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Abstract 
 

‘Transpersonal education’ aims to unite the 

domains of human experience (i.e. cognitive, 

affective, psychomotor), through a series of 

principles and practices to promote individual, and 

in turn societal, transformation [1, 2]. Although the 

foundation of transpersonal education dates to the 

late-1960s/early-1970s, the field has remained 

relatively obscure until recently [3]. Through an 

hermeneutic revision, transpersonal education has 

been reframed to encompass national and 

international perspectives [4]. This revision has been 

developed from theoretical exploration of original 

literature; consequently the question of validity of 

the concept may be questioned. 

The research within this paper sought to 

ascertain whether the revised focus of transpersonal 

education was valid through a 360° mixed-

methodology approach [5]. 

From the results, the revision of transpersonal 

education (specifically the policies, principles, and 

practices) appeared valid as a construct. 

Consequently, transpersonal education is offered as 

a model to promote further investigation and 

discussion from a cross-cultural perspective for 

continued personal and societal transformation. 

 

1. Introduction 
 

Transpersonal psychology has been a developing 

field within psychology over the past forty years 

stemming from the humanistic psychology of 

Maslow, Rogers, etc. [6]. Three themes within 

transpersonal psychology have been defined by 

Hartelius, Caplan and Rardin: beyond-ego 

psychology, integrative/holistic psychology, and the 

psychology of transformation [7]. From this 

definition, transpersonal psychology aims to 

positively transform humanity (individually and 

collectively) through examining what contributes to 

human transcendence, wholeness, and transformation 

[8]. 

Although transpersonal psychology has been 

applied to a number of areas (e.g. counseling, 

psychotherapy, coaching), there has been a paucity 

of research relating to education [9], despite several 

authors advocating that this is an area of significant 

future inquiry [10, 11]. In a previous study, Buckler 

adopted an hermeneutic approach to define 

transpersonal education: this included an analysis of 

previous research into the area, while offering a 

revised focus for the present context [12]. From this 

research, a series of policies, principles, and 

practices were advocated. In relation to policy, 

transpersonal education should synthesise the various 

domains of human experience, integrating the 

cognitive, affective, and psychomotor domains 

which have traditionally remained separated [13]. 

Furthermore, education should be a process of 

facilitation ensuring that educators (teachers, parents, 

etc.) aim to encourage effective inter-, intra-, and 

trans- personal communication [14]. 

From the literature, a series of specific and 

general principles have been identified [Figure 1]. 

These principles have been advocated by various 

authors associated with the transpersonal [15-19] and 

are arguably central to the development of 

transpersonal education.   

 

 
 

Figure 1. The general principles of transpersonal 

education (outer ring) and specific principles of 

transpersonal education (inner ring) 

 

 

The seven ‘general principles’ may be deemed 

the processes of transpersonal education, whereby 
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such an approach adheres to what may be considered 

effective educational practice. The five ‘specific 

principles’ provide a scope for how the transpersonal 

may be experienced. Indeed, any practise which can 

promote one or more of the specific principles could 

be adopted within transpersonal education. 

Furthermore, the general principles may be deemed 

as the foundation from which the specific principles 

develop. 

A series of transpersonal practises have been 

identified which may promote the specific principles 

of transpersonal education. These practises are what 

Walsh refers to as ‘perennial’ in nature [20]: 

practises that are recognised cross-culturally [Figure 

2]. An additional practise for inclusion is to promote 

the ‘plateau experience’, a characteristic trait of self-

transcendence proposed by Maslow [21]. The plateau 

experience consists of three attributes: serenity, 

mindfulness, and a unitive perception [22]. 

Specifically Maslow notes that the characteristic 

practices to facilitate the plateau experience may be 

taught to children [23]. 

 

 

 
 

Figure 2. Transpersonal practises 

 

Such practises as discussed by Walsh are not 

exhaustive in nature: in relation to transpersonal 

education, any practise which adheres to the specific 

principles previously discussed may be adopted. 

Buckler asserts that the themes within 

transpersonal education are not new or unique. 

Indeed many of the themes resonate with educational 

practitioners, however Buckler has attempted to 

synthesise existing work to promote a twenty-first 

century vision of transpersonal education: one which 

may develop greater integration between cultures 

and countries [24]. This conclusion however is only 

an a priori assumption: the question central to this 

paper is whether transpersonal education is purely a 

theoretical musing, or whether there is potential to 

develop further research within this area through 

establishing the validity of the concepts proposed. 

