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ABSTRACT: At the end of the 19th century most psycholog1st§
conceptualized psychology as a natural scienge. Howeve?, 2 few phi-
losopher-psychologists, including Wilhelm Dilthey, @WSloqed psy-
chology as a Geisteswissenschaft with understandmg as its core
method. It is less known that Dilthey also promotec‘i ideas for fievel-
opmental psychology. This paper addresses the views qf Wilhelm
Dilthey and his student Eduard Spranger on tl'le human mind .and. de-
velopmental psychology. While Dilthey provided gegeral guldeh‘nes
for studying mental life, Spranger promoted a holistic chargctenzg-
tion of adolescence gained through the method of understanding. It is
suggested that a geisteswissenschaftliche psychology may offer rele-
vant, yet, neglected insights for contemporary developmental psy-

chology.

I suggest that most developmental psychologists consider
their field of study to be scientific, and that they know what thet con-
cept "scientific" means. The term is even understood as self-evident,
and there is no further need for reflection, as it refers to the research
practices of the present scientific community .who share an unques-
tioned paradigm (see Kuhn, 1962). Science in dgvelopmental psy-
chology is understood as emulating the natural sciences and not the
humanities (see Miller, 1993). It means that a researcher should for-
mulate hypotheses within theoretical framewor}cs, formulate rela-
tionship between variables, use objective aqd 'rehab.le measurgments
and observations, base explanations on sta’Flstlcs, discover gnlversal
laws and processes, and consider the experlment to be the right path
to knowledge. But as critics have pointed out (e.g., _ quz}(amp,
1972), in this process reality is fragmented ?nd research is limited to
parts, details, and elements, but psychologists are not able to study
the whole person.
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Thus, academic developmental psychologists neglect the
subject of development, namely the individual, in whose subjectivity
all fragmented processes are amalgamated in a meaningful way.
Mainstream developmental psychology excludes an important di-
mension of development: The Gestalt of development, or a subject's
development from a holistic perspective, or development based on
the real experiences of the developing subject. In mainstream psy-
chology it is not even considered a legitimate research question to
talk about the subject in whose mind and body these basic processes
and fragmented parts form a totality. Or worse, this problem is not
even discussed as a problem. Not only journals and monographs
demonstrate that the Gestalt has been lost. A look at contemporary
textbooks of developmental psychology - which would be most ap-
propriate to do justice to the Gestalt of development because they are
not restricted in legitimizing their content by doing original research
- demonstrates that parts are proliferating while the totality of devel-
opment is nowhere to be found (e.g., Cole, 1996; Berk, 1999;
Shaffer, 1996).

As a consequence, attentive students of developmental psy-
chology wonder, how they can merge cognitive, emotional, personal,
motivational, perceptual, and physical development into a larger pic-
ture. Some ideas on how these parts fit into a totality are sometimes
presented at the end of textbooks. More often developmental teach-
ers assume that students themselves will be able to accomplish such
a task. Significantly, they do not consider bringing parts into a mean-
ingful totality as a genuine task of developmental psychology any-
more. Metaphorically speaking, students get parts of a puzzle and are
asked to construct the final picture without having been given the
blueprint. From a psychological point of view, however, it would be
better to start with the Gestalt of development and then focus on the
pieces of the puzzle.

I suggest that an eliminative focus on natural scientific
methodology does not allow doing justice to the Gestalt of develop-
ment. In addition, I suggest that the Gestalt of the developing subject
is more than just a simple addition of parts that have been studied.
But are there any possibilities for understanding the developing sub-
Ject in its Gestalt? I propose that an answer to this question requires a
methodological shift from natural-scientific to philosophical-
scientific thinking. This leads one into the 19th century, to the origin

of modern contemporary psychology, where two basic but contrast-
ing versions of scientific research were available. They have been
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discussed in nineteenth century German academia, which was influ-
ential in shaping American psychology (see Boring, 1929), under the
dichotomy of a philosophical-scientific versus a natural-scientific
version of science [Wissenschaft] (see Teo, 1999a), natural science
versus human science (see Dilthey, 1957), and nomothetic versus
idiographic science (see Windelband, 1894/1998).

Georg Wilhelm Friedrich Hegel (1770-1831) perfected the
philosophical-scientific version of research at the beginning of the
19th century. It influenced many philosophical psychologists includ-
ing Wilhelm Dilthey. The natural-scientific model was executed by
most researchers on nature and found its philosophical reflection in
John Stuart Mill's (1806-1873) empiricism and the positivisms of
Auguste Comte (1798-1857) and Ernst Mach (1838-1916). One im-
portant feature that distinguished the two versions, important for my
argument, is the association of philosophical science with totality,
wholeness, Gestalt, and the "larger picture," and the focus of natural
science on elements, atoms, parts, and the "detailed picture." Indeed,
Hegel's (1807/1986) idea that "truth is the whole" (p. 24) contrasts
sharply with an experimental version of science that attends to parts
and not to totality.

