016), in 1994 Dr. 

Caspari was awarded the “Maria Montessori Lifetime Achievement Award” by the 

Montessori Accreditation Council for Teacher Education Montessori Education 

(MACTE). At the National Conference in Miami, Beach, Florida in 1995, Bretta Wise, 

National Director of the American Montessori Society, AMS, awarded Dr. Caspari with
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the “AMS Recognition of Contribution to Montessori Education”. At a celebration for Dr.

thCaspari’s 100 birthday, Patti Tepper-Rasmussen said,

It is your commitment to shaping the future, not passively witnessing it, 

that makes you’re an outstanding citizen of the twenty first century. Your 

genuine love of the uniqueness of each child gives us pause. You have 

said, ‘ The child is the way to the light.’ Thank you for guiding many back 

to the children in such a gentle, respectful spirit. You have been an 

influence to many generations. May your influence be felt by many more.

Dr. Caspari Remembered 

I interviewed four persons who completed their Montessori training with Dr. 

Elisabeth Caspari. They have each followed the similar career trajectories. Each has 

opened schools and/or formed Montessori organizations, dedicating their lives to 

furthering the Montessori System of Education. Anonymity was offered as an option 

during the interview process. Each participant granted permission to use his/her names in 

connection to this research and their stories. The names of the individuals were Beverly 

McGhee, Dr. Feland Meadows, Mary Ellen Maunz, and Anita Wolberd.

Beverley Alexander McGhee about Dr. Elisabeth Caspari

Beverley McGhee was interviewed on January 30,2016. The information about 

her relationship and work with Dr. Caspari is detailed in the following statements.

Before the interview, Beverley provided several documents that also delineated specific 

details. These documents included her written responses to the initial questions for our 

interview, an email to a friend named Laura gathering specific dates, and a timeline that
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Beverley had prepared for Marjorie Lombard, another Montessorian preparing to write 

about Dr. Caspari. Beverley McGhee’s credentials include a BS and M.Ed. from Florida 

State University. She received her Florida Teacher Certification to teach elementary, 

adult, and gifted education. In 1965 Beverley and her husband founded the Alexander 

Montessori School and in 1966, along with Dr. Caspari she became the co-founder of the 

Montessori Teacher Training Institute (MTTI). In 1972 she became a Pan American 

Society Master Montessori Teacher. Beverley was also appointed as the Director of 

Education of the Montessori Association of Florida (McGhee, 2008). Beverley has been 

recognized as a distinguished educator by Florida State Legislature and also by Florida 

State University. She is a member of the Board of Directors of American Montessori 

Society (AMS) and the founder of Alexander Montessori School, the Founder and Co- 

Director of the Montessori Teacher Training Institute in Florida. Her past work has 

included being the Chair of the MACTE Policy Committee and Secretary of the Florida 

Kindergarten Council. Today, the Alexander School has more than 600 students in three 

toddler classes, nine primary classes, eight lower elementary classes, and five Middle 

School Prep classes on four campuses. These classrooms are housed in buildings of their 

own and are spread over four campuses. Beverley and her husband believed so much in 

the Montessori method that they sent their son and daughter-in-law to study with 

Signorina Paolini in Perugia, Italy. This was the teacher chosen by Dr. Montessori as the 

first to teach for her.

Beverley met Dr. Caspari in 1965 when she was invited to hear Dr. Caspari 

lecture on the Montessori Method of Education. Dr. A1 Chaykin, Professor of Psychology,



at the University of Miami invited Beverley to hear the lecture. Dr. Caspari had been 

invited to lecture in Florida because Marvin Cone had plans to introduce this method of 

education to the independent school in Coral Gables, Florida, which served children in 

kindergarten through the twelfth grade. While being intrigued by the words of Dr. 

Caspari, Beverley, also taking great pride in American schools, had been in her own 

words “hooked by her great wisdom and sincerity.” Not wanting to trust the words only, 

Beverley took the opportunity to visit several Montessori Children’s Houses in New York 

and the Whitbey School in Connecticut. Once she had seen with her own eyes, Beverley 

was determined to start a Montessori Children’s House with her husband, Jim, who also 

believed in children enough to support this work. While also sending teachers to 

Bergamo, Italy for training, Beverley and Jim had the fortune to have Dr. Caspari co

found the Montessori Association of Florida in 1966 when Dr. Caspari decided to live in 

Miami Shores, Florida. During her years there, Dr. Caspari also traveled within Florida, 

Mississippi, South Carolina, and Mexico training teachers. After several years, Beverley 

accompanied her as her Assistant, testing her students in their oral exams. Dr. Caspari 

and her husband moved to Hilton Head Island helping yet others to establish schools. 

Beverley gives credit to Dr. Caspari for inspiring the success for her and her family and 

their Montessori legacy. Figure 13 is a photograph shared by Beverly.
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Figure 13. Beverley McGhee and Dr. Caspari

Dr. Feland Meadows About Dr. Elisabeth Caspari

Dr. Feland Meadows’ interview took place on January 8, 2016. Dr. Meadows, 

having started his schools in Mexico, was looking for trainer to train teachers in Mexico 

City. His purpose was to attempt to educate as many of the children living within 86 

different tribes in Mexico. Dr. Meadows stated that these were the “most needy folks and 

I wanted to open schools in all of those villages.” Not finding an AMI trainer with his 

same vision, Dr. Meadows took a flight from Mexico to San Antonio, then to other hubs 

of American Airlines. His first stop was New York where he met with the American 

Montessori Society. In February 1972 Dr. Meadows flew to Toronto and then back to 

California where he was to attend a Global Conference. It was at this conference where 

he was introduced to Mario Montessori and his son (Dr. Maria Montessori’s son and 

grandson). It was there too that Dr. Meadows talked with Rosemary Fleck, an English 

teacher that Beverly McGhee had sent to Bergamo for training. Rosemary recommended 

that Dr. Meadows contact this outstanding person named Dr. Elisabeth Caspari. With a
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phone call, Dr. Meadows introduced himself and asked if she would be interested in 

helping him train teachers in Mexico City. He asked if her could visit with her in Florida 

to discuss it. According to Dr. Meadows, in her “rich, deep voice, a wonderful sweet 

voice”, Dr. Caspari, said, “Oh yes! Please do come!” Dr. Meadows flew to Florida to 

meet Dr. Caspari in her school on 72nd Street. Dr. Meadows reflected about his visit 

there. He stated that he remembers two versions of the story about what happened while 

he was there. One version was about his amazement about all of the language materials. 

He said that they had been classified and organized in a way that he deemed more 

“effectively than I had ever seen in any American School”. He shared the version that Dr. 

Caspari told about “this tall gentleman coming into my school and he would open every 

drawer, he would open every box, and he would say I have to have this in my classroom,

I have to have this in my classroom!” After talking and deliberating on a specific time Dr. 

Caspari agreed to come to Mexico. Dr. Meadows remembered this to occur in June 1973. 

He had recruited Dr. Caspari in order to train teachers for the purpose of opening a school 

to teach the indigenous children in Mexico. Later Dr. Meadows and Dr. Caspari co

founded the Pan American Montessori Society.

Dr. Meadows tracks his “wonderful relationship” with Dr. Caspari from February 

1970 to July 2002, when she passed away at 102 years of age. During those years Dr. 

Meadows says that Dr. Caspari became a “surrogate mother” and that he thought she saw 

him as the “son that she and Charlie never had.” He also states that she was the “most 

dedicated disciple of Montessori that he had ever met”. When talking about Dr. Caspari 

as a Montessorian, Dr. Meadows described Dr. Caspari’s experience and training with Dr.
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Montessori in India in 1939 and 1940. Dr. Caspari, after her training, spent evenings 

with Dr. Montessori as a friend and discussing the children in the school there in India. 

After the war, Dr. Caspari went on to Italy to study Montessori with Doctoressa Giuliana 

Sorge in Lake Como. Dr. Sorge had continued to work with Seguin’s materials and 

expanded it “enormously” within the realm of Montessori.

During the years Dr. Caspari worked with Dr. Meadows, Dr. Meadows completed 

his training, trained others, completed an internship and co-founded the Pan American 

Montessori Society. Even though he saw her as the Montessori expert, Dr. Meadows 

states that Dr. Caspari was able to recognize excellence in others and was willing to make 

adjustments to presentations when she saw that the adjustment would benefit the children. 

He also stated that this was distinct characteristic especially for her age as she was 

already in her 70’s, she was “not set in her ways” but was “willing to consider new ideas.” 

One story shared by Dr. Meadows was about one of his student’s board and beads. When 

the student was counting the ten bars, she picked them up, holding them in her hand (like 

the spindles in the Spindle Box) while she counted. He states that “Elisabeth dug her 

elbow into my rib, as she always did when she was sitting next to me, and she said ‘Oh! 

Oh! Look at that! Putting it in her hand, that’s much better, let’s adopt it!” Another 

example was when she saw a student presenting the Number Rods from the left side of 

the student. Those were two examples of her willingness to change.

Dr. Meadows said that Dr. Caspari and Charlie would talk about their time with 

Dr. Montessori, sitting and discussing the children in Lena’s classroom. During these 

discussion Dr. Caspari stated that Dr. Montessori got ideas about her work and that
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sometimes Charles, being a draftsman, would make drawings for Dr. Montessori. These 

years were also when Mario was working with his mother on the elementary materials. 

Charlie Caspari helped with these charts.

When describing Dr. Caspari, Dr. Meadows lovingly refers to her as “his teacher,” 

which were the same words he mentioned Dr. Caspari using when talking about Dr. 

Montessori. If sounds as if her sentiment was the same as his when he heard her refer to 

“her teacher.” Dr. Meadows went on to describe Dr. Caspari as being “like a queen” 

expecting others to do just as she directed. This was related to the presentations of the 

Montessori materials. “She had in her mind and knew what she wanted.” Dr. Meadows’ 

example of this was when Dr. Caspari visited his class. She told him that she could see 

that he did “the real thing there” and then she proceeded to change things around! What 

she saw was a school attempting to be as close to the Montessori System of Education as 

possible from the descriptions in her books and the trainings that had been available.

Dr. Meadows stated that Dr. Caspari would emphasize to student teachers that 

they would learn and talk about the development of the children and the transformation of 

the children using the Montessori materials but that they too would “find themselves 

transformed.” This learning influenced Dr. Meadows so that he has a story that he shares 

about a student of a wise man in India. “The student believed that the wise man always 

seemed to know the answers to his questions so he wanted to pull a fast one on the wise 

man, so he caught a butterfly and decided that he would say to his teacher, ‘Is the 

butterfly alive or dead?’ If the man answered that the butterfly was alive, he would squish 

the butterfly and open his hands. If the master said the butterfly was dead, he would open
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his hands and let it fly away. When he was in front of the master asking his questions, 

the master said, ‘Son, the answer is in your hand’ providing a metaphor for the work of a 

student striving to become a Montessori guide.” Figure 14 is a photograph shared by Dr. 

Meadows.

Figure 14. Dr. Caspari and Dr. Meadows

Mary Ellen Maunz about Dr. Elisabeth Caspari

Mary Ellen Maunz, BS, M. Ed., Master Montessori Teacher, and Founder of the 

Age of Montessori Teacher Training Program has been a Montessorian for more than 40 

years. She is a Master Teacher trained personally by Dr. Elisabeth Caspari. Mary Ellen 

was awarded her Master Teacher Diploma in 1983 and worked with Dr. Caspari from 

1979 to 2002. Mary Ellen Maunz holds several degrees outside of Montessori allowing
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her to found and direct the Age of Montessori School. She works as a school consultant 

and teacher trainer around the world. Mary Ellen Maunz was interviewed on January 11, 

2016.

Mary Ellen had taken the AMI Early Childhood training in 1971-72 and the 

Elementary training in 1974-75. Mary Ellen stated that Dr. Caspari offered a “new level 

of sophistication, a new level of deepening my understanding, far beyond what she got in 

her original two years of training.” This impression was only enhanced by the level of 

the personal relationship Mary Ellen had with Dr. Caspari.

Dr. Caspari had been teaching a course in Savannah. Upon invitation, rather than 

driving in the dark, she spent the night in the home of one of her students. While she was 

there, Dr. Caspari saw a brochure advertising Mary Ellen’s school. Dr. Caspari later told 

the story that “she picked up a pen and explained that she had known Dr. Montessori and 

had been a Montessorian for many years.” Mary Ellen got the letter and said she “didn’t 

know whether to believe the letter or not, but decided to call her.” This was early 1979. 

Dr. Caspari answered the phone with her “strong French accent, and I invited her to visit 

our school”. Dr. Caspari’s husband Charles died in 1978. That same year, Dr. Caspari 

accepted Mary Ellen’s invitation and arrived in California on Palm Sunday.

She spent a couple of days in a hotel but then told Mary Ellen, “I want to be with 

the school, I feel the spirit of Montessori here in your school” so she moved to the school. 

After Dr. Caspari’s visit in California, Mary Ellen stated that she wanted to visit Dr. 

Caspari’s school. Mary Ellen spent time with Dr. Caspari in her home in Hilton Head, 

and then she flew Mary Ellen to Florida to see other schools. The decision was made to
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begin a teacher-training program in California on January 6, 1980, the anniversary of the 

opening of Dr. Montessori’s first school.

Mary Ellen described a special start to this relationship of the day Dr. Caspari 

arrived in Los Angeles. When Mary Ellen and her husband arrived at the airport, they 

had “no idea what she looked like. We drove by and saw a woman standing on the 

pavement waiting. I got out of the car and ran up to her and I said, you’re Elisabeth and 

she said you are Mary Ellen and we just hugged each other and it was like this from that 

moment on. She became the grandmother to my three children. She was almost 80 and 

she literally became my best friend.” Mary Ellen said that she felt Dr. Caspari had been 

lonely since her husband of 50 years, Charlie, had passed. They became family. Even 

though they never lived in the same home, they were together on holidays, Christmas Eve, 

Christmas morning, New Year’s Eve, Easter, and they went on family vacations. Dr. 

Caspari lived in an apartment at the school. The apartment was pretty and cared for by 

the teachers of the school. Dr. Caspari stayed with Mary Ellen and her family in 

September of 1979 and stayed until “about 1986.” During that period of time, Mary 

Ellen and Dr. Caspari trained many teachers.

For Dr. Caspari, Montessori became a way of life. Dr. Caspari was “truly a 

student of Montessori. She had read all of Montessori’s books and could tell you what 

page of what book to find certain things. The way Elisabeth always talked about 

Montessori is that it is not a method it is a message. The message is the child and the 

child and it’s relationship to the development of a better humanity of peace.”
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Mary Ellen even relayed a story Dr. Caspari told about an experience with Dr. 

Montessori. There was a mother complaining that her child wouldn’t clean up her room. 

Dr. Montessori said, maybe she could help. “Tell me about your child. Well, said the 

mother, you know she just leaves her stuff all over her room and won’t clean it up. And 

so Dr. Montessori said well, ma’am, how old is your daughter? And the mother said she 

is 17 and Montessori, who was very short, barely 5’ 1’ and she stood up to her full height 

and said Madame, you’re about 14 years too late! Mary Ellen said that it was these 

stories that livened the teaching and made it so real and living for Dr. Meadows, Beverly 

McGhee, and herself!

Upon further questioning, Mary Ellen said that she did see Dr. Caspari’s beliefs 

change over time, but only that her beliefs became much deeper. Dr. Caspari had been 

“very much a student of spiritual teachings, east and west and Dr. Caspari looked for 

parallels between those teachings and Montessori. As she got older, she might change 

one little detail in a presentation but in terms of her understanding I didn’t see it change.