2. Methods 
 

From the hermeneutical development of 

transpersonal education (defined in the introduction), 

an investigation was conducted to determine the 

validity of the concept. If the concept of 

transpersonal education has validity, a representative 

sample should either confirm or refute the proposed 

theoretical definition of the policy, principles, and 

practises. Furthermore, as the construct of 

transpersonal education is multidimensional in 

nature, a methodological approach was required to 

explore whether additional properties could emerge 

that had not previously been considered. 

One epistemological approach that would allow 

for emergent properties of transpersonal education to 

be identified is that of complexity theory. Indeed, 

complexity theory is an approach concerned with the 

evolution, adaptation, and development of new 

knowledge from an interaction of the component 

elements [25, 26].  

 Although complexity theory investigates the 

development of new knowledge, a pragmatic 

approach is additionally required to define how such 

research may be conducted [27]. Such a pragmatic, 

systematically-structured approach is that of mixed 

methodology (synonymously referred to as ‘mixed 

methods’ research) [28]. 

Mixed methodology is a developing research 

perspective, combining both quantitative and 

qualitative elements, where the strengths of one 

approach counteract the deficiencies within the 

other: this in turn provides a more developed 

understanding than either approach could provide 

alone [29, 30]. Mixed methodology does however 

have a number of limitations, fundamentally the 

confusion between the way in which research 

components should be integrated [31, 32]. Teddlie 

and Tashakkori therefore suggest that an approach is 

adopted which is most appropriate for the research 

design, or to create a new design [33]. Such a new 

design is presented in Figure 3, the ‘360° mixed 

methodology’ approach [34].  

Within this approach, the theoretical focus is 

determined through an exploration of the literature to 

produce a model or themes for further investigation. 

Such themes or models are initially investigated 

through an exploratory phase to ascertain whether 

the theoretical perspectives are relevant for further 

investigation. This is achieved through adopting a 

quantitative stance, for example, the use of 

questionnaires.  

From the results of the exploratory phase, themes 

are developed which can be subsequently 

investigated through the explanatory phase (a phase 

which attempts to explain the reasons for the results 

from the exploratory phase). This explanatory 

approach utilises qualitative data collection 

techniques, for example, observations or interviews. 
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Both the exploratory and explanatory research 

phases are analysed through a wider context, where 

the results are correlated to the theoretical focus to 

either confirm or refute the model or themes. 

Additionally, new themes may be ascertained from 

the results which in turn may promote additional 

research.   

There are obvious links between the 360-degree 

mixed methodological approach and action research, 

for example, the findings inform future research 

directions. However while action research seeks to 

improve practice, the 360° mixed methodological 

approach seeks to improve theory. 

 

 
 

Figure 3. The 360° mixed method approach 

 

From the introduction within this paper, 

transpersonal education has been defined through an 

hermeneutic exploration and analysis of the 

literature. The exploratory or quantitative phase of 

the research consisted of the development of an 

online questionnaire which was embedded within a 

website [35]. The website provided the participant 

with a background to transpersonal education along 

with a rationale for the research, links to previous 

publications, and an ethical statement.  

A convenience sample of 101 participants were 

identified and approached through e-mail, providing 

a brief overview of the research while inviting them 

to visit the website and participate. The sample 

consisted of an international audience of educators 

who had contributed to the London International 

Conference on Education (LICE-2011) [36]. 

Similarly a national convenience sample from the 

United Kingdom were identified and approached 

through e-mail for comparative purposes.  

The questionnaire was structured into five 

sections: the first to ascertain demographic 

information (location, role, and years within 

education); the second section exploring the extent to 

which the aims of transpersonal education are 

relevant (the various domains within the area); the 

third section explored the principles of transpersonal 

education while the fourth section explored the 

practises. The final section asked respondents about 

how such practices could be incorporated within the 

curriculum.  

In relation to the explanatory or qualitative phase 

of the research, two approaches were adopted. The 

first invited questionnaire respondents to elaborate 

further on their responses, either through answering 

supplementary questions and/or through e-mail 

dialogue. Secondly, respondents were invited to 

discuss the themes of transpersonal education further 

through a semi-structured interview. 

 

3. Results 
 

As previously discussed, an online questionnaire 

was used to inform the discussion of the relevance of 

transpersonal education. The questionnaire was 

presented to an international and a national sample. 

Following an initial one-way analysis of variance 

(ANOVA), no significant differences were 

discovered between the international and national 

sample for the respective areas of transpersonal 

education (the policies, principles and practises). 

Each of these areas is subsequently discussed in 

relation to the exploratory and explanatory phases in 

Section 3.3, 3.4, and 3.5 respectively. 