History has shown how and that the natural-scientific model
triumphed over the philosophical-scientific one in the history of psy-
chology. There are many historical reasons for that. One reason can
be found in external contexts, such as the envy-arousing successes of
the natural sciences (see Danziger, 1990, 1997). From an internal
point of view, it is not difficult to find strengths and weaknesses in
both versions: The Gestalt neglects the parts, but parts alone do not
constitute the Gestalt. The current chances of success for a philoso-
phical-scientific version of research have even become slimmer with
the recent injections of postmodern thought (Rosenau, 1992), which
challenges aims for a systematic, holistic understanding of any sub-
ject matter, including that of psychology. Pioneers of developmental
psychology such as Sigmund Freud (1856-1939), Erik Erikson
(1902-1994), or Jean Piaget (1896-1980) never gave up on the phi-
losophical-scientific version of research, but their theories have been
thrown out of the contemporary scientific discourse by suggesting
that they are not doing justice to the detailed empirical parts in their
systems. Indeed these authors share concepts and ideas that go back

to a 19th century philosophical psychology.
Within a dialectical perspective (see Hegel, 1807/1986) one
could reconstruct the philosophical-scientific version of research as
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the thesis. Rightly the natural-scientific version of research criticized
the speculative character of this type of study (Lange, 1865/1950). In
consequence only its antithesis, namely natural scientific psychol-
ogy, was endorsed. In the course of this process the Gestalt of the
psyche has been completely lost, and it seems necessary that a syn-
thfesis take place that does justice to issues raised in both programs.
Given that there are only a few methodological reflections on what
such a synthesis should look like, I suggest reflecting on ideas of two
authors, situated at the end of the 19th and at beginning of the 20th
century, who tried to do justice to this totality: Wilhelm Dilthey,
Eduard Spranger, and Karl Jaspers developed a psychology as a
Geisteswissenschaft (i.e., as a human science; literally: mental sci-
ence), yvith understanding as its core method. Two of these three
"most important representatives" (Pongratz, 1984, p. 253), namely
Dilthey and Spranger, outlined ideas that are relevant to a develop-
mental psychology that does justice to the Gestalt.

Dilthey's Groundwork for a Human-scientific Developmental
Psychology

The German philosopher Dilthey (1883/1959), the founder
for the systematic reflection on the methodology of the human sci-
ences, did not originate but elaborated on the distinction between the
natu_ral sciences [Naturwissenschaften] and human sciences [Geist-
eswissenschaften] (see also Teo, 2001). The latter include history,
political science, law, political economy, theology, literature, and art.
Psy'chology may not be counted as a Geisteswissenschaft in a cate-
gorical sense, as it is the basis for all human sciences. However, as
psychology is also based on understanding, as all the other sciences
that‘deal in some way with the historical-social reality, it is a Geist-
eswissenschaft in a methodological sense. Dilthey himself was not
corppletely content with the term Geisteswissenschaft, as the term
Gel'st (mind) draws the focus away from the emotional and the moti-
vational sphere of humans which are as important as the cognitive
aspects and completely interconnected.

. Dilthey attempted to establish the foundation of the Geist-
esvs'nssenschaﬁ.en and to develop a methodology that does justice to
thgr very subject matters. This meant not to imitate the natural-
scientific methodology, as the human experience of the mental world
cannot be accomplished according to the empirical study of nature
In addition, he demanded from all sciences that their research main-
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tains a philosophical intention (see Dilthey, 1958). The anchor for
the Geisteswissenschaften is the analysis of human experience, the
facts of consciousness, and the mind. Based on this distinction be-
tween natural and human sciences and the intention of a psychologi-
cal foundation for the Geisteswissenschaften, Dilthey composed his
famous Ideas on a Descriptive and Analytical Psychology (Dilthey,
1957, pp. 139-240).

Dilthey differed from the mainstream psychology of his time
in his conceptualization of the psychological subject matter and
methodology. First, he emphasized the socio-historical character of
the mind and suggested that mental life is influenced by the objective
mind, the mind of a social community or era, as expressed in law,
morality, ethics, and institutions. Second, he promoted understanding
as the core methodology for psychology. Dilthey was discontent
with natural-scientific psychology because of its formalism, and ar-
gued that the focus on the forms and processes of mental life pre-
vented an examination of the content of the mind. In contemporary
words: He was less interested in a curve of forgetting than in the
content of what concrete subjects are forgetting: "Psychological con-
tents are not explained by advancing processes and their laws"
(Dilthey, 1977, p. 6) because "if man contemplates the meaning of
his life, it is the very content through which meaning is formed" (p.
182).