I just saw a deepening and a ripening.” Mary Ellen went on to describe the Dr. Caspari 

she knew as energetic, supportive, and fun loving. She stated that Dr. Caspari had 

“people come to her all the time and she made people walk away feeling better about 

themselves and feeling their potential could be realized. She had an amazing gift, she 

was so happy.”

For Mary Ellen, her personal transformation came as she trained with Dr. Caspari. 

She would go to Dr. Caspari every morning during training, taking the materials for the 

day. Mary Ellen would demonstrate the materials for Dr. Caspari, and get feedback for
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any changes that she needed to make. “Dr. Caspari was a stickler for details.” Dr.

Caspari set the example of preparing the environment, modeling the necessity of a 

beautiful environment, even taking Mary Ellen on trips to Mexico City to purchase 

colored plastics and baskets. She also modeled the telling of stories and their importance 

in training. Figure 15 is a photograph shared by Mary Ellen Maunz.

Mary Ellen shared two particular stories. One was the “Tour of the No- No’s.”

Dr. Caspari had gone to visit a child’s home. When she arrived the four-old opened the 

door and took her by the hand. He walked over to the china cabinet, shook his finger at 

her and said no-no! And then her took her over to the coffee table and said no-no! He 

took her to all of the things that he wasn’t allowed to touch because he loved her so much 

that he wanted to keep her out of trouble. This was one of Dr. Caspari’s examples of how 

important it is for the child to be able to use his hands to learn and to develop his brain.

The second story she shared was about attending a tea in the home of a family 

where there were two mothers. It was an example of how adults can take Montessori’s 

call for freedom to an extreme. Dr. Caspari loved to say, “that common sense is the most 

uncommon sense.” Both mothers had three-four year old children. “One of the boys 

took something and was pounding on the leg of furniture. Madame Caspari just observed 

the interchange between the two mothers. The mother who owned the furniture said to 

the other, ‘you can’t let our child do that! The other mother said no, no you have to let 

him do it. It would be repressing his personality! And the mother who owned the 

furniture said, well, when your child is repressing my furniture, he is repressing my 

personality! Tell him to stop right now!”



169

Figure 15. Mary Ellen Maunz and Dr. Caspari

Anita Wolberd about Dr. Elisabeth Caspari

Anita Wolberd has a BS from Indiana University and a Masters degree from St. 

Catherine University. Before earning her college degrees, Anita earned her Montessori 

credential. Dr. Elisabeth Caspari, who was 84 years old at the time, trained her. Later, 

Anita earned her Pan American Society Master Montessori Teacher credential and has 

also in the past, served as an examiner for the Pan American Montessori Society. Anita, 

along with Dr. Elisabeth Caspari, co-founded the Caspari Montessori Institute. Anita is 

currently the President and Director of Training at the Caspari Montessori Institute, 

which is located in Boise, Idaho. Anita is a past board member of the Montessori 

Accreditation Council for Teacher Education (MACTE) and served a term as Board 

Chair at MACTE. Anita, having worked with Dr. Caspari for over twenty years, credits 

Dr. Caspari with having a life changing influence on her, the Montessori community, and
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most of all the children with whom she worked. Anita’s initial interview was conducted 

on January 4,2016 using Go to Meeting, a web video conferencing program.

Anita first met Dr. Caspari when she was the parent of a child attending a 

Montessori school in California. During October 1981, Dr. Caspari was offering a 

teacher training class and Anita decided to attend. Even though she was a parent, Anita 

participated fully, writing papers and eventually completing the internship in 1985. The 

interest in the internship was motivated by a potential family move and the possibility 

there would be no Montessori school for her children. From the beginning, Dr. Caspari 

took an interest in Anita and told her once she moved and set up her school, that she 

would come and they would train teachers. Dr. Caspari was also giving music lessons to 

Anita’s son. Dr. Caspari told Anita, “ what you do when you start your school is give 

piano lessons after school and you’ll be earning money to pay for your materials.” Anita 

said, “Dr. Caspari was a person who would lay out your life for you!”

Anita and her husband moved to a small community in Billings, Montana. There 

they found a Montessori school where Anita was offered a position but she decided 

instead to open her own little school where she was able to teach her children and the 

children of others. They later moved to a small community in Paradise Valley, Montana 

where Anita taught an elementary class in a local school. During that time, Dr. Caspari 

was visiting a mutual friend in the area and while there decided to stay. Dr. Caspari 

moved in 1992. Dr. Caspari came to Billings with the intent of training teachers (even 

with Anita’s attempts to delay). Finally there was no delaying. Anita began, with Dr. 

Caspari, to make materials to add to the ones she had. Dr. Caspari felt the need to place a
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large order directly with Giuseppe at Gonzaga rather than using a US distributor. The 

material came in a large shipping container. Dr. Caspari was now 94 years old and Anita 

said, “What if something happens and you get sick? I wouldn’t know what to do.” Dr. 

Caspari’s response was, “Dear, I would never leave you in the middle of a course.”

Anita and Dr. Caspari began training in Dr. Caspari’s home. It was winter and 

too difficult for Dr. Caspari to get out. Anita said Dr. Caspari was “clear as a bell.”

Anita would take the materials to Dr. Caspari’s home and practice them under watchful 

eyes until she perfected the presentation. She also was asked by Dr. Caspari to deliver 

the lectures that had been reviewed and approved by Dr. Caspari. By 1996, Anita earned 

her Maser Teacher certificate and she and Dr. Caspari formed the Caspari Montessori 

Institute. From that point on, Anita conducted all of the training. Dr. Caspari attended all 

of the classes until 1999. That was the last year that she attended every class and she was 

99 years old. During all of the last years of class, Dr. Caspari would tell the stories at the 

appropriate points in the training. Anita’s current training includes Dr. Caspari’s stories.

When asked to describe Dr. Caspari, Anita stated that she was 100% focused. Dr. 

Montessori was 100% focused and Dr. Caspari was 100% focused. Anita also used the 

words precision and exactness as she described Dr. Caspari’s work in teaching the 

Montessori courses, the presentations of the lessons, and the expectations for the 

Montessori environment. Dr. Caspari was described as intelligent and amazing as well. 

Dr. Caspari called herself the “Montessori Gypsy.” Anita said, “ Dr. Caspari dedicated 

her life to the Montessori message. She saw it as the hope of the world.” Anita also 

called Dr. Caspari a disciple. She did not see Dr. Caspari sway from her message. She
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was “clear” and that did not change. Dr. Caspar’s mission was to pass on Montessori in 

the way she received it. She was passionate about her work with children. While she did 

see small details to change a few presentations, she tried not to change anything. Dr. 

Caspari presented the course in the way she saw it in Dr. Montessori’s course. So, Anita 

tells her students, “You are receiving the Montessori method and message from 1942 

India.” The only exception was the language. Dr. Montessori provided language 

materials, namely the metal insets, the sandpaper letters, and the movable alphabet but 

there were other materials, specific to the English language that had to be made by 

teachers. Dr. Caspari did develop materials that are still used in Montessori classrooms 

today in addition to those materials developed by Dr. Montessori, which motivate 

children to learn to read and write effectively in English.

As the interview progressed and the topic of teacher training, change, and 

transformation was discussed, Anita said, “We (teachers/adults) are developing ourselves 

and just start to see, as we reflect on ourselves, that bigger picture of how we came to 

understand through experience.” Anita said that her goal had not been to be a teacher 

trainer. “She (Dr. Caspari) decided that was what I was going to do, but then, I felt a 

deeper calling to continue this work. Reflecting on my work, having years of training 

and experience, and having gone through all of the preparing myself, and her preparing 

me, I found that she had supporting my development as a mentor to young women. So 

feeling that calling, it’s just been very fulfilling even though it’s hard work and I come up 

against some real difficulties at times. But, I see people change and see it before my very 

eyes, just as I have changed, I see other people change.”
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Another story Anita felt to be very important to helping me understand Dr.

Caspari follows. One morning Dr. Caspari was making tea, said Anita. “It was just so 

lovely to watch. She was so careful and beautifully handled everything, the teapot, the 

tea, the water, everything. And I was just watching her and I said something about 

enjoying watching the way she was making it carefully and watching. She said, “You 

never know when a child may be watching.” “So, I,” said Anita, “figured I was the child 

that was watching!”

Another story Anita shared about Dr. Caspari and her influence was about 

naptime. At our school, after lunch the little ones would take their naps and the older 

ones would go back in the classroom. I (Anita) was on duty and she (De. Caspari) asked 

what I was doing. She was, kind of wanting to visit. I told her I had to go to the nap 

room and she said, “nap room, what’s a nap room?” So I explained and she was horrified. 

She said “Oh no! What you should have are little chaise lounges and when children are 

tired then they rest and then if they fall asleep that’s fine. When they wake up, they go 

back to work.” Anita said, in reflection, that there were so many little things that 

occurred in the school’s day-to-day operation that she had taken for granted but Dr. 

Caspari had always thought of the children first in every detail and thought of them and 

respected them as people. As we closed our interview it became evident that Anita could 

clearly say about Dr. Caspari that they had, over all their years together, become more 

than good friends and that Dr. Caspari had to her, been more than a mentor. Dr. Caspari 

was, for Anita, a true model of a Montessorian. Figure 16 is a photograph shared by 

Anita.
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Figure 16. Anita Wolberd and Dr. Caspari

Summary of the Memories of Dr. Elisabeth Getaz Caspari 

In his written eulogy for Dr. Caspari, Dr. Meadows (2013, personal 

communication) makes the statement that “she was never ready to retire” and that Dr. 

Caspari said, “God did not put me on this planet to rest. He placed me here to work.

And the Lord must still have work for me to do, that’s why I am still here!” In all of the 

research, over and over, Dr. Caspari demonstrated an extreme willpower to live and to 

work. With many of the interviews and conversations, there were references made to the 

work Dr. Caspari had planned to do even given her advancement in age. Anita Wolberd 

talked about it when she and Dr. Caspari discussed training classes and Dr. Caspari told 

her “she would never leave her during a course” and that in fact once when a course was 

coming up Dr. Caspari had been ill and Anita reminded her that she had people counting
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on her. Dr. Caspari’s response was “I’m back” and her health did improve and the course 

sent on. One of the stories relayed by Dr. Meadows was also testament to this willpower. 

Dr. Meadows had gotten a phone call from Anita saying that Dr. Caspari was really sick 

and that she was afraid they were going to lose her. Dr. Meadows asked to speak to Dr. 

Caspari and even though she was too ill to hold the phone, Anita placed the phone beside 

her ear. Here is the remainder of his story:

She said hello and I said hello Elisabeth it’s so nice to talk with you! I’m 

so delighted to hear your voice and I began telling her about everything 

we did in Europe [Dr. Meadows and his wife Joan had just completed a 

trip to Europe at a conference]. And I said we went to the Monte coast 

and had a wonderful time there and then went to Naples and then we 

went to the Island of Capri and had a wonderful time there and then I 

spoke at the opening of the Montessori Peace Conference and the first 

thing I did each time was bring them greetings from you, who are my 

teacher and said that you studied with Sorge. And I just told her about 

everything we had done and how much fun it had been and how 

interesting it was all there. And I told her about this lady at the 

conference that was running the place. Anna Maria Discachero and she 

was listening to the translation of my lecture and put her thumb up to 

show me that she agreed with what I was saying and she was so 

enthusiastic and supportive and we had a wonderful time, and I told 

Elisabeth about that . . .  After we had this long conversation . . .  she said



176

well I need to hang up now but I love you, I love you, I love you, I love 

you, I love you! And she always said it four or five times and I said I - 

love you too Elisabeth. God bless you dear and I’ll be out there in June 

for the exam, so I’ll see you then (this was in May). She said all right,

I’ll see you then and we hung up the phone. Anita told me later on that 

after she hung up the phone, Elisabeth sat up in bed and she said “I ’m 

back” and she remained back until I was there and we had lunch together 

and she was not able to come into the exams but I visited her in her house.

In the next few days she passed away. That was our relationship.

The most fitting way to end this discussion of the life and works of Elisabeth

Caspari is to share a portion of the eulogy, the final prayer shared at her ceremony by Dr.

Meadows (2013, personal communication). This is shared with his permission.

On this blessed day we give you our heartfelt thanks for Elisabeth who,

Believing in the power of endless life, fought the good fight, finished the 

course, and now lives with you. We rejoice in the memory of this dear 

one who for so long has been near and dear to us, a companion of our 

hearts for many days, whose ennobling memory abides with us, a constant 

strength and stay. As we think of Elisabeth Caspari, we realize that Life is 

ever lord of death, and Love can never lose its own. Elisabeth’s example 

helps us to believe that as we are with You, our Loving Father, there is no 

death, and that if we put our trust in You, and live for You, nothing in 

heaven or earth shall have power to separate us from you love. In such a
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faith and by such love, help us, until our faith becomes sight, and we 

behold You face to face, through Jesus Christ our Lord, Amen. (Meadows,

2002; Adapted from an Easter Pray by James Dalton Morrison).

Dr. Feland Meadows: Dr. Caspari’s Student, My Teacher 

Dr. Feland Meadows is the second participant in my genealogical line to Dr. 

Montessori. He was bom on August 23,1929 in Mexico. He was the son of a Baptist 

missionary. During his lifetime, he has and continues to serve educators worldwide. His 

career is so vast it would be impossible to recognize all of his individual works and 

achievements. This is but a mere sample of his life’s Vitae. He has an BS, M. Ed., and a 

Ph. D. He is the appointed Goizueta Endowed Chair at Kennesaw State University. He 

was a student of Dr. Elisabeth Caspari, and he has opened Montessori schools in the 

United States and in Mexico and has taught all over the world. On September 22, 1970, 

Dr. Meadows opened his first Montessori school in Mexico City, Mexico and it was the 

first in the nation. By 1971, his was one of four. The other schools had been started 

together with the Association Montessori Internationale (AMI). Figure 17 is a 

photograph of the researcher and Dr. Meadows at a training workshop in Brazil in 2014.



Figure 17. Dr. Meadows and Teresa Training Teachers in Brazil, July, 2014.

Career Highlights

Dr. Feland Meadows has served as an endowed chair at two Georgia Universities. 

First, he served as the Fuller E. Callaway Endowed Chair and Distinguished Professor of 

Early Childhood Education and Special Programs at Fort Valley State University in 

Central Georgia. There from 1996 -  2003, he designed and offered the very first 

Infant/Toddler and Early Childhood Accredited Teacher Education Programs in the 

United States. In 2004, Dr. Meadows moved to Kennesaw, Georgia to serve as the 

Roberto C. Goizueta Endowed Chair and Distinguished Professor of Early Childhood 

Education.
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Dr. Meadows was a consultant for National Development to three Presidents of 

Mexico. In that position he helped transform early care and learning for the children in 

need in Mexico. He assisted and consulted during a time that “baby parking lots” 

changed into “child development centers” in Mexico. In 1987, the Montessori Early 

Intervention Program to Prevent School Failure was established by Dr. Meadows within 

the Irvine Unified School District. This was completed with a $4.6 million dollar grant 

he secured to care for and educate 200 children who were at risk due to English being 

their second language. They spoke Chinese, Japanese, Korean, Vietnamese, Farsi, or 

Spanish. Dr. Meadows delivered five Keynote Addresses on Bilingual Education at the 

first Montessori Conference sponsored jointly sponsored by the mainland People’s 

Republic of China and the Republic of China on Taiwan in 2010. While in China, Dr. 