 

3.1.  Population sample 
 

Internationally, a total of 37 respondents 

completed the questionnaire (37% response rate): 

from this, the sample represented twelve countries 

across five continents (Africa, 24%; Asia, 20%; 

Australasia, 6%; Europe, 38%; North America, 

11%). The majority of respondents were classified as 

‘academic’ (n=31), with others classified as 

‘administration’ (n=6), ‘student’ (n=2), researcher 

(n=3) and ‘other’ (n=4). The years of educational 

experience within the sector ranged from 3 to 45 

(M=21.24, SD=10.64).  

In comparison, a sample of 21 respondents from 

the UK completed the questionnaire (26% response 

rate). The years of educational experience within the 

sector ranged from 5 to 44 (M=23.81, SD=11.25). 

Collectively 58 participants responded, with 

experience ranging from 3 to 45 years (M=22.17, 

SD=10.84). 

 

3.2. Reliability of questionnaire 
 

Excluding the demographic questions, a further 

twenty-two items were included on the 

questionnaire. According to Pallant, the Cronbach 

alpha coefficient should be more than .7 if a scale is 

reliable [37]. From conducting statistical analysis, 

the Cronbach alpha was .88, thus indicating that the 

questionnaire was reliable. 
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3.3. Policies 
 

Three questions sought to assess the extent to 

which respondents agreed/disagreed to the extent 

that the human domains (cognitive, affective, and 

psychomotor) are addressed within their education 

system: specifically whether their education system 

a) equally promoted the domains; b) united the 

domains; and c) should continue to unify the 

domains. The results are presented in Table 1.  

 

Table 1. Policies 

 

Question Agree/ 

strongly 

agree 

(%) 

Mean Std. 

Dev. 

Promotes domains 

equally 

54 3.24 1.1 

Unites domains 31 2.19 1.1 

Continue to unify 91 4.50 .96 

 

Although the results indicate that just over half of 

the respondents agreed that their education system 

promoted the three domains, few education systems 

actually attempt to unite the domains. Interestingly, 

the majority of respondents reported that their 

education system should continue to develop the 

unity between the domains.  

From a qualitative perspective, it appeared that 

the cognitive domain is explicitly emphasised at the 

expense of the psychomotor and affective domains. 

This is illustrated through a North African 

respondent who states, ‘there is emphasis on rational 

thought but not much is lent to the role of emotion or 

the ‘heart’ …emotional engagement is key for 

developing cognitive faculties’. This view is 

similarly shared by a UK respondent who comments, 

‘it is my belief that the cognitive domain is given far 

too much emphasis which negates and neglects the 

affective and psychomotor elements of humanity’. A 

further respondent from South-East Asia reported 

that although ‘there is a framework for achieving an 

equal development of mind, body and spirit…there is 

a huge gap, or more like a disconnect’. 

The question thus arises as to the extent to which 

the sample are empowered to facilitate change within 

their respective education systems, or whether 

respondents are essentially disempowered in relation 

to their government’s curriculum focus. 

 

3.4.  Principles 
 

The general principles for transpersonal education 

were provided to the respondents, again to assess the 

extent to which they agreed/disagreed that such 

principles should be central to the concept. The 

reason for only assessing respondents’ perspectives 

on the general principles was due to the general 

principles serving as the foundation from which the 

specific principles are developed. By this, if the 

general principles were deemed questionable in 

relation to validity, this would have a direct impact 

on the validity of the specific principles. The results 

are presented in Table 2. 

 

Table 2. Principles 

 

Question Agree/ 

strongly 

agree 

(%) 

Mean Std. 

Dev. 

Autonomy  98 4.6 .67 

Self-discovery 97  4.7 .68 

Theory to practice 93 4.6 .75 

Relate to environment 93 4.6 .8 

Experiential 93 4.6 .82 

Relate to others 91 4.6 .81 

Joyful  91 4.5 .82 

Value-free 60 3.6 1.14 

 

From the table, it is evident that a high majority 

of respondents strongly agreed that the a priori 

principles identified through transpersonal education 

literature should be principles for educational 

practice. The only exception being that education 

should be value-free. This is explained by one 

respondent’s comment that it may not be possible to 

ensure a value-free education as ‘all educators bring 

with them their own values which inevitably 

subconsciously or consciously influence’. Another 

respondent reported that education must have some 

form of values, for example, ‘freedom of 

thought/opinion, tolerance of difference’. 

Respondents were also invited to provide other 

principles that they considered as central to 

education. Such qualitative comments could 

arguably be grouped under the previously identified 

principles, for example, ‘culturally responsive 

teaching’ may be synonymous with ‘relate well to 

others’ and ‘relate well to the environment’. 