Dilthey (1957) promoted the concept of a descriptive psy-
chology as an alternative to the explanatory experimental psychology
of his time. In his view, descriptive psychology should focus on a
depiction of the parts and connections of mental life as subjects ex-
perience them in their totality. The unity and totality of the mind and
the unity and totality of the person distinguish mental life from the
physical world. He did not oppose the traditional division of mental
life into cognition, emotion, and volition but he objected to their op-
position: "It is common to oppose thinking, feeling, and desiring as
three separate notions, as if feeling and desiring contain no thinking.
That is wrong" (Dilthey, 1990, p. 354).

Dilthey (1957) also emphasized the significance of the con-
cept of structure: "A life-unit is determined by and determines the
milieu in which it lives. This leads to an organization of internal
states. I label this organization the structure of mental life" (p. 200).
According to Dilthey, it would be the task of psychology to study
this structure and the knots that bind the psychological strings to the
totality of life. In addition, the concept of structure had theoretical
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implications: "Mental life does not grow from its parts; it is not built
from elerpents; it is not a composite, not a result of interacting atoms
gf sensation or emotion: it is originally and at all times an overarch-
Ing unity" (p. 211).

‘ Challenging a psychology that focuses on these elements
Dilthey (1957) put forth the notion of the "Gestalt of mental life" (p’
320), a term he already used in the 1860s when he referred to the:

Ges@lt of our mental life as an unexplained synthesis of ... mental
f.unctlons" (Dilthey, 1990 p. 27). This concept of a "mental connec-
tive struc_ture" which contains a "stable system of relations of its
parts” (Dilthey, 1958, p. 324) represented an alternative to the con-
cepts of natural-scientific psychology. In literature, according to
Dilthey, there exists an intuitive understanding of the whole struc-
Fure. However, a descriptive psychology would have to clarify these
ideas in a general way (Dilthey, 1957, p. 153). The most adequate
methc?d for psychology, according to Dilthey, is understanding: "We
e).cplam nature, but we understand mental life" (p. 144). However, he
d}d not exclude other methods of psychology and acknowledged ,be-
§1de§ understapding, a variety of approaches to psychology, inc,lud-
Ing 1ntrospection, comparative methods, experimentation, the study
8’ albgng(;nnal psychology, and the study of the products of mental life
‘ It may be less known that Dilthey (1957) also promoted
1@eas for developmental psychology and dedicated a short chapter in
his Ideas to the "Development of mental life [Seelenleben]" (pp
2.13-226). He emphasized that the study of the structure of mentai
life and the study of the development of mental life demand each
oth.er '(p. 213) and that both are accomplished in his proposed de-
scriptive psychology. Any description of the mental life of an adult
must be 'complemented by his or her biography. Each biography is
situated in a connective structure which is "organized from the inside
and connected to a unity" (Dilthey, 1958, p. 325).

In 01fder to understand Dilthey, one must realize that he at-
tempted to disclose and propose abstract concepts, in the tradition of
a phllosophical version of science, which should conceivably grasp
the meaning of development. This would not be done from the per-
spective of an observer but from the perspective of a developing sub-
Ject. In this sense Dilthey can be reinterpreted as proposing a psy-
chology from the standpoint of the subject (see Holzkamp 1993). He
suggested that development finds its origin in the activity’ of the 'fol-
lowing moments: structural connection, teleology, value of life, psy-
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chological articulation, formation of a nurtured psychological con-
nection, and creative processes (Dilthey, 1957, p. 218).

tural connection:
Strue Development has its origin in the activity of the structural
connection of nature, nurture, and culture. Thus, developmental psy-
chology must study the development of the body, the influence of
the physical environment, and the surrougd_mg :gental world
(Dilthey, 1957, p. 214). Each of these conditions 1nﬂue13'ce the
structural connection of mental life" (p. 214). Even fturther,. dfvel-
opment is only possible where a structural connection exists (p.
218). This structural connection is at the center of d_ev.elop‘ment. .It is
the foundation for all development and differentiation is derived
from this structure. Development cannot be explained by an atom-
istic play of psychological particular forces (p. 214).