Meadows also had the opportunity to lecture to a standing-room only class of Chengdu 

University students. Dr. Meadows is a past President of the College of Humanities in 

Mexico City and a past consultant to five National Universities as a Ford Foundation 

Consultant.

One of the many highlights of his work has been his dedication to training 

teachers wherever possible. He trained Otomi and Nahuatl bilingual teachers in Indian 

villages (under thatched roofs) in order to have first time schools available to Indian 

children. Dr. Meadows has shown leadership in his role of merging Montessori 

education and pubic schools education. In 2000, Dr. Meadows worked with DeKalb 

County School System in Atlanta, GA to convert three public schools into Montessori 

Public Schools. Two of the three are still in operation today.
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Recognition Given to Dr. Feland Meadows

Dr. Meadows was recognized in 1992 at the 25th Anniversary in Managua as 

having been the founder of the Universidad Politecnica of Nicaragua. He was chosen as 

the North American continent educator to speak at the International Conference at 

Chiaravalle Montessori Foundations celebration of the Centenary of Montessori 

Education. While there he was awarded the Comune di Chiaravalle Natale, Maria 

Montessori Medal to show recognition of his work. For the past 45 years, Dr. Meadows 

has worked to educate children and train teachers in seven countries.

Leadership in teacher training is a common trend throughout Dr. Meadows’ career. 

He was one of the founders of the Montessori Accreditation Council for Teacher 

Education (MACTE). He served as a leader in helping to develop the standards and 

criteria for the accreditation of Montessori teacher education. During his work with 

MACTE he served for 17 years and of that time he served as the chairman for six years. 

He was awarded the Wisdom of the Elders on November 30,2012. In 2011, the 

Cambridge Who’s Who recognized Dr. Meadows for his dedication, leadership, and 

excellence in higher education.

Visual Data

Having now learned about Dr. Caspari through those whom she loved and taught, 

there followed the opportunity to examine some of her personal work. The primary 

documentation used for Dr. Elisabeth Caspari were the review copies of several of her 

personal manuals, made and remade by her during her training with Montessori in India 

and in the following years. Reviewing these documents provided further opportunity for
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data that supported emerging themes from interviews. After visually reviewing the

materials, I noted that there were many more similarities than differences in the manuals.

Each manual contains written details of the lessons beginning with the title, a list of

materials, a description of the materials, the purpose of the lessons (directly and

indirectly), step by step presentations, a list of any extensions or additional presentations

or exercises of the material, the typical age for the child to whom the lesson would be

presented, control of error, and language for the lesson. The names for each section vary

slightly and the formatting/font could also be varied. The essentials of the lessons appear

to remain intact from manual to manual.

The manuals used by Dr. Meadows in his training courses, the one in which I was

a participant in 2013 and 2014, and presented with him in Brazil, have been very

consistent with those of Dr. Caspari that I had the opportunity to review. They contain
«

the same basic infrastructure although some of the illustrations are different. Many of his 

students also now include digital photos within their manuals rather than hand drawn 

pictures.

Part of the visual data for Dr. Meadows is the lectures he shared during my 

training with him. One of my favorites is his unpublished lecture Maria Montessori -  

The Morning Star o f  Constructivist Education (Meadows, 2004, personal 

communication). In this lecture he discusses Dr. Montessori’s belief in grouping children 

in the three-year age groups, which is supported by Montessorians worldwide. This 

educational process/ framework “is designed to help teachers learn how to provide a 

prepared learning environment and how to guide and lead children in developmentally
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appropriate ways so that they will want to conduct their own individual learning activities 

with the scientifically designed, self-correcting materials in the prepared environment.” 

This is one among many lectures that Dr. Meadows prepared, like Beverley McGhee, 

Anita Wolberd, and Mary Ellen Maunz as part of their training with their teacher, Dr. 

Elisabeth Caspari. Like these Master teachers, I, too, under the guidance of Dr. Feland 

Meadows, am able to claim my genealogical place in this Montessori lineage.

Data Analysis

Data was analyzed using pawing and key-words-in-context (Bernard & Ryan, 

2010), which in this study involved locating themes in all documents that align with 

Montessori philosophy, then chunking the themes into broad categories for meaning. The 

interview questions and answers were analyzed using common themes and also created 

emergent new themes for consideration and future research.

Interviews, Conversations, Lectures, and Emails

Key-words-in-context analysis (Bernard & Ryan, 2010) revealed a pattern to the 

work of Dr. Caspari throughout her later years. As she moved from area to area, there 

were trends in her training and her work that remained constant while others seemed to 

ebb and flow. The themes that were the most represented concerned her interpersonal 

relationships. With each of the families Dr. Caspari connected, she developed strong 

personal relationships. This was evident from the numbers of times the words “children, 

children, my son/daughter and relationship/ffiend/mentor” occurred. These terms link the 

Montessorians to the students (children and adults) in the Montessori classroom and in 

their lives outside the classroom. Next in frequency were the terms “materials,
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training/train, change/transform, and stories”. These were directly related to the physical 

work of Montessori and the environment with the exception of stories, which make the 

“work” of the setting up of the environment and the training into a very personal context. 

This brings the heart of Dr. Montessori into the practice of Dr. Caspari and then is 

continued into the work of those trained/educated by Dr. Caspari. Table 3 presents the 

frequency of themes identified during analysis of data related to Dr. Caspari.

Table 3. Montessori Themes Identified Connected to Dr. Elisabeth Caspari

Theme Beverly
McGhee

Feland
Meadows

Mary Ellen 
Maunz

Anita
Wolberd

Total

Child/Children/ my son/daughter 29 28 51 77 185
Materials 5 29 9 30 73
Training/train 4 21 16 34 75
Intern/Internship 2 1 2 8 13
Relationship/friend/mentor 2 68 22 18 110
Stories 2 6 11 21 40
Change/transformation/transform 3 19 7 17 46
Total 47 172 118 205 542

The stories were living examples chosen specifically to assist learners in the 

process of seeing the change or transformation that occurred as a result of exposure to the 

Montessori System of Education or the need to be exposed to Montessori System of 

Education. The theme that is least represented within the data is intem/intemship. This 

could be a result of the specific questions asked during the interview or could be 

interpreted to be the result of this aspect being such an inclusive part of the relationships
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and personal time that the words did not appear in the explicit sense but was included 

implicitly within the mentoring and relationships that were relayed in the stories and 

training. This would be an area for further exploration and research.

Non-Montessori Themes Emerging During Data Analysis

The most surprising data that emerged within the interviews was the numbers of 

times that each participant used personal pronouns. The numbers could not be ignored. It 

became apparent that there was a common trend in the personal ties to each other as 

individuals, to the Montessori System of Education, to the children, and to the personal 

responsibility and accountability that each individual holds as a person in the work 

relating to Montessori. Table 4 describes the frequency of personal pronouns used by 

each participant.

Table 4. Using Key Words in Context

Pronouns/Name McGhee Meadows Maunz Wolberd Total
I/my/we/me/our/us 503 426 248 704 1,881
She, her, Dr. Caspari, Dr. Montessori 72 386 210 640 1,308
You/Your, You’re 10 123 82 51 266
Total 585 935 540 1,395 3,455

The training processes implemented by Dr. Caspari were described by her four 

collaborators in very similar ways. Table 5 includes descriptions from each participant.
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Table 5. Training Process of Interviewees by Dr. Elisabeth Caspari

 McGhee
Dr. Caspari taught 
from her manuals. 
Handouts were given 
for each presentation.

  Meadows_____
Dr. Caspari used her 
manuals as a document 
but taught primarily 
from memory. Pages 
that should be used by 
children were also given 
out. The handouts 
became our first 
manuals.

_______Maunz_____
Dr. Caspari used her 
original manuals from 
India. She made 
manuals with her 
husband.

 Wolberd_____
Dr. Caspari used 
lecture notes and her 
curriculum manuals 
illustrated by her 
husband Charles. 
These manuals were 
written in the early 
70’s.

Books:
The Absorbent Mind; 
Maria Montessori:
Her Life and Her 
Work; The Secret o f 
Childhood; The Child 
in the Family; The 
Montessori Method; 
The Discovery o f the 
Child; The Little Me 
and the Great Me: The 
Child in the Church

Books:
Almost all of Dr. 
Montessori’s books: 
Maria Montessori: Her 
Life and Her Work; We 
were required to write a 
“Reader’s Digest” 
version of The Secret o f 
Childhood and The 
Absorbent Mind

Books:
She used her original 
copy of The Secret o f 
Childhood; Maria 
Montessori, Citizen of 
the World; Maria 
Montessori: Her Life 
and Her Work; The 
Discovery o f the Child; 
The Absorbent Mind

Books:
The Discovery o f the 
Child; The Secret o f 
Childhood; The 
Absorbent Mind; 
Maria Montessori: 
Her Life and Her 
Work

Emphasis on the 
“Montessori Mission”, 
a “help to life” and the 
“new teacher.”

A lecture introducing the 
four Avenues 
and stressed that the 
full titles of Avenues 
were: Motor
Development and Refined 
Control of Movement 
through Exercises of 
Practical Life; Sensorial 
Foundations of 
Intellectual Life; The 
Development of 
Language and Literacy 
Skills Through a 
Structured Sequence of 
Activities; The Early 
Preparation of the 
Mathematical Mind

She established the 
course schedule and 
began with lectures.
She told lots of stories. 
Students wrote nine 
papers on key concepts.

Consideration and 
understanding of 
parents
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Table 5 Continued

Wolberd___________
Dr. Caspari had an 
assistant give lectures 
and another give 
presentations.

McGhee Meadows Maunz
The Decalogue of 
Maria Montessori

Observation of the 
children

Most of Dr. Caspari’s lectures 
were given from memory and 
contained many of Dr. 
Montessori quotes. An 
assistant did presentations 
after having met with Dr. 
Caspari for one to two hours 
every evening when she 
supervised her practice.

Dr. Caspari frequently told 
stories about her experiences 
with Dr. Montessori and 
Mario Montessori in India 
during the 4 years she studied 
there.

She never 
presented; she 
always had others 
do the
presentations.

She told many 
stories of specific 
children who taught 
her so many 
features of 
Montessori’s work.

Order, precision, 
exactitude of material 
presentations

Everyday in our 
first course, I spent 
several hours 
presenting to her 
before I would 
present to the 
students. She 
wanted things just 
so.

Care of the materials We completed a whole 
academic year of supervised 
practice teaching before 
taking the Final Oral 
/Practical Exam.

She was always 
spending her own 
money on small 
(and large) items to 
make the 
classrooms more 
beautiful.

Preparation of the 
environment

We were required to write a 
research paper on each of the 
four avenues.

When Caspari 
came, we took 
apart our 
environment, 
repainted our 
shelves in pink for 
practical life, peach 
for sensorial, blue 
for language and 
yellow for math.
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Table 5 Continued

McGhee Meadows Maunz Wolberd
Special attention to 
resect of the details 
Dr. Montessori 
taught, especially the 
Planes of 
Development

Used a chart on the 
Stages of 
Development 
(different than the 
usual Planes of 
Development) that 
Montessori drew in 
her course in India.

Dr. Meadows taught four Co-taught seven
courses a year for four years courses
with Dr. Caspari in Mexico
City and Cuernavaca and
taught a course with her in
Savannah, GA and another in
California. He also
conducted the Final
Oral/Practical Examinations
o f  her students every year in
Hilton Head Island,
Savannah, Calabasas, and 
Montana from 1976 -  2002.

After practicing to 
perfection, I 
presented the lessons 
during training 
classes.

Mary Ellen kept all 
grades, conducted 
interviews, and 
demonstrated 
lessons.

For the first class 
together, Anita spent 
hours in Dr. Caspari’s 
home going over the 
agenda for the classes 
and reviewing the 
lectures Anita 
prepared to give. 
Some were from Dr. 
Caspari’s files and 
others were written 
by Anita. Each lesson 
was practiced with 
Dr. Caspari and 
feedback was given 
to “refine Anita’s 
technique.”

Wrote a 100-page 
thesis to earn 
Master Teacher 
Certification.
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It would be difficult if not impossible to teach exactly the same in every course as 

teachers do make modifications as the needs of their students are known. In each case,

Dr. Caspari used her four manuals. Dr. Caspari created her first manual, in collaboration 

with a Dutch classmate during her training with Dr. Montessori in India in 1939. Years 

later, when she began training teachers in Lee’s Summit, Missouri in 1952, she prepared 

summaries of each of the presentations and Charles, her husband, who was a draftsman, 

prepared line drawings for many of the presentations that she, in turn, shared as handouts 

during her training. Others also contributed drawing over the years so that she finally had 

illustrations for most of her presentations.

After meeting and training with Dr. Montessori in India, Dr. Caspari completely 

changed the course of her career and her passion. She had lived through some very 

difficult times and situations but was a very determine, focused, persistent and happy 

woman. As a result of her life’s experiences and her personality, she has been described 

as a person who conducted herself in a no-nonsense manner. The word “queenly” or 

“like a queen” were used to describe the way that she expected others to do precisely 

what she asked them to do in regard to the preparation and care of the environment for 

the children and in maintaining the purpose and intent of the lessons. These descriptions 

were not meant to reflect a negative connotation in any way, rather it was meant to 

describe that Dr. Caspari protected and respected the learning process of children in the 

Montessori Prepared Environment. Dr. Caspari had trained directly with Dr. Montessori 

and she was driven to keep that learning alive and to share it with as many people as 

possible.



She had clear favorite books for her training; one was of E. M. Standing’s 

biography of Dr. Montessori. The other two were, according to this research data, The 

Secret o f Childhood and The Absorbent Mind. Those who trained with Dr. Caspari, that 

were interviewed for this research, stated that Dr. Caspari delivered her Montessori 

training program the same way that Dr. Montessori had delivered her training in India.

Dr. Montessori had trained assistants to present the materials while she delivered the 

lectures, mentored, and then tested her students and Dr. Caspari did the same. She, 

consciously or unconsciously, created a process for training master teachers. Each of the 

interviewed participants completed their training with Dr. Caspari, worked as an assistant 

with her during many courses, and then slowing began taking over the classes. Each 

wrote papers and took an exam to earn their master teacher status in addition to the many 

courses they taught with Dr. Caspari, under her watchful eye, to perfect their skills with 

the materials and students. A wide variety of words were used to describe Dr. Caspari. 

The person of Dr. Caspari that was revealed appears to be a woman who had a deep and 

abiding love for children. Table 6 includes a summary of the participants’ descriptions of 

Dr. Caspari.
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Table 6. Descriptions of Dr. Elisabeth Caspari
McGhee Meadows Maunz Wolberd

• queenly • surrogate • spiritual • helper
• no non-sense mother understanding • role model
• no compromise • outstanding of Montessori • passionate
• very intelligent • effective • energetic about
• dedicated teacher • supportive Montessori
• very intelligent • willing to • fun-loving • child
• loyal to Dr. consider • ability to make advocate

Montessori differences people feel • directive
• disciplined • willing to good about silent partner
• fair make changes themselves • clear as a bell
• considerate • kindred spirit • family in her head
• great faith in • dedicated • loving about what

God disciple • nature to bring was to be
• inspiring • kind people close done

• gracious • stickler for • natural
• difficult at detail Montessorian

times -  knew • appreciative of • 100%
what she beauty focused
wanted or else • concerned • queenly -

• ability to quote about the insistent on
lone passages aesthetic sense precision
of Dr. • values based • scientist
Montessori’s • heart • heart of a
work • loved me, mother

• like a queen - Montessori, • kind
expected and her life dedicated
subjects to do • Montessori
her biddings gypsy

• task master at • On a mission
times to spread

• passionate Montessori to
about the world ad
Montessori the hope of

• disciple of the world
Montessori • disciple
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Dr. Caspari saw the Montessori System of Education as Dr. Montessori intended 

it to be seen. She understood it to be the spirit and heart of the learning process, which 

opens up the potential development available to the children who use the materials not 

just as a means of learning for learning’s sake. In her recognition of this, Dr. Caspari 

went so far as to ask Aline Wolfe to write a book about the importance of the “spirit” 

behind the materials in order to facilitate the learning for the child as his guide in assuring 

the appropriate environment for his/her learning and the need for all Montessorians to be 

advocates for the children. This statement is validated by a story conveyed by Anita 

Wolberd during her interview. Anita was scheduled to attend a Montessori conference. 