Additionally, the responses that education should 

promote ‘pro-social behaviour’, ‘social 

responsibility’, ‘discouraging ethnocentric 

tendencies’,  and ‘community integration’ may 

similarly be synonymous with the aforementioned 

principles of relating well to others and the 

environment. A respondent from South-East Asia 

specifically reported the importance of such 

relationships, commenting that ‘one dominant theme 

comes to mind: respect for elders and traditions’. 

Further suggestions would require additional 

exploration: for example, both ‘incorporating child-

friendly situations’ and ‘creativity’ may be 

multifaceted in nature, yet they could similarly relate 

to some of the principles initially identified within 

transpersonal education such ‘joyful’, ‘experiential’, 

and ‘self-discovery’.  
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In summary, the general principles of 

transpersonal education appear valid both from a 

quantitative perspective and from a qualitative 

perspective. Furthermore, although other principles 

were suggested, many are either synonymous with 

those already identified, or multifaceted in nature 

whereby suggestions relate to two or more of the 

general principles identified through the theoretical 

discussion of the literature. 

 

3.5. Practises 
 

The practises integral to transpersonal education 

have been identified through adopting Walsh’s 

suggested activities [38] while additionally including 

self-transcendence as characterised by the plateau 

experience [39]. The results are presented in Table 3. 

 

Table 3. Practises 

 

Question Agree/ 

strongly 

agree 

(%) 

Mean Std.  

Dev. 

Cultivate wisdom 95 4.5 .73 

Self-transcendence 91 4.4 .78 

Living ethically 90 4.5 .84 

Refining awareness 88 4.3 .8 

Transforming emotions 85 4.3 .91 

Service & generosity 81 4.1 .87 

Redirecting motivation 66 3.8 .94 

Developing concentration 60 3.5 1.17 

 

The results indicate that all of the identified 

practises should be utilised within the education 

system with the majority of respondents indicating 

that they either agree or strongly agree with the 

inclusion of such practices. 

A possible explanation for the lowest two 

practises, ‘redirecting motivation’ and ‘developing 

concentration’ may relate to their synonymous 

interpretation with other practices. By this, 

‘redirecting motivation’ could have been subsumed 

through developing ‘service and generosity’, while 

‘developing concentration’ may similarly have been 

related to ‘refining awareness’. 

Respondents were invited to suggest other 

practises that could be included: these ranged from 

studying yoga, meditation, and the martial arts, 

through to choral recitation, self-reflection, the 

Malaysian ‘Adab’ or ‘personal refinement’, the 

Maori ‘Mauri Ora’ of ‘holistic wellbeing’, and the 

Japanese ‘Shinrin-yoku’ (or ‘forest bathing’, taking 

in the atmosphere of a forest). 

Further explanation was sought to identify why 

such practises were deemed important. One North 

African respondent commented that ‘…these 

[practises] are important in a post-modern age where 

we know that we [are] being manipulated by those 

who were supposed to educate us. We need to 

reclaim our own ‘agency’ so that we can recreate a 

better world’.  

In summary, from both a quantitative and 

qualitative perspective, the practises appear valid, 

however it must be noted that the examples of 

practises provided are not an exhaustive or a 

prescriptive list. Arguably, any practise which 

enables the individual learner to experience one or 

more of the specific principles of transpersonal 

education (to explore inner depths, to appreciate a 

sense of awe and beauty, to develop a unitive 

perspective, being open to experience, and uniting 

theory to practice) could be advocated. 

 

3.6. Transpersonal education within the 

curriculum 
 

The final area of the questionnaire required 

respondents to sequence three options for the 

inclusion of transpersonal practises within their 

education system. Specifically respondents were 

asked whether such practises should be incorporated 

within existing subjects, incorporated as additional 

subjects, or that the curriculum should be rewritten. 

From the results, incorporating transpersonal 

practises as an additional subject reported the highest 

mean (M=2.34, SD=.66), with a curriculum rewrite 

as the next preferred option (M=2.17, SD=.86), 

finally incorporating transpersonal practises within 

existing subjects as the least preferred option 

(M=1.48, SD=.67). 

The reported reasons for the order demonstrated 

the way that transpersonal practises are perceived as 

isolated in nature, lacking a direct link with existing 

curriculum subjects. This is illustrated by a 

respondent reporting that they use meditation with 

their students before the school day begins to calm 

the mind and develop a focus for the lessons ahead. 

Another responded that ‘…the uniqueness of the 

[transpersonal] practises would be difficult to embed 

within the curriculum because it [the curriculum] is 

overprescribed’. They proceed to comment that 

teachers may not have the requisite personal 

development to teach such practises, and that as a 

single subject, it would be possible to provide a 

greater coherence.  