Teleology: o
glj;rom the perspective of the subject the "final cause" (in the

sense of Aristotle) of development will not be founc'l, as later sug-
gested by Piaget (1970), in cognitive equilibrium, whlgh refers to an
organismic model of human nature. From the perspecpve of ‘the syb-
Ject the structural connection aims at the richness of .hfe, §au§faCUOn
of drives, and happiness (p. 215). This teleology is quectlve and
immanent as it relates to the preservation of the individual and thg
species (p. 216). But it is also subjective and immanent (p. 215) as it
is given to our inner experience. The fact that.development relates_ to
the meaning of development for the subject is of course a question
that is systematically excluded from contemporary developmental

psychology.

e of life: o
el fFrj;m the perspective of human subjects, the valge of life is
constituted from the richness of life that humans experience, from
the richness of the reality of life that humans feel, and from the fact
that they are able to realize what lies in them (p. 216). Tl:e v'alue (_)f
life is also influenced by the life conditions [Lebensvex:haltmsse] in
which humans live. These values depend on our emotions b|.1t this
does not mean, according to Dilthey, that the value of life consists of

emotions.
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Articulation:

The conditions and influences to which the subject is ex-
posed lead, according to Dilthey, to an increasing articulation of
psychological life in the course of development. The subject evalu-
ates in the course of development impressions and interests, atten-
tions, perceptions, and ideas, Experiences tell the developing subject
to judge the value of various options of life and to develop principles
and life ideals (p. 217). Thus, according to Dilthey, the adult person
becomes more realistic, and the articulation of drives and emotions,
performed under the influence of volition, come to a completion: "In
a fierce fight life ideal and dream of the future of the adolescent are
adapted to the power of things” (p. 217).

Together with this articulation Dilthey identifies the Jorma-
tion of a nurtured psychological connection that dominates particular
conscious processes which continue into old age. In old age, how-
ever, the nurtured psychological connection of the past is victorious
and excludes new realities, Thus, memories reign in very old age.
Finally, it is a characteristic of development to create new values that
have not existed before. Dilthey calls them creative processes.

Besides these moments Dilthey abstracted Dprogression, un-
derstood as the spontaneous change in a living being, continuity, and
teleological connection as basic features of development (p. 21 8). He
emphasized that each age has its own value, but that in its develop-
ment a more articulated Gestalt of menta] life emerges (p. 219). This
process continues into old age when the body declines. However, the
mass of ideas may still increase unti] death. The result of develop-
ment is the dominance of a nurtured psychological connection,
which influences all actions and thoughts. A true psychology should
describe these moments of inner experience of a subject's experi-
ences in its totality.

Natural-scientific psychology is, according to Dilthey, un-
able to grasp the subject of development. In fact, natural-scientific
psychology is unable to predict psychological development. He used
the following comparison: "It is as hopeless to depict the velocity of
a body as the sum of the velocities of its parts, as it is to derive the
unitary achievement of comparison, judgment, preference, and the
formation of an ideal, from the inner conditions of particular un-
changeable units and their interaction” (p. 223). Dilthey suggested a
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Spranger's application of a human-scientific psychology to the
study of adolescence

Dilthey, rather cursorily, laid out the program for a ge-
siteswissneschaftliche developmental psychology. Dilthey's ideas
remained abstract and he did not show the relevance of his ideas to
concrete research questions. A more precise undertaking was ac-
complished by Spranger (1924) who applied these ideas to the psy-
chology of adolescence. Spranger, the famous and successful student
of Dilthey, incorporated Dilthey's view on the human mind and de-
velopment in formulating a holistic characterization of adolescence
which ranges for him from age 13 to 19 for girls, and from age 14 to
22 for boys. It can be labeled a developmental youth psychology
based on understanding. However, the ideas of Dilthey and Spranger
on understanding differed significantly. According to Dilthey (1977),
“totality and its interconnectedness exist only in experience and in
immediate consciousness” (p. 165). Humans experience the totality
of their essence and this totality is "reproduced in understanding"
(Dilthey, 1958, p. 278).

Dilthey distinguished between elementary forms of under-
standing, which are ubiquitous in everyday life in the form of imme-
diate processes (p. 207), and higher forms of understanding should
something contradict our everyday experience. In higher forms of
understanding human beings start with an examination of the prob-
lem, the involved context, and finally reach understanding. From
empathy arises the highest form of understanding, in which the total-
ity of mental life is effective, or the re-experiencing [Nacherleben] of
other people's experiences (pp. 213-216). This is another feature of a
geisteswissenschaftliche psychology, as "re-experiencing of the psy-
chological world ... distinguishes all mental operations ... from the
knowledge of nature" (Dilthey, 1977, p. 95). The scientific form of

understanding and interpretation leads to hermeneutics (Dilthey,
1958, p. 217), with the final goal being "to understand the author
better than he has understood himself" (Dilthey, 1957, p- 331).