Dr. Caspari asked Anita to specifically look up a person by the name of Aline Wolfe and 

share her greetings. During the conference, where there were many attendees, Anita did 

as she was asked and found Aline Wolfe, introduced herself, and extended Dr. Caspari’s 

personal greetings. It was in the continued conversation that Anita was told by Aline that 

had it not been for the influence and suggestion from Dr. Caspari she may not have 

written and published her book, Nurturing the Spirit in Non-Sectarian Classrooms. Dr. 

Caspari, because of her dedication to the intent and hope of Dr. Maria Montessori and her 

work, wanted to be sure that this part of Dr. Montessori’s vision was explicit for all to see 

and remember. What an experience to have had happen and have shared.

The descriptions of Dr. Caspari go further to describe her as a disciple of Dr. 

Montessori. Anita Wolberd even stated that when Dr. Caspari was ill, people would 

come to visit and read to Elisabeth, usually from the Bible, which she had studied in
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many languages. But, when she wanted Anita to read to her, her choice of books was 

always the works of Dr. Montessori.

She was repeatedly said to have been a person on a mission, not failing to talk 

about Dr. Montessori in all of her interactions with others, studying, reading and re

reading the books written by Dr. Montessori, being very precise in her presentation of the 

lessons, and in the modeling of her work in the classrooms with children and in her 

training classes with adults. According to those closest to Dr. Caspari, she had the ability 

to quote long passages from the works of Dr. Montessori and to tell someone the page 

and book for any topic that Dr. Montessori wrote about. By all appearances, Dr. Caspari 

was the embodiment of “ the teacher transformed.” This is meant to emphasize the 

dedication and loyalty of one individual to the work inspired and intended to better the 

world for the children, who were considered as the “hope of the world.” In Dr. Caspari’s 

initial meetings with Dr. Montessori in a story told and retold by Dr. Caspari, Elisabeth 

Caspari was sharing with Dr. Montessori her work with music and her method of 

teaching music to children by color-coding the notes of the scale so that they could 

recognize them more easily. Dr. Montessori’s response was “You were a Montessorian 

before you met me, why don’t you stay and take my course”? Having what was 

described as “a kindred spirit” Elisabeth continued to share her concern for the inner 

child, which coincided with her inner values and her love for others. Elisabeth Caspari, 

according to those who spent the last forty plus years of her life with her, was an innately 

happy person, one who had genuine interest in others and had a talent for inspiring others 

to believe in themselves and to believe in their own personal potential. What a legacy!



193

Member Checking 

After all interviews were complete, transcripts were typed and summaries 

prepared. The summaries were emails to each individual to be checked for accuracy and 

to be sure that I had represented the information shared as it the participants intended to 

be heard. Each participant reviewed the summaries, made additions to make the data 

more clear or to enhance the stories told or to share new information that the interview or 

the summaries triggered more recollections. The summaries were rewritten with the new 

input. After all summaries from each individual were returned and revised, the overall 

summary and biographical information was shared with the group for review. The 

feedback from the summary and biographical information was returned, the information 

was triangulated to again verify the accuracy of the qualitative data gathered and reported.

Explanation for Data on Teresa Turner 

As the third participant in this research within the genealogical lineage from Dr. 

Maria Montessori, pictures of the renovation process for my school and more of my story 

are included and documented in the following chapter. The photos show the attention to 

detail described by Montessori and modeled by Dr. Feland Meadows and Dr. Elisabeth 

Caspari. The attention to detail and making the environment of my school truly 

“Montessori” serves as another source of data for my story.

Summary

The findings of this data analysis using pawing and keywords-in-text as described 

by Bernard and Ryan (2010) identified several themes that could have potentially been 

anticipated. The data also identified themes there were unexpected. These data
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specifically support this work showing that education, training, and experience do help to 

transform the epistemology of an educator. These data also highlight the influence of 

experts or mentors, those whom we continue to seek out as we (teachers) begin our work 

in classrooms and for some of us begin our own Montessori schools. The richness of the 

relationship, ownership, and advocacy for our Montessori backgrounds are profoundly 

represented in this data. Additional data are presented in Chapter Five.



CHAPTER 5

OUR SCHOOL IN RURAL GEORGIA: MONTESSORI JOY LEARNING CENTER 

Dear Daddy,

Our school has become such a wonderful place to be that we use it fo r many 

events and not just for our children’s school day! We celebrate holidays with friends, 

host our movie club dinners, and decorate for Christmas in a big way for our children 

and our community. Decorating has been a pleasure. We have had so much 

encouragement and so many donations. One our great pleasures is always when the kids 

come home. Life is always more exciting as our fam ily continues to grow. After Kyle 

moved to Louisiana for his job, he met Mary and they were married! Wendal and Judy 

were guests o f honor -  Wendal was the officiate! The wedding was beautiful! They held 

the wedding in Nashville to be more convenient to family! You were greatly missed. You 

would have been greatly amused at all o f the dancing -  even Nanny danced with us!

Our school has become so comfortable that it truly is our home away from home! 

We have made choices about the building and its furnishings and even the decisions 

about the smallest details have been made to ensure that it is a place where everyone 

loves to be! Our children are growing and they are happy! What more could we ask for? 

Oh, but wait, we opened two new classrooms! We now have three classrooms. Who 

knows what is next!

Love, Teresa

195
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Introduction

In this chapter our journey to develop and establish a Montessori school is told in 

words and in pictures. The idea to begin a school began many years ago as a joke with 

my friend Carol. It became a reality with my husband, Walt and our many friends and 

family. When I took a job in Anchorage, Alaska in 2009, Walt and I had no idea that we 

were embarking on a journey that would be the spark that set us on fire to develop and 

establish our school, our flame, our mission.

While I taught at a school in Anchorage, Walt was busy riding his bike, writing a 

book, and visiting our school. There was no “fix-it man” so he became that man. He 

would come into the school and my classroom to fix things, put together shelves, move in 

tables and much more. What he saw there changed our lives. He saw children learning, 

happy, and cooperative with each other. He saw learning at higher levels than he had 

seen before. So when we moved back to Georgia in the late summer of 2010, we decided 

there needed to be a Montessori school in Reynolds, Georgia! We arrived home in late 

July. School had already started and so we were not sure if I would get to teach that 

school year so we began to look at properties (we had actually thrown out the idea before 

we left Alaska and had gotten several recommendations). By September, the property 

was purchased! A school was going to be a reality! I did get a position that school year 

and Walt spent the next two years working alone most of the time and with occasional 

part-time help on the renovation of our building. By the third year, 2013, the main 

classroom was done, so I left my job and we began our school with four children. We



197

started classes while Walt continued to work on the remaining part of our building. In 

2015, we opened our infant and toddler rooms. Here is our story.

The Establishment of a Montessori School in Rural Georgia 

School again! Here I go again working, teaching in public school. And I’ve begun 

working on my Ph. D. Some would think I’ve lost my mind. While I’m working, Walt is 

spending his time working on the renovations of our building. It is hard to believe that 

the conversation I had with Carol, jokingly, about starting a Montessori school is about to 

become a reality. After returning to Reynolds from Alaska, Walt and I felt that it was 

time for us to begin our school! Walt and I purchased the building. The building was 

dirty and had lots of cosmetic issues. It was time to take all that I had learned and design 

classrooms within this building. There was a lot of work to do. Walls needed to be 

removed to open up spaces large enough to be classrooms. There was no direction book 

to follow. Even with the research I had done, there was not a guide. The State of 

Georgia had a department called Bright from the Start that was responsible for the 

oversight of all childcare in the state. The beginning recommendations and requirements 

from that department were to attend an initial orientation meeting. This meeting was 

designed to provide basic information about the rules for starting a daycare, which is the 

way our Montessori school would be designated under the State guidelines. This meeting 

provided information about the required square footage for each classroom, diaper 

changing, teacher/child ratios, fire code, and teacher training requirements. They also 

discussed the curriculum choices. Montessori was one of the choices and choosing 

Montessori provided some variances to the described rules because of the recognition of
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the mixed age groupings, the difference in materials, and the difference in teacher 

training. The orientation training also previewed all of the paperwork necessary to be 

completed and mailed into the state before any consultant would visit our school in order 

to approve our school. The application process as it was called was broken into two parts, 

Part A and Part B. Part A contained basic information like definitions of terms, the 

application, and a checklist for what had to be submitted to Bright From the Start to begin 

the process of opening a school. It had to be approved for our process to continue. Part 

B contained all of the remainder of the requirements which included the criminal 

background checks, physical school building requirements, the whole school site 

requirements, our operational plan (parent manual, staff manual, emergency procedures, 

etc.) and a checklist to verify that everything was complete.

Once this was complete, it was a fifty plus page document not counting the 

manuals, and the packet was mailed to Bright from the Start. Once they received the 

packet and confirmed all of the required documents were complete, a phone interview 

was scheduled to review the completed application. Once the completed application and 

the phone interview were complete a date was set up for a consultant to visit our school 

and to evaluate the center. This was the very first time anyone came to look at our 

building and our work! Upon the evaluation of this consultant, our center would be 

granted a license or denied a license. In order for this evaluation to occur, every spoon, 

fork, blanket, toy, nap pad, lesson plan sample, and even food for the refrigerator had to 

be in place. Staff had to be hired with all of our paperwork in order. We were able to 

advertise to pre-enroll children, but we were not able to give a start date until the Bright
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from the Start consultant made the full evaluation. Both parts of our application were 

complete and approved. The following pages provide details of my decision-making 

processes, including photos of the school.

Some of the very early decision making for us as we worked on our building was 

ensuring the safety of the environment. The building was very old. One of the first 

things we did was to send Walt and our friend Gene to a certification program to learn the 

appropriate processes for testing for lead in the paint and how to ensure the safety in the 

remodeling. Both men received their certification and our process began.

There was lots of peeling paint in the building. Someone had painted latex paint 

over enamel paint, which results in peeling. There had also been water leaks that had to 

be repaired. A work control center was set up in one of the rooms and testing began. 

Thankfully, the peeling paint and the samples taken revealed no lead! We did find out 

that the reason children eat paint chips. It was because the only way to tell if the “lead 

additive” had been added to paint was to taste the paint. Painters had to purposely pay to 

have the additive put into the paint and it was often flavored vanilla (not the only flavor) 

so that they could ensure the addition had been made. Thus this added flavor is the 

reason children chew or eat the old unsafe paint.
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Figure 18. Purchase of the Building and Renovations.

Figure 19. Before and After Pictures of the Building Exterior
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This figure shows the exterior of our building in three stages. The first stage 

represents the hospital after its first addition. The hospital was built in the 1940’s. The 

building was originally one third of the building as shown in these three pictures. The 

building was added onto twice. The first time added the section of the building starting 

the buildings exterior, growing in the right direction from the initial building, parallel 

with the street. This remodel included an operating/delivery room and a few patient 

rooms. The top view of the figure above shows the hospital building after the first 

remodel. We have been unable to find a picture showing the initial section of the building 

as a standalone facility. The second addition gave a more modem surgical facility, a new 

nursery of babies delivered there, and more patient rooms. This is represented in the 

second picture view of the building. The third photo shows the building exterior as it is 

today. Some windows were replaced, landscaping was added, and new fencing installed 

to meet the Bright from the Start requirements. The fencing required lots of thought.

The guidelines stated that the fence had to be four feet tall. It had to be made of wood 

without splinters, metal fencing with the screws (bolts to the outside), vinyl fencing with 

no screws or metal mountings where a child could touch them. We opted for a solid six- 

foot vinyl fence. This choice assured privacy for our children as they play. This was 

very important to us because we are located on a city street and felt that the additional 

height was best suited for the safety and privacy of our children.

Decisions about which windows and doors to replace and in what order to do so 

has also been a big part of the decision making process. Education, training, and 

experience all attend to children’s need for natural light versus artificial light. It has been
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very important to have window levels or access where the children also had visual access 

to see outside and interact with the outdoor environment.

Our infant room had a fifteen light door installed so the infants could, from sitting 

on the floor, see outdoors. The large bay of windows, in the sleeping area, was blocked 

to allow for a dark environment to allow for more restful sleep while the play area has 

windows that allow natural light. The ceiling fan light fixture offers a warm light and 

provides a mode to keep air moving so that the air circulates keeping the air temperature 

more level from ceiling to floor.

Figure 20. Our Infant Room

Our toddler room had two windows replaced to provide more energy efficient 

windows. These windows also allow for the option of opening the windows for air 

exchange, inside to out. There were two windows that were replaced with doors, fifteen
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light doors, so that the toddlers could see outside without climbing on stools, as all of the 

windowsills are more than three feet from the floor. These changes have provided a more 

open environment and a favorite place for our children to interact with the outdoors. In 

the toddler room there was also a hole drilled through the exterior wall so that our 

children can lie on the floor and see outside! They can also see the inside of the wall.

This provides a nice conversation starter.

The primary classroom also had significant changes in the lighting and access for 

doors and windows. Two of four windows were replaced to allow more energy efficient 

lighting and also to allow windows that could be opened to allow ventilation as desired. 

One window became a door to allow access to the playground. A porch was built outside 

this door so that there would be a shady place to rest or work. The original entry door has 

been designated a non-entry door and serves as a window to see the train that goes 

through our town several times daily. The decision to make this a non-entry door 

provides a higher level of safety and less distraction for our children. All daily entry and 

departures to our building comes through our reception room where when we first opened 

our classroom door served as our main entry. This improvement is one of our favorites.

The very layout of the building had to be redesigned. Many of the walls had to be 

removed to make the smaller rooms large enough to support the open learning area for 

our Montessori classrooms.
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Figure 21. The Reception Room

The first room to be remodeled was our primary classroom, our beginning, and 

our one room school. This remodel required wall braces to be built and placed 

throughout the space allowing the interior walls to be removed. There were eight 

individual rooms that eventually became one. The original use of the rooms was the 

“new” operating room, recovery room and doctor/nurse labs, and narcotic/drug storage.” 