A further respondent reported that if the practises 

are not assessed, there would be no room for them 

within the existing curriculum and that for this 

reason, transpersonal education, ‘…would have to 

remain as a separate subject, after all how do you 

assess ‘wisdom’? How would you, or should you, 

actually compare one student with another in relation 

to the way they live ethically?’ 

An alternate perspective was provided by a 

different respondent who illustrated how 

developments such as ‘Forest School’ already 

encompass several of the transpersonal practises. By 

this, they highlighted the way in which concentration 
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is an outcome of a child’s intrinsic motivation when 

engaged in den-building or making fires, also that 

refining awareness is inherent through the Forest 

School approach in the way a child understands the 

connectivity within nature. 

Given the response to the way transpersonal 

education could be incorporated, the development of 

a specific subject would appear to be the preferred 

option from both a quantitative and qualitative 

perspective. However from a qualitative perspective, 

there are examples of how transpersonal education 

could be encompassed within existing curriculum 

subjects, depending on what these are.   

 

4. Conclusions and Future Work 
 

From the research presented within this paper, 

transpersonal education would appear to be a 

conceptually valid area for further development. 

Indeed, the policies, principles, and practices for 

transpersonal education resonate across the 

international and national samples. 

In relation to the policies of transpersonal 

education, the research indicated that the cognitive 

domain is the predominant area across education 

systems, although there is a strong indication that the 

affective and psychomotor domains should be 

equally developed and the three domains united 

where possible. However, despite the policies of 

transpersonal education resonating with respondents, 

there would appear to be a lack of autonomy to 

develop or facilitate this within their own education 

system. This issue may similarly explain why 

transpersonal education was advocated as a separate 

subject opposed to being embedded in existing 

curriculum subjects or as part of a curriculum 

rewrite. 

The general principles of transpersonal education 

appear to be valid through both research phases. 

Although such principles may be considered as 

models of good practice within education, the 

prevalence of the findings demonstrates the parallels 

between different countries and cultures. Indeed 

there are parallels between the principles of 

transpersonal education authors cited forty years ago 

and relatively new areas such as ‘self-determination 

theory’ [40]. The component principles of self-

determination theory consist of developing a sense of 

autonomy, control, and effective learning 

relationships. Within transpersonal education, 

autonomy exists. Self-discovery and intrinsic 

learning relate within transpersonal education relate 

to control within self-determination theory. 

Furthermore, the emphasis on ensuring that 

education is a process of facilitation and joyful 

resonates with the development of effective learning 

relationships within self-determination theory. 

Given that the general principles of transpersonal 

education appear valid, the specific principles based 

can subsequently be explored further in future 

research to investigate their validity. If the specific 

principles are valid, this will inform a wider 

discussion as to what may be deemed transpersonal 

practises, even though the practises discussed 

through this research appear valid in nature.  

 

Given the sample size, it is not possible to 

generalise the findings further, although the 

questionnaire indicates that it could be reliably used 

with a far larger representative sample. 

Unfortunately global discussion forums where such 

research can be advocated are limited in nature. A 

further limitation is that the questionnaire was only 

provided in English. Although subsequent 

interpretation of the questionnaire is advocated, there 

may potentially be a loss of the conceptual and 

contextual focus with such translation. Of course, it 

is similarly possible that respondents within this 

paper used translation software to understand the 

questionnaire. 

As a developing methodology, the 360° approach 

enabled transpersonal education to be analysed from 

an hermeneutical perspective, comparing themes 

from forty years ago and considering their relevance 

today through an exploration and explanation of 

research. Consequently, the approach is advocated 

for further hermeneutic research. 

Despite this research demonstrating the validity of 

transpersonal education, it could be asked as to why 

transpersonal education is required. If educators 

return to their personal philosophy as to why they are 

involved with their profession, would the prevalent 

answer be, ‘to ensure my students get good grades’, 

or would it be something other than this? Have 

respective education systems eroded the idealistic 

educational philosophy of successive generations of 

student teachers?  

Given current global obesity levels, or levels of 

anger, frustration, and tension, the affective and 

psychomotor domains may need to be revisited 

within education. Furthermore, if a more ethical, 

unitive emphasis was encouraged through education 

with less emphasis on competition and materialism, 

would the global financial crisis have occurred? 

These are, of course, purely musings however the 

focus of transpersonal education instrumentally must 

focus on ways of facilitating personal transformation 

of the individual. Through this, the individual may 

be able to transform society in some small way. 

It is hoped that this paper continues to promote 

discussion of transpersonal education, similarly 

encouraging a process of continued reflection of the 

comparative similarities in championing the human 

spirit on a cross-cultural level.  
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