Although Spranger called his framework a psychology of
understanding [verstehende Psychologie] of adolescence, he did not
share Dilthey's highest form of understanding as the essential
method for his studies. His goal "is to enable a deeper understanding
through a complete portrayal of the psychological organization of
adolescence” (Spranger, 1924, p. 2). This portrayal was not targeted
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towards concrete individuals as performed in autobio. i

erature bef:ause psychologists will never be able to exghr:E:tycz?lgrgtte
individuality (p. 3), but rather sought to provide a typical picture of
adolescence. .As a human scientist Spranger was interested in a gen-
er'fll per§pecnye and in laws of development while being aware that
this typlcal. picture is limited to a certain cultural stage, and cannot
transcend time .and space. Spranger's motivation for his psychology
came from the intention to help adolescents who are in psychological
need. Spmga believed that "help can only be achieved through un-
derstanding” (p. 1). Spranger discussed four features of his psychol-
;)};gg'e sof understanding: understanding, structure, development, and

Understanding

Spranger (1924) identified (as does Dilthe i
as the core method for knowledge o(f the human sci};::lerld(e;.st;;ld};?t
for Spranggr understanding was not just re-experience, sympath‘y or
empathy with another subject. Understanding penetrates the mer’lta]
f:onnec'tlon, and seeks to "comprehend mental connections as mean-
ingful in Fhe .fo'rm of objective valid knowledge" (p. 3). Something
has meaning if it can be "subsumed as a constitutive part into a total-
ity of values" (p 4). This is easier from an outside perspective. Thus
an understanding of the other is less limited than an understan&ing ot’~
oneself and one can understand people of the past better than they
have understood themselves (this is a basic hermeneutic principle)

Two methodological statements are involved in this idea: '
(a) Truc? understanding requires knowledge of the objective-mental
connechops, ‘which transcend immediate life consciousness
Spranger implied that one can understand a person of the past better.
because one knows the historical context. One can understand a child
better than he or she can understand himself or herself because one
knows the developmental background. One can understand adoles-
qenc?' better if one understands the "historical and societal condi-
uops (Spranger, 1924, p. 5). "The totality from which the human
ggl{lg must be understopd, is much larger than the totality of his in-
1v1du.al yvor!d of experiences" (p. 6). (b) In contrast to a psychology

tha.t limits itself to re-experiencing (Dilthey), Spranger (1924)
Pomted out that "understanding is not identical with the true mirror-
?ng.e:.npathy for a subjective being, experiences, and behavior of the
individual psyche" (p 6). This cannot be accomplished, according to
Spranger, because simple re-experience is impossible without cogni-

e e
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i . reover, one may understand someone of the.same
g;’r?e::trl}gz},) t:gelt,I gr class, but this doc?s not allow for thg grasplgg o;'
the meta-subjective meaning connections (p. 7) that are 'mvoi)\\;r.;,1 ar:1 !
which are significant for a psychology of understandmg.th ere s
Dilthey's descriptive psychology may intend to represent ; speicn_
ficity of subjectivity, Spranger's psychology (_)f under.stan tmg Y
tended to grasp connections that are not consciously given to n

i jectivi .8). .
videa sg?::;lge:y(l(};Zz) gave the example of the play ofa Chﬂdhg)(i

8): Why does a child play? A simpI.e answer wou!d be that-ahct:
plays because it is fun to play. Even if you ask a child, shg rmgl say
because she likes to play. If somebody answers that. the child p ayls in
order to practice future activities relevant to hgr life, then d;ve op&
mental psychology has a theory of .understan(.h.ng that goes beyon .
the subjective experience of the child. In addition, the questlolns to
"why do we think as we think, why do we evaluate as we evalua te,
why do we act as we act" (p. 8) cannot bg answered by looking in ((;
the individual. To answer these questions one must understalll.
broader connections of meaning and trans-individual mental 1rea i-
ties. Similarly, a psychology of adolesqencc must grasp the larger

connections of meaning. An understanding of adolescence nlnglst gg

clearly beyond what is experienced by the adolescent (see pl. ) an :
certain expressions must be understood as developmental expres

sions.

re . N
et According to Spranger (1924), a structure 1s a V\{hole h'lln
which each part accomplishes an achievement for the totality W 1le
the achievement of the part is determined by the v_/hole and can or(x1 y
be understood from the whole" (p. 9). The psyche is a struc}tlurle an oa}
formation that is designed to realize value. Thus, a psycho otg}('1 o
adolescence must be a structural psychology (p. 9). It attemp eition
understand "particular psychological phenpmqna from their ;:iosn fior
in the unitary whole and from their meaning in such connec :) o
performance" (p. 10). Structures appear differently at d'1fferen u:sgt t<;
"It should be the basic statement of each psychology (in cborl st 10
epistemology) that reality is no constant for equnmce,.thuthe y
changes with the psychological organization of bt;mglg, wit g diff‘:;):
developmental stage. The child, we must say first y, lives in differ-
ent world than we do" (p. 32). This sounds very Piagetian as g

s
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gests that the child has a different experiential relation to space and
time than the adult (p. 34).