Large beams and steel posts were installed to secure the new design. One original 

bathroom became the infrastructure for our child-sized kitchen. The original cleaning 

sink became our freestanding art and water sink. Our students can actually see the water 

pipes coming from the floor and the drain as it goes into the floor! The cleaning sink 

became a unique area for various sensory and practical life lessons. The sinks were too 

high and with no way to lower them, a platform was built around them to bring them to 

the appropriate height levels for our three-six year olds to have free access without step- 

stools.
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Figure 22. Our Primary Classroom Began as Eight Rooms

The original tile walls and floors were kept intact wherever possible. Every inch 

of plaster walls, ceilings, and windows had to be scraped and repainted. Every inch of 

floor had to be redone. In the classrooms the floors were remodeled to have both 

carpeted areas (the space was large and loud) to aid in the absorption of echo and hard 

surface to allow for the exercises of practical life where the children would sweep, mop, 

and use the many water lessons during their work time.
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Figure 23. Our Main Hallway

Our toddler room also required walls to be removed. The bathroom was an issue 

in this room. There was a bathroom but Bright from the Start preferred access directly 

into the classroom so we were able to optimize this bathroom for our smaller students. A 

doorway was cut into the under the stairs one toilet bathroom. The one toilet was 

removed and the concrete floor removed with a jackhammer to make way for two toddler 

sized toilets. This work, done by plumbers and workers who were friends and parents 

supported our decision that these were basic requirements for safety and independence 

development removing the obstacle of stools would enhance this large potty training 

process that is very much a part of the toddler learning. Because this is also a place 

where they spend larger amounts of time, this room also needed to be beautiful. We were 

fortunate to have our friend Sissy to paint the walls to look like an underwater 

environment!
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Figure 24. Our Toddler Room

We need playground space for our children. For the primary classroom there was 

a natural and perfect area. There were many ornamental cherry trees that provided a 

wonderfully shady area and a large open area for sunny play! The vinyl fencing was 

installed to secure this area. This area had for fifty years been the shortcut to the post 

office for many of the citizens of Reynolds. Our new use of this area required everyone 

to now use the sidewalks. Today we get lots of remarks about the wonderful sounds of 

children’s laughter emanating from this playground! This process too was very much 

made by using what we knew about child development, child interests, and the 

requirements from Bright from the Start department for licensing. We had to check our 

trees to be certain that they were not on the Georgia Poisonous plant list. The playground 

space is required to be ten square feet per child. Any equipment taller than three feet 

required six inches of fall protection more than six feet around the given piece of 

playground equipment. During our process of developing our playground, we removed 

one tree, trimmed dead limbs from others (an ongoing monitoring process), and we
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shipped in tons and tons of pea gravel! This is one of two playgrounds currently 

available to our children.

Figure 25. Our Playground

Another vital part of being able to open our school was the decision making 

process of how we would feed the children in our care. There were three options 

available from Bright from the Start: cater in the food, have the children bring 

lunchboxes, or cook on site. If the food were to be catered, the catering had to meet very 

specific requirements and the cost was found to be prohibitive. If the parents packed 

lunchboxes, a staff person would be required to open every child’s lunchbox to assure 

that the parent had provided food from every food group, if not, the school would have to 

provide the missing food group. Again, this would have required the salary for a staff 

person and the need to have food from every food group on hand and prepared as needed 

seemed to be cost prohibitive and poor use of staff effort. We decided that providing a
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hot lunch was the most appropriate for our students. We determined the original 

delivery/operating room to be the best location for our kitchen! There were tile walls and 

tile floors. There was access to water and storage. After many hours of cleaning and 

scrubbing, the actual transformation began.

Figure 26. Our Kitchen

Once the infrastructure for the classrooms, the kitchen, the entry, and the 

playgrounds was complete, we were able to focus on the educational details of the 

classrooms. We had to address our hallway and the use of the space. Bright from the 

Start required all doors not used for childcare to be locked at all times. Our building had 

forty doors to be refinished and decisions about locks made.

With the walls, floors, ceilings, windows, halls, and kitchen complete, the 

decisions about the details of the classroom had to be made. These details are very tied to
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the interpretation of Dr. Montessori’s work and to the Montessori society one chooses to 

affiliate with philosophically. There are few schools that are exactly the same just as 

there are few classrooms within other systems that are exactly the same. During the 

MACTE conference in December of 2015, there was a presentation of Montessori 

Essentials (Montessori Public Policy Initiative, 2015) presented that states in part,

an authentic Montessori school will apply the following pedagogical elements . . .

1. Implement the Montessori curriculum which must include:

a. A classroom environment that is compatible with Montessori 

‘prepared environment’ principles.

b. A full compliment of Montessori material for each class and 

age group.

Knowing this from all of my previous education, training, and experience, 

this statement gave me the tool to evaluate my decisions of how my school had 

been designed. While our classrooms are not perfect yet, we had done pretty 

well, for a newly established school. We had purchased 90% of the equipment 

required for our classrooms with the intent to purchase more as we grow. The 

environment was certainly prepared in compatibility with Montessori principles.

Our classroom is designed to be like the one Dr. Montessori described as a home 

designed with all of the conveniences of adults but child sized (1984). We have 

a reading area designed like a den in someone’s home. It is made to be 

comfortable and functional. Our snack/ kitchen area provides all of the 

conveniences for our students to serve themselves snack and to clean up for
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themselves when finished. During lunch it becomes a buffet where again our 

children serve themselves and our cooking table becomes a cleanup area where 

the children wash their dishes and prepare them for sanitizing in the dishwasher 

in the adult kitchen.

Figure 27. Our Classroom

Our shelving is color coded as Dr. Caspari discussed with Dr. Montessori while in 

India. We have made decisions to use child sized accent pieces, like the antique desk my 

parents purchased when I was young. The desk is perfect to hold the insets. We also
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designed shelving for specific Montessori materials to make them more usable for our 

students in the space that we have. Our school and classrooms represent a blend of my 

education, training, and experience.

Dear Daddy,

Our classrooms have been completed and children are enjoying them daily! The 

work at the school has been a community effort. Many o f our family, friends, and parents 

have been key in getting the work done. We have made decisions to name some o f  the 

specific areas to better be able to designate the help we have received. We named the 

toddler room, Tilley’s Toddlers. The infant room has been dedicated to several o f our 

donors and the painting was done by Sissy to show the recognition! It has a very special 

subject, our grandson! Katie and Bennjin allowed us to use him as our model. The 

hallway is tentatively Hall’s Hall! Kyle has waited for this fo r years. The front room 

that we decorate each holiday will be dedicated to Katie and Bennjin. The kitchen is 

“Nanny’s Kitchen ” dedicated to Mrs. Patsy, who cooks for us. The garden will be named 

for mama! The coffee room is Patty’s Peace! The large playground is named after Vicki 

and Cathy for all o f  their work and the toddler playground is named after Nancy and 

Gary -  the “Go Now Playground. ” I ’m certain there will be others and the support for  

our school continues to grow!

Love, Teresa

Summary

The stories told by each of the participants interviewed and summarized in 

Chapter Four along with this personal story of my work based on my education, training,



experience, and influence of my experts, my Montessori genealogical lineage, influenced 

the establishment of our school. There were, as depicted in this chapter, many hours of 

intellectual, physical, and emotional decision-making in the work of opening this school. 

Every attempt has been made to create it as if Dr. Montessori, Dr. Caspari, and Dr. 

Meadows were standing present during the process. It is also hoped that each would have 

been pleased with the result as it is today, alive with children whose inner guide is 

leading them and the guides to help them reach their fullest potential.



CHAPTER 6

BLENDING DATA FROM INTERVIEWS AND EXPERIENCES

Introduction

In this chapter the findings of the interviews with my participants, the member 

checking, and the triangulation from Chapter Four will be blended with my personal story 

as told in Chapter Five. First the blending of the interview will highlight one of the 

unexpected findings about the difference in education and training as it emerged from the 

data. Secondly, the relationships between and among the persons in my Montessori 

genealogical lineage will be discusses, as they have become such a powerful agent in the 

transformation of my epistemology and that of others. Lastly, the concepts of personal 

responsibility and advocacy that have become so evident in the data will be discussed.

When beginning this study, the purpose was to tell the story about my 

“Montessori lineage” using a bricolage methodology and to describe how this journey has 

transformed my epistemology. My story, along with the stories of one small group, detail 

how the journey, from Dr. Maria Montessori to her student, Dr. Elisabeth Caspari to her 

student, Dr. Feland Meadows, to his student, me, the researcher, and how the work of 

these individuals has influenced the decision to start a school. This Montessori 

“genealogical” lineage explores the influences that led each of us in this lineage, to 

establish new Montessori schools of our own and even expand the schools into a life’s

work through the formation of and participation in the Pan American Montessori Society.
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Interview Summaries 

After completing the interviews to find out who Dr. Elisabeth Caspari was, it was 

found that she was a person who found Dr. Montessori and her vision to develop the 

potential in children a worthy mission for the remainder of her life. Dr. Caspari inspired 

a multitude of people as they in turn went out to facilitate the learning of children and for 

many to start schools of their own. Each of the four individuals interviewed in this study 

have done just that, started schools and even more, established teacher training programs 

to follow in the footsteps of Dr. Elisabeth Caspari and Dr. Maria Montessori. The details 

they shared lead to the ability to make several general assumptions supported by the data.

The data first identified were the Montessori related themes. The themes that 

could have, based on the literature review, been anticipated were emphasis on the child, 

Montessori materials, and change or transformation. One might even argue that the use 

of stories could have been anticipated. The unanticipated themes were the ideas of 

training versus education and the importance of relationships of mentors over the actual 

experience of the internship. The words education and training are defined 

byMerriamwebster.com (2016) as:

Education: the action or process of teaching someone especially in a school, 

college, or university; the knowledge, skill, and understanding that you get from 

attending a school, college, or university; a field of study that deals with the 

methods and problems of teaching
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Training: a process by which someone is taught the skills that are needed for an 

art, profession, or job; the process by which an athlete prepares for competition by 

exercising, practicing, etc.

One is left to ask why these words are relevant. The relevance is one of the 

golden nuggets of this research. Montessori training is frequently done within colleges 

and universities but the reference to the “learning” as training gamers further explanation. 

During regular education classes there are many opportunities to discuss philosophy and 

motivations for learning, which are mirrored in Montessori classes. The difference, 

according to this research is the many hours of “sitting at the feet” of a learned mentor to 

examine and leam the presentation of many lessons as the student teacher takes on first 

the role of the child in the demonstrations and then later as the teacher. The role of the 

mentor, with the longer-term relationship, has more time to influence the growth of the 

teacher, resulting in a more holistic transformation in the teachers overall, both 

professionally and personally.

This distinction makes the classroom time more like what is normally called “on 

the job training.” The many hours of required practice with the Montessori materials 

outside the classroom in order to be prepared to demonstrate or present with children also 

differentiates Montessori training from education. This additional time is under the 

guidance of the mentor/instructor or another certified teacher. This time together 

cultivates a relationship with the mentors making the training more personal and 

meaningful. This was demonstrated by the stories told about Dr. Caspari by Beverley 

McGhee, Feland Meadows, Mary Ellen Maunz, and Anita Wolberd. The stories they
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heard from Dr. Caspari were based on Dr. Caspari’s training sitting with Dr. Montessori 

during classes and during the many hours of discussions after school days of work.

These stories carry on the tradition of learning through the experience of others that is 

shared by word of mouth. The proof is then made permanent by the experiences of 

teachers in the classroom of students of their own when similar situations occur and the 

stories are confirmed. This data then makes training as important as education and both 

are made more valuable by personal experience. Another piece of evidence for the 

importance of training in addition to the education is my personal story of continued 

training. Even after completing one Montessori training in the 1980’s, completing both a 

bachelor’s degree in middle grades education and a master’s degree in instructional 

design, I returned to participate in Dr. Meadows’ Pan American Society Training. This 

personal commitment was to be very diligent in the decisions for starting my own school. 

The learning here took on an additional dimension as it was no longer being viewed only 

from the eyes of an instructor but also the eyes of an administrator, future teacher trainer, 

and educator/trainer for the community of parents where my school would be located. 

These additional roles required a more in-depth understanding and implementation.

Further revealed by the interviews was follow through of every individual within 

the study in the set of their own schools. The stories revealed the importance of the 

prepared environment. The environments were emphasized as beautiful. The purposeful 

detail of the Montessori guide was critical. Decisions made by the guide were made with 

the child in mind. In order to be successful in this process, both the processes of 

education and training had to be involved in the transformation of the guide. The guide’s
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understanding of pedagogy and philosophy become evident in the organization and 

management of the prepared environment. The motives for facilitating learning and 

aiding the highest development of potential for the child become evident only in the 

observation of the guide’s interactions with the children. As the mentor, one looks for 

the respect of the child within the prepared environment. The interactions are also 

observed to see if the presentations for the child are given with the exactness modeled by 

Dr. Montessori, described and modeled by Dr. Caspari and again by Dr. Meadows. The 

guide’s faithful attention to details, keep the spirit of the presentations as the utmost 

importance. The demeanor and sensitivity of the teacher to the readiness of the child for 

a new work defines the guide’s skill in observation to what Vygotsky (1978) called 

scaffolding the work for the child so that he is successful and the materials assist the child 

in his own development.

This responsibility is taken very personally as the data again revealed. The use of 

personal pronouns in the description of experiences and training indicate the individual 

desire to adhere to Dr. Montessori’s System of Education. The intense process of 

learning not just the presentation of the Montessori materials but the intended purpose of 

the learning related to the material for the child, the points of interest, which become the 

methods of differentiating the learning for individual child preferences in learning, and 

the materials that guide the child to the present level of learning and which materials will 

further the learning once the present learning is complete. This specific portion of both 

the training and implementation are individualized to every child in the room as opposed 

to the materials scheduled for specific ages of children. This process requires the guide
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to be the keeper of the environment and the advocate for every child when planning the 

environment to be properly designed for all the learners within the class.

Chapter Summary

The training experiences of the entire interview participants and me as the 

researcher, proved to be very similar. Each of the interviewees discussed the use of 

manuals, lectures, and demonstration of lessons in the context of describing training 

specifically. All participants during interviews discussed the emphasis on the 

environment and the driving mission to share this Montessori phenomenon with all of the 

children of the world. During my training, I saw the use of manuals, lectures, and the 

demonstration of lessons. The emphasis of the environment and the transformation of 

teachers was a daily part of the learning. The respect for the materials was evident with 

the care of touch in using the materials. Dr. Meadows’s materials have been used for 

many years and on several continents yet look brand new. This was a living testament to 

the potential for children to use materials as carefully and respectfully as adults! I have 

had the opportunity to sit with Dr. Meadows’ training classes in whole or in part more 

than five times. The consistency of personal responsibility for sharing the training with 

the same enthusiasm and attention to detail remains as original as the first time I attended 

his class. His commitment to his students is never waning as he follows the model of his 

teacher who worked until her death at 102 years of age!



CHAPTER 7 

ELLIPSES OF LEARNING

Dear Daddy,

We are finishing our third school year already! There are still many exciting 

things happening. Our parents have decided that they want us to begin a lower 

elementary! That means we are growing again! We will be rearranging our classrooms. 

We will be creating a new toddler room, moving the primary to the toddler room and the 

primary classroom will be the new elementary class. The mission o f my predecessors 

continues to be an inspiration. The work we are doing is being recognized as a positive 

influence and a welcome alternative to the education o f our children in our town. Valori 

at the newspaper continues to be helpful printing our articles, pictures, and ads. Our 

teachers are very supportive and we are building our school community on the values we 

believed when we began our school!

We are looking forward to many years o f more fulfillment o f our service to the 

development and growth o f our school in order to facility learning for our children. We 

anticipate the opportunity to do even more than we do today! We will keep counting on 

your looking over us and know that all we are doing would meet with your support too! 

All my love,

Teresa
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Introduction

This final chapter summarizes the process of how the influence of experts, in 

addition to the education, training, and experience of a teacher transformed my 

epistemology and influenced the development and establishment of a new Montessori 

school. First, this chapter begins with a restatement of the study’s purpose. Next, it 

restates the research question and then answers the research question. Then, the chapter 

explores the lessons learned, presents recommendations for further research, and 

ends with a summary of this work.

