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A Basis for Creating a Reflective Network in
Schools: Reflective Network Therapy in a Small

Middle and High School

Sandy G. Ansari M.A.
Preface by Gilbert Kliman M.D.

Expanding the utility of Reflective Network Therapy (RNT) schoolwide and to school pupils far
beyond preschool age is now occurring. The process encouraged my integration of several psycho-
analytic theories, as well as shed light on the unique dynamics of classroom life. Several psycho-
analytic concepts germane to dyadic interaction are reviewed and new approaches are brought into
new light by exploring the multiperson world of the school classroom teacher. Reflective Network
Schools (RNS) can serve as vehicles for creating spaces in today’s classrooms for both investigation
and application of various psychoanalytic orientations. The model used shows how a few basic
tenets of psychoanalytic thinking allowed a lay analyst to rediscover many theorists who followed
Freud’s discovery. With the use of its time-tested method in new ways, along with the inception of an
article series starting here, RNT has a wider clinical and academic scope than previously expected.

When I became a child analyst in the 1960s, there was nearly a line around the block waiting for my
intensive treatment in the form of four- and five-times-a-week analytic sessions and, customarily, a weekly
parent guidance session. Few child analysts have that in-demand experience today. The decline of demand
for child analysis, despite enormous numbers of children in need, is caused by many factors. Among them
are financial barriers, logistic difficulty, insufficient numbers of practitioners, and scientific outcome
collection obstacles. The treatment is expensive and the logistics of bringing a child to treatment multiple
times a week are daunting to many modern families. A full-scale child analysis is financially out of the
reach of most of the population in need. It is not a treatment that most third-party payers will fully support.
That is partly because the profession has not achieved the scientific credibility, feasibility, and outcome
research it richly deserves. Even if demand for child analytic treatment were as great as it should be, there
are insufficient numbers of practitioners to meet a greater demand. Relevant to the following article, U.S.
professional training lacks widespread and affordable pathways for engaging and training young child
analytic practitioners. Little hope exists to engage and train child psychiatrists as child analysts. Recruiting
for child psychiatric jobs is themost difficult of all medical recruiting tasks and the small profession of child
psychiatry is mostly prescription-oriented. Perhaps this is because insurance will not pay for psychotherapy
at medical rates. Nonmedical child analysts are also in short supply. There are probably fewer than 3,000
nonmedical child analysts in the world trained sufficiently to receive child analytic certifications from the
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International Psychoanalytic Association and/or an institute accredited by the American Psychoanalytic
Association. Despite the shortage of treaters, the need for treatment of children who are disturbed and/or
developmentally disordered is vast, immensely greater than the numbers of analytically trained practi-
tioners. Thus, it is important to me that, in contrast to taking the usual pathways into the diminishing
practice of child analysis, the author is a licensed educational therapist. Her profession, like those of little-
appreciated thousands of licensed special education teachers, occupational therapists, play therapists, and
speech therapists, is outside the orthodox box of child analysis. Yet such professionals are widely and
intensively involved in what are essentially interpersonal therapeutic modalities with children and adoles-
cents. It is also a regularly compensable matter for such practitioners to treat children and have their
sessions paid for by third-party insurers. Methods such as the one the author has piloted provide for natural
expansion of child analytic understanding, training, and practice to that burgeoning set of professionals and
give hope for the otherwise dwindling future of child analytic contributions to public health. The author has
emerged as a psychoanalytic thinker and experimenter from outside the constraining cadre of licensed
professions such as physicians, psychologists, social workers and marriage and family counselors whose
child-analytic analytic societies and institutes ordinarily encourage training. Like many educational
therapists, her background includes years of dyadic educational therapy carried on multiple times per
week, so she is comfortable with the intensity and frequency of sessions that facilitate classical child
analytic work. She has been in, and is still in, a personal analysis, which clarified for her many of the
vicissitudes of transferences and countertransferences, so essential to her school-based work discussed
herein. Best of all, and leading me to encourage readers to follow and emulate her work, she has hit upon a
method she calls Reflective Network Schools, which opens the benefits of intensive psychodynamic
psychotherapy to a previously hard-to-reach population: middle and high school students. Such children’s
lives are so busy, and parents so preoccupied, that school is the natural place to provide hundreds of
sessions per year for multiple years. The author’s account of her Reflective Network Schools pilot
experience is persuasive and moving. Within a few essays, she chronicles the excitement of personal
discovery, and intellectual and technical growth. She needed no training or supervision from the method’s
originator beyond reading his how-to-do-it manual (Kliman, 2011) aimed at treatment of younger children
in preschools, and attending two days of his seminars that featured demonstrative videos linked to the
manual. Her growth gives hope that other professions (educational therapists, school psychologists, speech
therapists, special educators) within the educational system may be able to learn, apply, and, ultimately,
successfully bill third-party payers for evidence-based psychoanalytic derivatives. This kind of pioneering
work will demonstratively improve school climates (Cohen, 2001; Cohen et al., 2009; Cohen and Geier,
2010) and measurably benefit increasing numbers of children.