Development

"Mental development is the growing of the individual men-
tal life from an inner point of view to a larger inner structure and the
growth of value of the psychological unit of performance" (p. 18).
Development is structural development. Adolescents themselves do
not experience the objective meaning of their development (p. 17). A
developmental psychology of understanding has the task of not only
understanding development but also of understanding certain expres-
sions as developmental expressions - even when they are not experi-
enced as such by the adolescent. The adolescent's perspective 1s also
limited, according to Spranger, because he or she may experience
their adolescent psychological structure as final. Spranger addressed
the problem of achieving an understanding that goes beyond the sub-
Jective contributed meaning. He pointed out that from an evolution-
ary point of view one could understand the meaning of development
in terms of the survival of the individual and that development con-
tributes to this goal. But if one considers the meaning of develop-
ment as a development that allows participation in the objective
mind (in Hegel's sense), psychological development refers to the de-
velopment of a personality and becomes much more complicated.

Types

Spranger (1924) clearly envisioned his psychology of ado-
lescence as a typological psychology (p. 19). As each individual is
unique, science will not be able to reach each individual. According
to Spranger, one needs concepts that represent something in a gen-
eral way while at the same time these concepts are very concrete (p.
20). A concretization of the general is realized in the concepts of a
type. Spranger suggested that he incorporated the average type
(gained by induction) as well as the ideal type (gained by deduction
as an a priori construction). Self-critically he pointed out that the
psychologist is part of a culture (p. 27) and that such a typology is
very limited.

As the development of human beings is not only a function
of nature, a typology is part of the historical-societal reality, based
on the concrete culture and cultural society. Therefore, it is impossi-
ble to develop a psychology of adolescence in general. Spranger
provided, according to his own account, a psychology of the German
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adolescent of his cultural time (the last 150 years). He added that
some features identified in this context may be valid for the English,
French, and American adolescent, but that this is certainly not the
case for all features. He also pointed out that class, gender, and edu-
cation play a role and that his focus was on the educated male ado-
lescent.

In this context Spranger (1924, pp. 21-30) was also critical
of physiological psychology. For example, any explanation of devel-
opment that focuses on the change in the human glands from child-
hood to adolescence cannot solve the psychological problem of de-
velopment. He argued that such an explanation is as successful as
one that says that Socrates was in prison because his muscles moved
him into prison. If an individual is hit by lightning, then changes in
the individual's plans, mood, and attitude towards life must also be
explained by the individual's interpretation of this experience. Simi-
larly, the psyche of the adolescent male cannot be explained by the
production of semen. Physiological psychology, according to
Spranger, is not without relevance, but it does not add to psychology
proper. Anatomical facts are interesting, but they do not contribute to
an understanding of adolescence. Spranger challenged that one can
explain the feelings of isolation or loneliness, radicalism, or tenden-
cies to idealization through understadning the activity of genital
glands. For Spranger, anatomical-physiological changes of structure
represent one realm of facts and psychological-mental changes of

structure a second realm of facts.
Spranger's description of youth

Spranger started out with a holistic characterization of ado-
lescence (pp. 31-51). As one can understand particularities only from
the totality, a psychology of adolescence must start with a holistic
characterization and therefore it is discussed at the beginning of the
book. From a methodological point of view it is interesting to note
that he characterized adolescence by discussing middle childhood,
which allowed him to understand the distinguishing features of ado-
lescence (p. 36). Spranger suggested three basic characteristics of
adolescence: discovery of an identity; emergence of a life-plan; and
growth into different domains of human life.
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Discovery of an identity
Spranger (1924) pointed out that the discovery of a self in
adolescence does not mean that children do not have experiences of
the sglf — children have a sense of self. Spranger meant that the per-
§peqt1ve of the adolescent is turned inwards in reflection, and the self
is discovered as having its own reality and world. More precisely
the adolescent is in search of the self. Part of this process is self:
reflection in which the adolescent becomes entrenched within his or
?er own emotions or philosophical contemplation: "Why do I live?"
Why is there more than nothing?" (p. 41). This self-reflection is ac-
companied by inner restlessness. Adolescents, according to
Spranger, may use diaries, and letters to peers are sent not in order to
tal}( abogt things but to mirror one's self in writing and receiving.
Friendships serve the purpose of subjective self-understanding. In
the process of finding one's identity the adolescent shows sensitivity
As adolespents have the problem of not being taking seriously. theix"
peer re}anonships express the desire for respect and the need fo’r love
and guidance. The search for identity is also accompanied by an urge
Sfor autonomy. Even more so, it is a sign that a new self is emerging
Therefore, desires for emancipation are necessary and not the prod:
uct of disobedience or lack of caring.