Restatement of the Purpose 

The purpose of this qualitative study was to use a bricolage methodology to tell 

the story of my “Montessori lineage” and how this journey has transformed my 

epistemology. My story, along with the stories of one small group, detailed the 

connections from Dr. Maria Montessori to Dr. Elisabeth Caspari (Dr. Montessori’s 

student) Dr. Feland Meadows (Dr. Caspari’s student) to me (the researcher, Dr.

Meadow’s student) and how the work of these individuals influenced my decision to start 

a school. This Montessori “genealogical” lineage explored the influences that led each of 

the participants of this study, in this lineage, to establish new Montessori schools of their 

own and even expand the schools into a life’s work.

Restatement of the Research Question and Responses to the Questions 

This research focused on answering the following question: In what ways does 

education, training, experience, and the influence of experts transform an educator’s 

epistemology during the development and establishment of a Montessori school? This
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question was important because it has implications about the experiences of adult 

education, the influence of mentors, and the transformational changes in the thinking 

process of adults as they move from their own educational settings to become leaders in 

classrooms with children.

To begin breaking down this question to explain my transformation, I will begin 

with my education. I began my school career as a first grader. Kindergarten was more 

the exception than the rule at in the 1960’s. My school years were uneventful, I always 

made good grades, and was a decent student attempting to do work at a higher standard.

I graduated high school without ever remembering anyone speaking to me directly about 

going to college or financial aid to help me go to college. I had heard it in assembly type 

settings and heard some my friends talking as they made plans for school. College was 

an expectation and not an option for many of them. I graduated in the top ten percent of 

my class and did take the Scholastic Aptitude Test with my class. I applied and began 

attending classes part-time at the local junior college and went to work full time. Over 

the next twenty-one years, I took classes on and off to complete almost two years of 

college and I also took my first Montessori training class, which helped me move into my 

chosen profession of teaching. My early years of college included the basic general 

education classes. In the year 2000,1 began again in earnest to work on completing my 

degree. Twenty-one years older, the classes looked and felt different. I came into the 

classes as a mature adult instead of a young adult. My children were grown and not 

preschoolers. Studying took on a more informed view of the subject matter since I was 

beginning to take methods classes. Having raised two children through the school system,
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I felt that my perspective added to class discussion as a result of my experiences. 

Experiences, I found, have played a vital role in both my commitment to completing my 

studies and to the goals I set for myself after graduation from my classes in higher 

education. It has also taken me sixteen years to complete my bachelors and masters’ 

degree work and now my Ph. D. work is nearing its end. I have also taken a second 

masters level Montessori training during the tenure of my Ph.D. studies. In all of my 

higher educational experiences, just as in my early school years, there were professors 

that showed genuine interest in me as a person and a student and there were those who 

did not. This has had a huge impact on my higher education experience concerning the 

way I feel about the experience and to a large degree my motivation in doing my work.

All of these experiences in my education have left permanent remnants of both 

feeling and opinion that have direct effect on the decisions that I now make as the 

director of our school. I try to treat the adults that work with us, and our parents, the way 

I appreciated being treated. I have more good days than bad I hope but I never wake up 

without that goal in mind. I, through all my education and experience, realize how my 

attitude and behaviors trickle through the community of our school. I attempt to 

emphasize this to the other adults in our prepared environment also because they have the 

same influence in their classrooms. This learning and transformation in my epistemology 

is very tied to the constructive-developmental theory used in this research. Figure 28 

presents a visual representation of my transforming epistemology.



Figure 28. My Transformation

Throughout the process of collecting the data for this study, I found the 

constructive-developmental theory to be very appropriate. During my interviews, it was 

easy to see from the outside looking in, the construction of learning especially as the 

participants described Dr. Caspari and the influence she had on their lives and careers. 

The common factors of training that each participant received in the presence of Dr. 

Caspari mirrored the learning of Dr. Caspari in the presence of Dr. Montessori during 

formal training sessions and in the many hours of practice that has been a common theme 

of the data. These many hours of dedication to practice and mentorship/expert help
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became a trait that I suspect trails throughout the studies of most Montessorians. The 

relationships that evolve create a sense of kindred community that seems to enhance the 

personal accountability and the advocacy of the students in needing to be exact and 

guarding to prepare the best environments possible for our children. This commitment 

drives some to become advocates for the need to spread the System of Montessori 

education by beginning new schools, new training societies, and working in the highest 

of leadership for Montessori in the MACTE levels of leadership and in the states in 

which they live as Montessori is again becoming important in the public school sector. 

These leadership notions and experiences are shared opening during Montessori 

conferences worldwide and the stories, thus far have been similar in all those I have had 

the privilege to attend.
C

So what does this critical research show as a result of critical pedagogy, identified 

in this work as emancipatory learning? It seems to demonstrate this factor consistently 

throughout. During all of the data collection and the verbal and written narratives, each 

participant expressed choice in the when and how they learned about Montessori (with 

some guided influence of mentors/teacher) and the influence this education had on their 

lives and the lives of their family, focusing on mostly their children. The focus on the 

children in Montessori teacher experiences is a common trend as the education of one’s 

own children is often the catalyst in becoming involved in Montessori in the beginning of 

these life choices. This freedom to make choices as adults, mirrors Dr. Montessori’s 

expectations for children in the classroom with one of the major tenets being that the 

classrooms are student-centered and the adult guides facilitate the child’s learning based



226

on his choices and his needs from his inner guide. The result of all these choices is 

emancipatory learning. The freedom to guide one’s own learning and the accountability 

for that learning sets a pattern for lifelong learning and work habits that free individuals 

from the confines of learning only that that is given by the teachers to whom he/she if 

exposed. This is a very liberating process!

Now that the Study is Done . . .  So What?

Because my schooling had a definite and lasting impact on my personal 

philosophy about learning what is left the enormity of the importance of building 

relationships and making others feel important as an individual. The teachers and 

professors that have meant the most are those who didn’t tell me what to think or believe, 

they allowed me the freedom to explore for myself and then asked questions to make me 

think more deeply about the decisions I was making and the results I was seeking in my 

process. This is where I feel so strongly that there are parts of the Montessori philosophy 

that are embedded within me. The freedom to make choices, the realization that I knew I 

could and would success is the reason I have preserved for thirty-one years to accomplish 

what many complete in six-eight years, a bachelors and masters! I didn’t stop there. I 

decided to pursue my Ph.D. It has taken me a little longer than some but that seems to be 

my timeframe. Why then is this important? It is important because the circumstances of 

all my education, training, and experience have not always been only in the institutions of 

higher education. My Montessori training, done twice, was outside these establishments.

I garnered many certifications and professional business trainings along the way. I have 

more planned. All of this is to say that one of my core values is in lifelong learning. I
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didn’t begin my academic career with this in mind but it has become evident that it has 

transformed me to someone who is not satisfied with only knowing what I know. I want 

to know more. This is the constructive-developmental part of my journey. I have made 

conscious decisions to construct for myself a more in depth, richer “way of knowing.”

Not only is it richer for me but it has lead me into paths that now allow me to assist 

others, adults and children, as they too construct new “ways of knowing” especially in the 

world and work of Montessori.

When my husband and I started our school, another part of our story began; we 

wanted to have a place for children to construct knowledge in the way Dr. Montessori 

described in her books. Along the way, I was blessed to have had an advisor, Dr. 

Margaret Morris, who pointed me in the direction of Dr. Feland Meadows. His influence 

transformed my views on Montessori. He opened a whole new world. His Pan- 

American Montessori training transformed my epistemology in such a way that our 

school looks different and facilitates learning differently than it would have had I not met 

him. His influence through is generous allocation of time to teach and tell stories and 

share resources have enriched me personally and then through me, the parents and 

children of our school, and our community are enriched. He has set an example of 

training me as an adult that I now use to train the teachers and inform our parents about 

the philosophy, curriculum, and potential in the Montessori System of Education. While 

this description may sound unique, this research has shown otherwise. My confidence in 

my teacher, Dr. Feland Meadows mirrors the relationship that he and the other 

participants in this study had with their teacher Dr. Caspari. Their stories are my story.
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The phenomenon goes on! Dr. Caspari told the same story about her teacher, Dr. 

Montessori. The influence of experts or mentors has a lifetime effect producing ripples 

for generations! Imagine what would happen if all children could trace back their own 

“learning” genealogy. What if they take up the torch to be that giving spirit or light on 

the path that then shares the spirit of helping to develop each individual to the highest 

potential according to their inner guide as described by Dr. Montessori. Would it then 

really matter what society from which they were trained? This work says it would not.

This work used Drago-Severson’s (2012) model, which is centered on one’s core 

values. Staying true to these values, transforming and searching out new knowledge as 

an adult transforms our epistemology. Our way of knowing can only be as accurate as 

the experiences we have had. I have stated that I have taken a much lengthier path to my 

degrees but of this I am certain. Had I completed anyone of my degrees on the regular 

time schedule, I would not be who I am today. The experiences that I brought to each 

educational experience, even in writing this dissertation, done earlier at a different point 

in time would have rendered very different results. Figure 29 presents a visual 

representation of my possible future paths.
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Where Will I Go From Here?

Teacher Trainer Add an Upper Elementary?

Work in Higher Education?
Add Middle School and Beyond?

Child Advocate!

"Come to the edge.' 'We can’t.
We're afraid.' 'Come to the edge.’ 'We can't.
We will fall!’ 'Come to the edge.' And they came.
And he pushed them. And they flew."

— Christopher Logue (1969, p. 65),
< 4

Figure 29. Contemplations of the Future

Connections to Curriculum and Instruction 

Many connections to curriculum and instruction emerged as a result of this study. 

I have chosen to focus on four. The first is the finding of the profound personal 

ownership for learning and teaching in this Montessori case study. During the data 

analysis portion of the research, using the key-words-in-context, a finding described by 

Bernard and Ryan (2003) called an “interocular percussion test” occurred. This occurs 

when repetitive data literally jumps out at you! The participants used the personal
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pronouns 1,881 times. So the question arises, what would happen if more teachers had 

this level of ownership. It also begs the question, what are the things in day to day 

professional educational practice that negative impact these feelings? If these factors 

could be identified and diagnosed, then solutions to the problems and the retention of 

teacher ownership and joy of teacher could be maintained. The far-reaching impact on 

students would be enormous.

The second and third choices for impact on curriculum and instruction are the 

powerful bearing of long-term mentorship. Within this study, it was clear in every 

interview with participants that the long-term relationship each had with their 

teacher/mentor created a higher level of confidence as they transitioned from education 

and training into the classroom. These experiences were both in the classroom with 

longer field experiences and also in the relationship that formed outside of the classroom 

as they student and teacher developed personal friendships and mutual respect. This 

higher level of competency in the classroom, earlier in a teacher’s career would have 

direct qualitative results for students in our classrooms.

The final choice to discuss is the use of storytelling as an effective mode of 

teaching and learning. Within this research, each participant, including me as the 

researcher, made choices to provide facts using real-life stories to get our points across. 

The power of this method of delivery cannot be denied in the ability of the stories to 

reveal, for this study, some of the very most important data collected! These findings 

have implications that could impact learning for all students in our classrooms. Could it 

be that in our world of high stakes testing and the resulting higher stakes lesson delivery,
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that we have left behind one of the most powerful learning methods, storytelling? It 

would certain be worth exploration.

Blending Results and Potential Benefits for Curriculum and Instruction 

As a result of this study, several implications are relevant to not only teachers 

studying the Montessori System of Education but also teachers in every method of 

education and at all levels of education. The lesson learned about the value of 

relationships in this case study, revealed through the stories of all participants, leads 

credence to the influence of mentors. Strong mentors, over time, clearly influence and 

continue to influence adults for years after the formal educational process ends. The 

stories shared and emphasis placed on important tenants of preparing to facilitate learning 

for children resonate in the minds of the adult professionals. This transforming praxis is 

especially important for teachers leaving formal education and moving into the classroom 

with children. This was true for Dr. Beverley McGhee, Dr. Feland Meadows, Mary Ellen 

Maunz, and Anita Wolberd as they worked with Dr. Caspari for years after their initial 

training. It has true for me as I continue to work with Dr. Meadows as I work to gain my 

master teacher certification in Montessori.

The implications stretch well beyond the world of Montessori into all education 

involving our learning about curriculum and instruction. Our processes of delivering 

information, modeling practices, and coaching must become more focused and spread 

over more of a student’s teacher training if we are to, in fact, transform teachers. The old 

practice of a semester of student teaching is no longer sufficient if the transformation is to 

truly be holistic. The student teacher requires more opportunity to build trusting



232

supportive relationships with mentors who are vested in the success of the student 

teachers with whom they work. The success of changing the experiences not only 

influences the adults with whom we work but also touches the lives of each student, who 

in turn, sits at the feet of the teachers we educate and influence. The power of learning is 

greatly influenced by the way our curriculum and our instruction is modeled and believed 

as more than words on paper but as living testaments before the eyes of our students, 

children and adults alike.

Implications for Future Research 

There are more than a few more opportunities for research as a follow up to this 

work. It would be very illuminating to find out if the experiences of other Montessori 

professions would render the same findings regardless of how their Montessori genealogy 

is traced back. It would also be important to know if professionals in traditional 

education also had similar experiences by having a “teaching/mentoring” lineage that 

they could attribute specifics about their education, experience that support their success 

in their careers. Another possibility for research about Montessori specifically would be 

to find out how many individuals took Montessori training and then decided to start 

schools compared to those individuals who may have started or been in leadership 

positions in a Montessori school and then decided to complete Montessori training. What 

would the similarities and differences of those paths? One of the questions that would be 

important to explore is: what the true impact of storytelling versus the other modes of 

teaching and learning? Following teachers into the classroom to compare and contrast 

the learning of students presented lessons using storytelling in one group while a second
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group is presented the material using current methods would be a very telling measure. I 

would even wonder what the student’s levels of enthusiasm for learning would be within 

this type of study.

Yet another question identified would be: How much more effective are teachers 

entering the classroom from formal education after having a relationship with a mentor 

long term? This could be expanded to compare traditional education with other methods 

of educations, like Montessori. It would be very important to have these results to 

confirm the implications suggested in this study!

Because this study focused and discussed my personal learning secondary 

learning, adult education is a large focus for further study. This work has left me 

wondering about the amount of mentoring/coaching needed across different levels of 

education and types of education. Do adults need more or less mentoring or coaching 

than students entering college right out of high school? What about the amount of 

mentoring/coaching needed for job switchers? Does an educator entering the field at a 

middle school or high school level need more or less mentoring that an educator in 

elementary or birth to five educators? In what ways does the educator’s choice of 

teaching level change his/her needs for those relationships during and throughout their 

career? If specifics were to be identified, would the alarming statistics of teacher 

retention and job satisfaction be impacted? This list of questions could go on and on!

Higher education has for many years graduated large numbers of enthusiastic 

educators prepared to use multiple methods to meet the needs of the diverse learners they 

will meet in their classrooms. Once those educators enter the classrooms, as a researcher,
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I wonder how strong the influences of modeling, by other teachers, really is on these new 

teachers. Does the modeling of teaching within the work environment encourage the new 

teacher to continue to practice her craft as she learned in her education program or does 

the experienced role-model have more influence to bring the teaching methods of the new 

teacher more into line with the role-models experiences and education? The answers to 

these questions would be helpful to administrators and policy makers as they partner new 

teachers with existing staff members. This mindful placement could make or break the 

growth or stagnation of innovation in the most effective methods of teaching and 

learning.

Lastly, for this research, I would be very interesting in knowing more about the 

details of how different educators, Montessori and tradition, go about advocating for the 

rights of children. Would the numbers of advocates be similar? Would their choices of 

activities as an advocate for children be more similar or different? How would child 

advocacy be defined in viewed in different parts of the world? The list of “want to 

know” and the multitudes of means to find a “way of knowing” are endless, but oh so 

exciting!

Summary

The result of my personal transformation is the privilege to serve the children and 

the adults of our community. While our school is still very new, the learning of our 

children is a happy sight to see. They are free to choose their own paths to learning. Our 

parents are happy. They see the difference in child-centered learning and the emphasis 

that is placed on each student individually. I’m happy. I see the growth in the teachers in
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our classrooms. I was asked a very enlightening question about what influenced most my 

transformation. This question caused me to pause to consider the options. The lightning 

bolt was, in my case, the “power of the individual.” The course of our school changed on 

the suggestion of Dr. Margaret Morris for me to interview Dr. Feland Meadows. This 

suggestion lead to my meeting of this man who inspired me to make purposeful decisions 

and changes to the implementation of the Montessori System of Education in our school. 

His enthusiasm for the method and his overwhelming respect for his teacher, Dr. Caspari 

have been foundational to this research and for the work I will do in the future. These are 

only two of the many, many influences that became for me what Mezirow (1990, 1991) 

called “disorienting dilemmas” that sparked thoughts and decisions that changed my life 

and the lives of my family. The one person who has most impacted my transformation is 

my husband, Walt. He has always asked questions and provided insights into our journey 

but has never been overbearing or demanding about obstacles or barriers to our 

accomplishment of the tasks in our establishment and development of our school. I 

search in my mind for the most meaningful way to design our environment to have the 

most authentic and meaning impact for our teachers and students and he makes it happen! 

I know that as people we sometimes fail to see our family as being part of our mentoring 

and coaching relationships (maybe another study!). Together, Walt, our teachers, and I, 

we have explored our individual values to develop our school values so that we are all 

focused on the welfare of our school community. In the end, one day I hope to I join the 

ranks of my teacher, Dr. Meadows and his teacher, Dr. Caspari, as a guide for parents as 

teachers. As Dr. Montessori (1984) said,



A child’s parents [teachers] are not his makers but his guardians. They 

must protect him and have a deep concern for him like one who assumes 

some sacred trust. For their exalted mission, a child’s parents [teachers] 

should purify the love that nature has implanted in their hearts and they 

should strive to understand that this love is the conscious expression of a 

deeper sentiment that should not be contaminated by self-interest or sloth, 

Parents [teachers] should be concerned with the great social question of 

the day, the struggle of the rights of childhood in the world, (p. 215)



EPILOGUE

Dear Daddy,

I  don’t even know where to begin! Everyone is so busy that it is hard to keep up! 

Walt is the new Mayor o f Reynolds! He is extremely concerned and committed to the 

welfare o f  our community. We are now both working, separately and together, in 

different situations to help our community. It is very exciting. My Ph.D. course work has 

been complete for a while now so all that is left is this dissertation. This dissertation 

work has about been the life and death o f me! I  have spent massive amount o f time 

writing and re-writing. There have been advisors/committee member that have been 

VERY helpful.

The end result is that I  look at everything differently, school, work, andfamily! I  

have found that school has become a place where not only are our children learning, but 

the adults are also learning. Last week we had a professional development day and the 

day was hugely successful! The teachers all went to observe in other schools and came 

back to talk about what they had seen. We broke it down into what they saw that they 

really liked, the things they didn’t like, the things we could do to make us better, what do 

we do well, and what are our next steps. We were able to make some changes 

immediately that will make differences for our school community. It was amazing to see 

how the teacher’s insights are changing! Work doesn’t even seem like work anymore.

237
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It has become a way o f life. The children and teachers and parents are building 

relationships and it is exciting!

I  think that most amazing thing is how I  have changed. I  remember being so 

afraid to drive downtown to work that I  became physically sick! Remember? Now I  

travel to other states, alone, and love the chances to see new people and to learn more. I  

drive anywhere I  need to go without fear. I  am more comfortable in my own skin. I  have 

become more than I  ever dreamed. You’dprobably think I ’ve gotten above my raising! 

I ’ve heard you say that before. Then when you used it in a not so good way but now, in 

the end, i f  you could see me now, I  believe that you would have changed your mind. You 

would see that my growth has been a positive influence on others and that there is a 

potential for me to accomplish much more. I  am excited about the future!

I  know that you are looking down and that you know all o f the good things that 

are happening. I  cannot on some days, get past the heartbreak o f your not being part o f  

it all, in body with you thoughts and involvement. There are so many times you could be 

o f help andjust hearing your voice would make a difference. Please know that I  am who 

I  am as a result o f  the belief that you and mama had in me even i f  my path was different 

than the one you would have chosen. Know that you are here and you are a part o f it all! 

Know that I  think about you and what you would say or do. I  miss you! But fo r  today, 

let’s celebrate this work and the wonderful friends I  have made and the wonderful 

opportunities I  have had and guess what. . .  there is more to come!

I  love you!

Teresa
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Dr. Maria Montessori introduced many new terms and concepts to describe 

how children grow and learn. Dr. Annette Haines (2013) developed the following 

glossary of key terms for the Association Montessori International / USA. 

Reprinted with permission.

Written by Annette Haines, Ed.D.

Absorbent mind: A mind able to absorb knowledge quickly and effortlessly. Montessori 
said the child from birth to six years has an “absorbent mind.”

Adaptation: Related to the idea of an absorbent mind (Haines, 1993) is a special power 
of the young child that can be called the power of adaptation. This power is a process 
whereby the young child absorbs the culture of her time and place, taking in all the spirit, 
the customs, the ambitions and attitudes of a society by simply living in that society.

Analysis of movement: A technique used by Montessori teachers. The adult, when 
showing a complex action to a child, breaks it down into its parts and shows one step at a 
time, executing each movement slowly and exactly. The action thus becomes a sequence 
of simple movements and the child has a greater chance of success when “given the 
liberty to make use of them.” (Montessori, 1996, p 108)

Children’s House: The English name for Montessori’s Casa dei Bambini [Italian], A 
place for children from 3-6 years to live and grow. Everything necessary for optimal 
human development is included in a safe and secure environment.

Classification: Sorting. Allocating or distributing according to common characteristics. 
The young child engages in classification activities because the process is essential for 
the construction of the intellect. The Montessori classroom offers many opportunities for 
classification.

Concentration: The act of concentrating. The young child focuses his or her attention on 
aspects of the environment essential for development. From a Montessori perspective,
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concentration is “a consistent activity concentrated on a single work-an exercise on 
some external object, where the movements of the hands are guided by the mind.” (1983, 
p. 149) Deep engagement.

Concrete to abstract: A progression both logical and developmentally appropriate. The 
child is introduced first to a concrete material that embodies an abstract idea such as size 
or color. Given hands-on experience, the child’s mind grasps the idea inherent in the 
material and forms an abstraction. Only as the child develops, is she gradually able to 
comprehend the same idea in symbolic form.

Control of error: A way of providing instant feedback. Every Montessori activity 
provides the child with some way of assessing his own progress. This puts the control in 
the hands of the learner and protects the young child’s self-esteem and self-motivation. 
Control of error is an essential aspect of auto-education.

Coordination of movement: One of the major accomplishments of early childhood. 
Through the child’s own activity, she refines her muscular coordination and consequently 
acquires increasingly higher levels of independent functioning. Because of this 
developmental need, children are drawn to activities which involve movement and 
especially to pastimes which demand a certain level of exactitude and precision.

Creativity/imagination: Imagination involves the forming of a mental concept of what is 
not actually present to the senses. Creativity is a product of the imagination and results 
from the mental recombining of imagined ideas in new and inventive ways. Both are 
dependent mental imaginary formed on through sensorial experience.

Cycle of activity: Little children, when engaged in an activity which interests them, will 
repeat it many times and for no apparent reason, stopping suddenly only when the inner 
need which compelled the child to activity has been satisfied. To allow for the possibility 
of long concentrated work cycles, Montessori advocates a 3-hour uninterrupted work 
period.

Development of the will: The ability to will, or choose to do something with conscious 
intent, develops gradually during the first phase of life and is strengthened through 
practice. The Montessori environment offers many opportunities for the child to choose. 
Willpower, or self-control, results from the many little choices of daily life in a 
Montessori school

Deviations: Behavior commonly seen in children that is the result of some obstacle to 
normal development. Such behavior may be commonly understood as negative (a timid 
child, a destructive child, etc.) or positive (a passive, quiet child). Both positive and 
negative deviations disappear once the child begins to concentrate on a piece of work 
freely chosen.
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Discipline from within: Self-discipline. The discipline in a well-run Montessori 
classroom is not a result of the teacher’s control or of rewards or punishments. It’s source 
comes from within each individual child, who can control his or her own actions and 
make positive choices regarding personal behavior. Self-discipline is directly related to 
development of the will.

Exercises of practical life: One of the four areas of the Montessori prepared 
environment. The exercises of practical life resemble the simple work of life in the home: 
sweeping, dusting, washing dishes, etc. These purposeful activities help the child adapt to 
his new community, learn self-control and begin to see himself as a contributing party of 
the social unit. His intellect grows as he works his hands; his personality becomes 
integrated as body and mind function as a unit.

False fatigue: A phenomenon observed in Children’s Houses around the world-often at 
approximately 10 a.m. The children seem to lose interest in work, their behavior becomes 
disorderly and the noise level rises. It may appear as if the children are tired. However, if 
the directress understands this is simply false fatigue, they will return to work on their 
own and their work will be at an even higher level than before.

Grace and courtesy: An aspect of practical life. Little lessons which demonstrate 
positive social behavior help the young child adapt to life in a group and arm her with 
knowledge of socially acceptable behavior; practical information, useful both in and out 
of school.

Help from periphery: The periphery is that part of the child that comes into contact with 
external reality. The child takes in impressions through the senses and through movement. 
Help from the periphery means presenting objects and activities in such a way so as to 
evoke purposeful movement on the part of the child. “We never give to the eye more than 
we give to the hand.” (Standing, 1957, p. 237)

Human tendencies: A central tenet of Montessori philosophy is that human beings 
exhibit a predisposition towards exploration, orientation, order, abstraction, work, self- 
perfection, communication, and a spiritual life. The tendencies are universal, spanning 
age, culture, and racial barriers; they have existed since the dawn of the species and are 
probably evolutionary in origin. “Montessori stresses the need to serve those special traits 
that have proven to be tendencies of man throughout history.” (Mario Montessori, 1966,
p. 21)

Independence: Not depending on another-“with various shades of meaning.” (OED, p. 
836) Normal development milestones such as weaning, talking, etc. can be seen as a 
series of events which enable the child to achieve increased individuation, autonomy, and 
self-regulation. Throughout the four planes of development, the child and young adult
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continuously seek to become more independent. It’s as if the child says, help me to 
help myself.

Isolation of difficulty: Before giving a presentation, the Montessori teacher analyzes the 
activity she wants to show the child. Procedures or movements that might prove 
troublesome are isolated and taught to the child separately. For example, holding and 
snipping with scissors, simple movement, is shown before cutting curved or zigzag lines; 
folding cloths are shown before table washing, an activity requiring folding. A task 
should neither be so hard that it is overwhelming, nor so easy that it is boring.

Indirect preparation: The way nature has of preparing the intelligence. In every action, 
there is a conscious interest. Through this interest, the mind is being prepared for 
something in the future. For example, a young child will enjoy the putting together of 
various triangular shapes, totally unaware that because of this work his mind will later be 
more accepting of geometry. Also called remote preparation, the deeper educational 
purpose of many Montessori activities is remote in time.

Language appreciation: From the very first days in the Montessori classroom, children 
are given the opportunity to listen to true stories about known subjects, told with great 
expression. Songs, poems, and rhymes are a part of the daily life of the class. The teacher 
models the art of conversation and respectfully listens to her young students. Looking at 
beautiful books with lovely, realistic pictures is also a part of language appreciation.

Learning explosions: Human development is often not slow and steady; acquisitions 
seem to arrive suddenly, almost overnight, and with explosive impact. Such learning 
explosions are the sudden outward manifestation of a long process of internal growth. For 
example, the explosion of spoken language around two years of age is the result of many 
months of inner preparation and mental development.

Mathematical mind: All babies are bom with mathematical minds, that is, they have a 
propensity to learn things which enhance their ability to be exact and orderly, to observe, 
compare, and classify. Humans naturally tend to calculate, measure, reason, abstract, 
imagine, and create. But this vital part of intelligence must be given help and direction 
for it to develop and function. If mathematics is not part of the young child’s experience, 
his subconscious mind will not be accepting of it at a later date.

Maximum effort: Children seem to enjoy difficult work, work which tests their abilities 
and provides a sense of their growing power. They exult in giving their maximum effort. 
For example, a tiny child will stmggle to carry a tray with juice glasses or push a heavy 
wheelbarrow whereas school age children, if allowed to make up their own problems, 
will prefer to sink their teeth into a challenging equation (1+ 2+3+4.. .+10)2 rather than 
drill on 3+5= and 6+2= .
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Memory games: During the 3-6 period, children are building their memory; 
sensorial games provide children an opportunity to strengthen their mental muscles. A 
typical game goes like this; a child picks up a geometric shape from a drawer; lightly 
traces the shape with her fingers and then sets it back on the table. She then must carry 
that shape in her mind as she walks across a room full of distractions and finds its match 
amongst a set of cards at the opposite end of the room. Games like this build visual 
memory, a key component of reading. Similar games can be played in other sensory 
modes: auditory, tactile, etc.

Mixed ages: One of the hallmarks of the Montessori method is that children of mixed 
ages work together in the same class. Age-groupings are based on developmental planes. 
Children from 3 to 6 years of age are together in the Children’s House; 6 to 9-year-olds 
share the lower elementary, and the upper elementary is made up of 9 to 12- year-olds. 
Because the work is individual, children progress at their own pace; there is cooperation 
rather than competition between the ages.

Normalization: If young children are repeatedly able to experience periods of 
spontaneous concentration on a piece of work freely chosen, they will begin to display 
the characteristics of normal development; a love of work, an attachment to reality, and a 
love of silence and working alone. Normalized children are happier children: enthusiastic, 
generous, and helpful to others. They make constructive work choices and their work 
reflects their level of development.

Obedience: Obedience is an act of will and develops gradually, showing itself 
“unexpectedly at the end of a long process of maturation.” (Montessori, 1967, p. 257) 
While the inner development is going on, little children may obey occasionally, but be 
completely unable to obey consistently. As their will develops through the exercise of 
free choice, children begin to have the self-discipline or self-control necessary for 
obedience.

Points of interest: Montessori realized that if children spent too long a time on a 
complex task or failed to master the necessary details, the exercise would cease to interest 
them. Therefore she suggested that points of interest be interspersed throughout each 
activity. These points guide the child toward his or her goal and stimulate repetition and 
interest by offering immediate feedback, or what Montessori called “control of error.”
The child’s performance becomes refined through trial and error, the points of interest 
acting as signposts along the path to success.

Prepared environment: The Montessori classroom is an environment prepared by the 
adult for children. It contains all the essentials for optimal development but nothing 
superfluous. Attributes of a prepared environment include order and reality, beauty and 
simplicity. Everything is child-sized to enhance the children’s independent functioning. A
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trained adult and a large enough group of children of mixed ages make up a vital part 
of the prepared environment.

Presentation: The adult in a Montessori environment does not teach in the traditional 
sense. Rather she shows the child how to use the various objects and then leaves them 
free to explore and experiment. This act of showing is called, a presentation. To be 
effective, it must be done slowly and exactly, step by step, and with a minimum of words.