Emergence of a life-plan

. It would be shortsighted, according to Spranger, to think that
hfe-p}ans refer only to vocational choices. Spranger included here
the direction that the inner life takes. The life-plans that emerge in
a_dolcscence can impact one's whole life until old age. The perspec-
tive of the adolescent is directed towards the future and ideals are
foqnefi. Among the many identities that the adolescent can choose, a
main identity must be chosen (p. 45). In order to understand "aben:a-
tions" gf adolescent life-plans one has to understand the connections
(s)(f)’ lf'{xotlvattio;ls.dSprangerdpointed out that inner tensions could reach

ar as to lead to suicide based sim i inati i

ot anotier parson eutiors ply on the imagination of pain

Growth into various life domains.

. Different life domains are not merely assimilated but rather
according to Spranger, are filled with the adolescent's own experi-’
ences. T}}ey impact the adolescent's creativity in art, reflection, and
conmbuuqn to society. In this sense the adolescent achieves culéural
not only biological, reproductivity. Using material from history, lit:
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erature, and the method of understanding, Spranger described in a
detailed manner, fantasy and creativity in adolescence, pubertal
eroticism and sexuality, the ethical and social development of youth,
and the legal, political, ideological, work-related, and religious con-
sciousness of young people. Similar to his personality psychology
(Spranger, 1928), Spranger identified different types of adolescent
life and ego affection.

Spranger also differentiated between basic forms of devel-
opmental thythm and basic forms of adolescent individuality. Types
of developmental thythm are based on the character of personal ex-
periences. He discriminated (a) rich and stormy developmental types
(p. 336) where experiences take the form of revelation and reincarna-
tion. Experiences tend also to be without a border and sect-like be-
havior may be observed. For example, adolescents in this category
may have personal experiences in which they feel like a totally new
person. In contrast, there is the type of (b) slow silent growth (p.
337). Adolescents work consciously on themselves without major
disasters, continuously, and are goal-oriented and energetic. A third
form can be characterized through (c) self-conquest (p. 338). Ado-
lescents in this category control themselves and can be understood
by the attempt to discipline their mind. This typology is informative
as Spranger argued that each person does not experience adolescence
in the same way and that there are individual differences in the
rhythm of adolescence.

Spranger also portrayed the formation of individuality
through pairs of attributes. He depicted in detail sober-minded versus
ardent-minded adolescents (p. 345), susceptible versus creating per-
sonalities (p. 346), and melancholic and cheerful natures (p. 349). He
also characterized forms of intellectual direction in adolescence (pp-
353-363). Some adolescents thrive on the physical dimension, by fo-
cusing on sports, and show a lack of intellectuality. Other adoles-
cents devote themselves to the aesthetic domain. Spranger called
them Hoélderlin types, in reference to the German existential poet. He
also pointed out problematizers, adolescents for whom each experi-
ence and emotion is turned into a problem. Again other adolescents
are interested in acquisition. According to Spranger they can be de-
picted in the context of Americanism, according to which all goods
are seen in terms of success, business, and personal progress. Other
adolescents are driven by action and by the need to dominate. He
also included the devoted adolescents who are, for example, devoted
to the welfare of their parents. Some adolescents are ethical enthusi-
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asts who follow an "all-or-nothing" i
ho ‘ g" mentality. And finally there i
the religious type who is oriented towards transcendence. y e

Critical Reflections

; suggest that the methodology of understanding - in contrast
to explaining - offers relevant, yet neglected insights for contempo-
rary develqpmgntal problems. However, it must be pointed out trl)lat
unc'lerstf‘mdl.ng' in Dilthey's framework and in Spranger's concep;uali-
zation is limited by the social and historical context of the re-
semchq. Spranger was aware of this problem and admitted that his
typologies do not transcend time and space. Thus, it becomes impor-
tant for an evaluation of human-scientific psychology to understand
the person of thq researcher and his context. This is not only valid
for hgman-sc1ent1ﬁc psychology but also for the natural sciences (see
Hardn'lg, 1998). Spranger, for example, was trapped in his own con-
servatlve.political orientation and the German Zeitgeist. This b
comes e}rrlldent with regard to gender and ethnicity. ' ”
' Inan enlightened manner Spranger (1924) ac im-
its of his approach to a certain group ofg adglesce)nts (;;pcie;itatt};es 1tlhnzit
his psychology @s not valid for all adolescents. He was fully aware
that understanding has historical constraints (see Schnidelbach,
1984). Thus, Spranger admitted that his main concern is the German
maI.e adolescent. He argued that "of course we know that the psycho-
logical deyelopment of the female adolescent is different, and her
psych(')lo.glcgl structure is different from the male one" (p. 2’ 1). How-
ever, 1t 1s instructive to see how Spranger, who emphasiz.ed the
socio-cultural context when it comes to the mind, rejected the idea
tbat,' for example, female sexuality of his time is a product of his
time's n?orqhty. He suggested that "nature is more powerful than
each artificial societal system" (p. 127) and he called attempts for

?eW conceptga]izations of femininity as intellectual constructions:
Eternal ‘fcrmpmity in its weakness and greatness is untouched b ;
such soc}ologlcal ideas; its roots are not to be found in the sociolo }-I
gal;aguterm t}(lie natural-metaphysical world" (p. 127). It seemed tlillt
vglop rientu:s ]e;i‘(s)tl(()):iic;?,ale change as socio-cultural but female de-
This stream of thought becomes i
when Spranger (1924) referre%lhto Jewish an?ivlinus:il:rrleagclll:z::;bils
qemy 9f the !920s: "Al.ready the Jewish adolescent shows essen-
tial deviating traits - what is usually not seen — and for the Russian
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psychological type we have the urging feeling of far-reaching
strangeness" (p. 28). The focus on difference versus the focus on
universalism is a problem that is still discussed in contemporary
thought (see Emst, 1999; Malik, 1996). A focus on difference to ac-
knowledge the historical and social situatedness of knowledge and to
see the specificity of the development of various groups and indi-
viduals does not necessarily lead to an enlightened position. It can
lead to the construction of strangeness of marginal groups and, in its
worst form, to a construction of inferiority (see Teo, 1999b).

Psychological theories are part of the society and history in
which they emerge. Even my own criticism and understanding of
Spranger must suffer the same fate. But are Spranger's studies based
on understanding more involved in the Zeitgeist than those of natural
scientific psychologists? Are they more biased than the ideas of G.
Stanley Hall (1884-1924), the father of American developmental
psychology, who suggested, based on empirical "evidence," that so-
called lower races are not in a state of arrested development but in a
state of adolescence? According to Hall (1907), "most savages in
most respects are children, or, because of sexual maturity, more
properly, adolescents of adult size" (p. 649). Hall also complained
about Islam as being more effective than Christianity in subjugated
parts of the world: "The reason is that Mohammedanism has been
elastic and adaptable ... its very inferiority as a religion has caused
its success" (p. 675). It is clear for Hall that non-European groups are
inferior: "The fact of mental inferiority according to the established
standards of measuring culture and civilization is unquestionable" (p.
676). Hall's ideas provided the rationale for segregation and separate
education for Whites, Blacks, and American Natives in the United
States.

I am not challenging Spranger for his ideas by quoting Hall
but rather seek to emphasize that all of developmental psychology
has to be understood from a historicist perspective in the context of
time and space. From a presentist point of view we are allowed to
judge and evaluate these statements ethically. Beyond such a focus,
one should look at the substance of ideas and methodologies pro-
posed in order to grasp development. It may allow for the fusion of
various horizons (Gadamer, 1960/1997) and contribute to under-
standing important psychological issues. Contemporary developmen-
tal psychology is a patchwork of ideas, theories, research programs,
and empirical results. It has accumulated a vast amount of informa-
tion on a variety of developmental problems. One should ask: Has it

R
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not lost its understanding for the wholeness of the developing sub-
ject? I do not suggest that developmental psychologists must neces-
sarily subscribe to Dilthey's or Spranger's ideas on understanding,
but I think that one can learn from such approaches in order to de-
Yelop a more comprehensive description of development. Maybe it is
time to rediscover and understand the Gestalt of development again.
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“ Splendid Isolation:
Breakfast and Self-Actualization
In The Dream Society

Michael Miller
Greensburg, PA

ABSTRACT: Using a recently published book for entrepreneurs,
Rolf Jensen’s The Dream Society: How the Coming Shift from In-
Jormation to Imagination Will Transform Your Business, a case is
made that the commodification of the story is an inherent aspect not
only in the market for things, but in psychotherapy as well. Special
attention is paid to the Depth Psychological tradition and its recent
resurgence in popular culture. This paper argues that a therapy
grounded in the buying and selling of stories necessarily leads to the
commodification of the client herself, who is forced to redeem her-
self through the process of therapy, within the bounds of the capital-
istic frame such a therapy imposes upon her.

I: Feeling Better

Winning is important to Americans because it makes them
feel good, and good is the American thing to feel. Americans
spend thousands of dollars on books, drugs, and various
forms of psychotherapy in order to feel good. The most
widely prescribed psychiatric drug in America is an anti-
depressant. Americans attend therapy, groups, participate
in self-discovery retreats, experience ‘primal scream ther-
apy’ and ‘rebirthing’, and so forth.(Much of this takes place
in California, the feel good state.)

-Stephanie Faul, from Xenophobe’s Guide To The

Americans

We have spent a century and a half ruthlessly bringing our
sense of alienation from ‘meaning’ into ever sharpening focus. This
project has stretched at least from Marx, through the various modali-