Psychic embryo: The first three years of life is a period of mental concentration, just as 
the 9 months in utero is a period of physical creation. The brain awaits experience in the 
environment to flesh out the genetic blueprint. Since so much mental development occurs 
after birth, Montessori called the human infant a psychic embryo.

Repetition: The young child’s work is very different from the adult’s. When an adult 
works, he sets out to accomplish some goal and stops working when the object has been 
achieved. A child, however, does not work to accomplish an external goal but rather an 
internal one. Consequently, they will repeat an activity until the inner goal is 
accomplished. The unconscious urge to repeat helps the child to coordinate a movement 
or acquire some ability.

Sensitive periods: Young children experience transient periods of sensibility and are 
intrinsically motivated or urged to activity by specific sensitivities. A child in a sensitive 
period is believed to exhibit spontaneous concentration when engaged in an activity that 
matches a particular sensitivity. For example, children in a sensitive period for order will 
be drawn to activities that involve ordering. They will be observed choosing such 
activities and becoming deeply concentrated, sometimes repeating the activity over and 
over, without external reward or encouragement. Young children are naturally drawn 
towards those specific aspects of the environment which meet their developmental needs.

Sensorial materials: The sensorial materials were created to help young children in the 
process of creating and organizing their intelligence. Each scientifically designed 
material isolates a quality found in the world such as color, size, shape, etc, and this 
isolation focuses the attention on this one aspect. The child, through repeated 
manipulation of these objects, comes to form clear ideas or abstractions. What could not 
be explained by words, the child learns by experience working with the sensorial 
materials.

Simple to complex: A principal used in the sequence of presentations in a Montessori 
classroom. Children are first introduced to a concept or idea in its simplest form. As they 
progress and become capable of making more complex connections, they are eventually 
able to handle information that is less isolated.
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Socialization: “The process by which the individual acquires the knowledge and 
dispositions that enable him to participate as an effective member of a social group and a 
given social order.” (Osterkom, 1980, p. 12) “Optimal social learning takes place when 
the children are at different ages.” (Hellbrugge, 1979, p. 14)

Sound games: Many children know the alphabet but have not analyzed the sounds in 
words nor are they aware that words are made up of separate sounds (phonemic 
awareness). From the age of two (or as soon as the child is speaking fluently) sound 
games can make them aware of the sounds in words. In England, they use the nursery 
game “I Spy.” The sound of the letter and not the letter name is pronounced.

Three hour work cycle: Through years of observation around the world, Montessori 
came to understand that children, when left in freedom, displayed a distinct work cycle 
which was so predictable it could even be graphed. This cycle, with two peaks and one 
valley, lasted approximately three hours. In Montessori schools, children have three hours 
of open, uninterrupted time to choose independent work, become deeply engaged, and 
repeat to their own satisfaction.

Three period lesson: “The famous three period lesson of Sequin” (Standing, 1957, p. 
307) is actually quite simple. The first period is NAMING: “This is thick. This is thin.” 
The second period is recognition: “Give me the thick. Give me the thin.” The third period 
consists of THE PRONUNCIATION OF THE WORD: “What is this?” In three simple 
steps, the entire learning process is brought into play. The three period lesson is used for 
giving language.

Vocabulary enrichment: The young child’s vocabulary increases exponentially in the 
years from 3-6. To feed this natural hunger for words, vocabulary is given: the names of 
biology, geometry, geography, and so forth, can be learned as well as the names of 
qualities found in the sensorial material. The child’s absorbent mind takes in all these 
new words “rapidly and brilliantly.” (Montessori, 1946, p. 10)

Work: From an evolutionary perspective, the long period of childhood exists so children 
can learn and experiment in a relatively pressure-free environment. Most social scientists 
refer to this pressure-free experimentation as play, (e.g., see Groos, 1901) although 
Montessori prefers to call this activity the “work” of childhood. Children certainly are 
serious when engaged in the kind of play that meets developmental needs and, given 
freedom and time, will choose purposeful activities over frivolous make-believe ones.

Writing to reading: In a Montessori environment, children usually begin writing before 
they can read. They are keen to create words with a box of loose letters (the moveable 
alphabet) or write their words with chalk or pencil. About six months later, they begin to 
understand what reading means, and they do so only through associating it with writing. 
(Montessori, 1936/1983, p. 142)
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1870 August 31 - Maria Montessori is bom in Chiaravalle, Anacona, Italy.
1875 Maria moves with her family to Rome (the actual date is in question 

depending on what source you look at; some books state she moved 
when she was 3, 5 or 12)

1882 Maria goes to a boys’ secondary school in order to study mathematics.
1886 Maria graduates from high school and enrolls in a technical school to 

study engineering.
1892 Maria begins her studies in medicine.
1896 July 10-Maria receives her Doctorate of Medicine degree; she is the 

first woman to graduate from the University of Rome’s School of 
Medicine.

September -  Maria serves as a delegate for Italy at the International 
Congress for Women’s Rights in Berlin, Germany; her proposal for 
equal pay for equal work for women is adopted.

Maria is appointed assistant doctor at the Psychiatric Clinic in the 
University of Rome.

1897 Maria lectures on the importance of educating disabled children at a 
national medical congress and at a national teacher’s congress in Turin, 
Italy,

1898 Maria becomes a member of the National League for the Education of 
Retarded Children.

Maria is appointed co-director with Dr. Giuseppe Montesano of the 
State Orthophrenic School (for mentally retarded children) in Rome.

Sometime between 1898 and 1900 Maria gives birth to her out of 
wedlock son Mario.

1899 Maria is a lecturer at the women’s teacher-training college.
1900 Maria attends a feminist congress in London and speaks out against the 

exploitation of child labor.
1901 Maria leaves the Orthophrenic School and returns to the University to 

study psychology and philosophy.
1904 The University of Rome appoints Maria as a lecturer in science and 

medicine, and she chairs the Department of Anthropology.
1907 January 6 - Maria opens the first Casa dei Bambini in San Lorenzo, 

Italy.
1909 Summer -  In Citta di Castello, the first Montessori training course is
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held.

Maria’s book, The Montessori Method, is published in Italian.
1911 Anne George, an American, goes to Rome to take Maria’s training 

course. The first American Montessori school opens in Tarrytown, 
New York; this is the result of great interest in a long article about 
Montessori that was published in the American magazine, McClure.

The Swiss and Italian public schools decide to use the Montessori 
Method as their standard system.

1912 The Montessori American Committee is formed by Anne George, Sam 
McClure and Mr. & Mrs. Bell; they organize the first international 
training course in Rome.

Maria’s book The Montessori Method is translated into English. 

Renilde Stoppani Montessori dies in December.
1913 Maria visits the U.S. for the first time due to Sam McClure’s 

persuasion; there are already over one hundred Montessori schools in 
operation. Maria gives a lecture at New York’s Carnegie Hall on Dec. 
6.The Montessori American Committee becomes the Montessori 
Educational Association under the direction of Mabel Bell (Alexander 
Graham Bell’s wife) as president.

Spain’s first Montessori school opens.

The Advanced Montessori Method (The Pedagogical Anthropology) is 
published.

1914 Dr. Montessori’s Own Handbook is published.

William Heard Kilpatrick, a leading American educational theorist at 
Columbia University, criticizes Montessori’s philosophy as being 
outdated.

1915 Maria sets up a classroom at San Francisco’s Panama-Pacific 
International Exposition where thousands of people were able to 
observe her teaching method during the four months of the exhibit; the 
Montessori class won the only two gold medals for education.

May -  Maria conducted her first American training course in Los 
Angeles.

November - Maria’s father dies while she was in the U.S., and she 
immediately returns home.

1916 The Montessori Educational Association (MEA) dissolves due to lack



of support from Maria, and the Montessori movement in the U.S. dies 
down for some time.

Maria gives her first training course in Barcelona, Spain, at the 
Seminari Laboratori de Pedagogia; students from Spain, Portugal, U.S. 
and Great Britain attended.

1917 Maria’s son Mario weds an American, Helen Christie.
1919 Maria lectures at a training course in England; her lectures now include 

methods and materials for 6-11 year olds.
1920 The Spanish government stops supporting the Montessori training 

institute due to Maria’s refusal to comply with the government’s 
politics.

1922 Maria is appointed a government inspector of schools in Italy.
1924 Maria meets with Mussolini, and he agrees that the Italian government 

should again support Montessori schools.
1927 The Montessori Society of Argentina is founded after Maria’s lectures 

in Buenos Aires, La Plata and Cordoba.
1929 The Association Montessori Internationale (AMI) is founded in Berlin, 

Germany.
1930 The Child in the Church is published.
1931 Mussolini closes all the Montessori schools because the teachers would 

not pledge loyalty to Fascism. Maria leaves Italy and returns to Spain.
1932 Peace and Education and The Mass Explained to Children are 

published.
1935 The AMI relocates to Amsterdam and continues to be headquartered 

there.

1936 The Spanish Civil War begins and Maria leaves Spain for 
England.Maria is invited to reside in Holland by one of her students, 
Ada Pierson.

The Secret o f Childhood and The Child in the Family are published.
1939 Maria and Mario fly to India to escape World War II (Mahatma Gandhi 

had visited the Casa dei Bambini in Rome).

Erdkinder and the Function o f the University (The Reform o f  
Education During and After Adolescence) is published.

1940 June - Mario is sent to a prison camp because he is Italian (enemy 
alien) and India is under British rule. Maria is, however, given 
permission to travel around India.

th31 August -  Mario is returned to his mother as a 70 birthday gift 
from the Indians. A palm leaf roof hut is built as Maria’s training 
center in Madras.



1946 August -  Maria and Mario return to Holland and then travel to 
England.

Education for a New World is published.
1947 Maria and Mario start a training center in London, England, with 

Margaret Homfray and Phoebe Child as directresses.

Maria and Mario traveled for two years all around India (Madras, 
Bombay, Gwailor) and to Ceylon and Pakistan.

1948 The Discovery o f the Child is published.
1949 Maria addressed the Eighth International Montessori Congress with 

hopes that those in attendance (Catholics, Quakers, Hindus, Muslims 
and Buddhists) could all work together to bring peace throughout the 
world.

The Absorbent Mind is published.

Maria Montessori is nominated for the Nobel Peace Prize.

December -  France bestows Maria with the Cross of the Legion of 
Honor (France’s highest honor).

1950 To Educate the Human Potential, What You Should Know About Your 
Child and The Formation o f Man are published.

Maria addresses the United Nations Educational, Scientific and 
Cultural Organization and receives standing ovations after each speech.

Maria Montessori is nominated again for the Nobel Peace Prize.
1951 Maria Montessori is nominated a third time for the Nobel Peace Prize.

Maria Montessori addresses a United Nations education conference in 
Florence, Italy.

1952 May 6 - Maria Montessori dies at the age of 81 in Noordwijk aan Zee, 
Holland.

1960 The American Montessori Society (AMS) is formed.
1967 The US Patent and Trademark Trial and Appeal Board denied 

exclusive trademark and registration of the term “Montessori” to any 
one particular organization.

1990 The Italian government honors Dr. Maria Montessori by putting her on 
the 1000 Lire paper currency note.

2003 Today there are over 7,000 Montessori schools all around the world.

Reprinted by permission: Dasbach, M., & Evans, C. T. (2003).
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Questionnaire

How did you meet Dr. Caspari?

When did you meet Dr. Caspari?

Tell me about your relationship with Dr. Caspari.

Describe Dr. Caspari’s interpretation of Montessori.

How did her interpretation and beliefs change over the time that you knew Dr. Caspari?
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IRB Committee.
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Respectfully,

&  OL. s£../SUL£z>
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Tift College of Education

UNFORMED CONSENT

Education, Training, & Experience;

A Study of an Educators Epistemology 

During the Establishment of a Montessori School

You are being asked to participate in a research study. Before you give your consent to 
volunteer, it is important that you read the following information and ask os many questions as 
necessary to be sure you understand what you will be asked to do.

Investigators

Teresa Green Turner, B. S. Middle Grades Education, M, Ed. Curriculum Design, Ph. D.
Candidate, Mercer University, Instruction and Curriculum

Chair o f Dissertation Committee; Dr. debra leigh walls rosenstein
Mercer University 
3001 Mercer University Drive 
Atlanta, GA 30341 
678-547-6358

Purnosc of the Research

This research study is designed to tell the story about the researcher's "Montessori lineage" and 
how this joumey has transformed a personal epistemology during the establishment if a 
Montessori school.

The data from this research will be used to partial fulfill the requirements for the degree of 
Doctor of Philosophy and for future publication.

Procedures

If  you volunteer to participate in this study, you will be asked to participate in a semi- 
structured interview using Go-to Meeting online. The interview will be transcribed and written 
up by the researcher. You will be asked to read the write-up for accuracy and to make additions 
or corrections. If possible a focus group will be scheduled after the interviews for each 
participant is complete.

Your participation, will take approximately approximate 1-2 hours tor the initial interview and 
reading of the write-up for lhe member checking part o f this research. Should time for a focus 
group be possible, the time commitment will be approximately one hour. • y y s

■■■•.! ./^3/a±i5
*•' lljll’lMlLb



Potential Risks o r Discomforts

The recalling of memories shared with loved ones, namely Dr. Elisabeth Caspari, could cause 
mixed emotions o f joy and sadness. These feelings are not expected to cause lasting hamt. The 
memories arc expected to be more pleasant than not. Should you become uncomfortable, you 
may stop the interview at any time temporarily or permanently.

Potential Benefits of the Research

The identified potential results o f this research are the continued advocacy for the work o f Dr. 
Maria Montessori. There is also the opportunity to highlight the contributions o f  Dr. Elisabeth 
Caspari and to begin tire documentation of the Montessori experiences and trainings in the 
changing/growth o f ones personal epistemology.

Confidentiality and Data Storage

The participants in this study will be offered the option of anonymity. Should this option be 
required, the participant will be assigned a pseudo-identification. The identity will be protected 
by the use o f coding known only to the researcher. Should the participants agree to allow their 
names to be used, core will be taken to respect the confidentiality entrusted to ihe researcher and 
to the purpose o f the research.

The research data will be stored in the office o f the researcher under lock and key for current use 
and for the purpose of future writings in the advocacy of Montessori education.

Participation and W ithdrawal
Your participation in this research study is voluntary. As a participant you may refuse to 
participate at anytime. To withdraw from the study please contact the researcher:

Teresa Green Turner 
24 West Calhoun Street 
Reynolds, GA 31076 
478-392-0300

Questions about the Research
If you have any questions about the research, please speak with:

Teresa Green Turner 
Ph.D. Candidate, Mercer University 
teresa.d.grcen@livc.ntercer.edu

Or

dr. debra leigh walls rosentstein 
Chair o f  Dissertation Committee for Teresa Green Turner 
3001 Mercer University Drive 
Atlanta, GA 30341 
678-547-6358

mailto:teresa.d.grcen@livc.ntercer.edu
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Amlin nr Video Taniim

By signing this consent, you are granting permission to be recorded and the statements made lor 
the purpose of completing the named dissertation and For the purpose of Future publications, 
advocating Montessori education.

Bensons for Exclusion from this Study

Potential participants were excluded from this study because of the “inclusion only” of 
those involved with persons in the direct “Montessori genealogical lineage” of the 
researcher.

‘litis project lias been reviewed and approved by Mercer University's IRB. IF you believe there 
is any infringement upon your rights as a research subject, vou may contact the IBB Chair, at 
(478)301-4101.

You have been given the opportunity to ask questions and these have been answered to 
your satisfaction. Your signature below indicates your voluntary agreement to participate 
in this research study.

Signature of Person Obtaining Consent
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