The German philosopher, Arthur Schopenhauer, in his 1844 publication, Die Welt als Wille und
Vorstellung, (The World as Will and Representation), affirmed that the removal of empirical
perception leaves us with two pure perceptions a priori, which take the form of transparent
containers, namely space and time, whose structures we can independently examine (cited in
Wicks, 2011). This is the first of a multipart series of articles designed to examine a particular
structure, a method used in a classroom or small school. The aim of this introduction is to provide
certain coherence into the major concepts of this model, which review underlying literature for using
psychoanalytic modes of thinking about interpersonal spaces in a particular time in the child’s life,
broader than the dyad of analyst and child working in an office. Instead, it uses the interpersonal
transactions and larger clientele widely available in a small school or classroom, so long as the
inroads are properly established. This model is close to the spirit of the school-inspired work of Anna
Freud, Dorothy Burlingham, and others. The Hampstead Clinic and its Child Therapy Course is a
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good example and reference point. Started in 1947, the Anna Freud Center’s inception is attributable
to Anna Freud, Dorothy Burlingham, and Helen Ross (Michael, 1991). Numerous senior child
analysts were once students at this clinic. The Hampstead Child Therapy Course and Clinic became
the first major child psychoanalytic center for observational research, teaching, and learning.
However, the demand for such training activities and patients’ use of its intensive form of treatment
are no longer high. Ironically, the historically oldest and longest standing child analytic educational
tradition that involves psychoanalysts was, and still is, that of organizing and directing psycho-
analytically informed schools, for both normal and troubled children (O’ Laughen, 2013).

This series begins to discuss the progression of a pilot application of child analysis in school
settings. We now call it Reflective Network School (RNS), a technique both similar to and different
from the child-analytic methods used at the Hampstead clinic. Kliman originated a feasible and
replicable forerunner of this method with preschoolers. He called it The Cornerstone Method and
then (after finding many religious schools using the Cornerstone name) designated it more precisely
Reflective Network Therapy (RNT). RNT is different from methods in most therapeutic or special
education classrooms, as well as in mainstream settings. RNT is a method that gives promise for the
application of child-analytic observation and technique in the public health arena, especially in the
large domain of the school and classroom. This introductory article gives a foundation for such uses,
with a focus on the first pilot study of creating an RNS. It reviews ways that such observation
informed and guided teachers, school personnel, and parents in optimizing school climate. In later
parts of the series, we will present examples of a vital and powerful dyad observed in the classrooms
and schools today, a dyad that has, perhaps, existed since the beginning of civilization. This dyad has
long been overlooked—that of teacher and student. Its many vicissitudes useful in RNS will be
discussed as such observations have much to reveal for psychoanalytically inquiring persons.

INCEPTION OF RNT AND THE BIRTH OF RNS

RNT began with preschoolers in therapeutic classes (Kliman 1968, 1970a; Kris Monograph
Series, 1969) and here is extended for use in middle and high schools. The method looks at
child and adult analytic principles to guide therapeutic techniques in a real life space. This
approach helps harness small social networks to change school climate in such a way that all
members benefit. The larger frame to apply psychoanalytic observation and research, including
RNT, is here called RNS. RNS is a large, versatile, and adaptable frame in which RNT is a main
feature of the techniques applied. RNT potentially, and in some hands actually, carries the
knowledge of systems and groups dynamics that is needed to foster schoolwide climate change,
starting in the classrooms. Reflectiveness is a quality that emphasizes and ultimately expresses the
participant’s views of individual differences among the inner lives, personalities, and adaptive
mental health functions of the students being served. It has been recently discovered that RNT can
and does provide many benefits for older children, many of them enrolled in small classes because
of learning difficulties or developmental challenges. RNT is now used and received well in a class
or school with the proper parental, administrative, and staff collaboration. The practice of creating
what is now called an RNS produces an opportunity to treat and investigate a variety of children in
grades K–12. The practitioners of this model can observe how the method potentially affects not
only the individual members, but also the totality of staff and families as well as the climate of a
small school or classroom. The upwardly expanded age range application can produce more
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insights into the world of child and adolescent psychoanalysis. For example, issues of transparency
and confidentiality are documented and will be discussed later. Teachers and other mental health
professionals can use RNS series as a frame to contextualize RNT for the reader. Within this frame,
those working with children and adolescents can grow to learn to apply psychoanalytic modes of
thinking once they have become comfortable with thinking reflectively. Mental health clinicians
learn and grow as a result of the structured process of the method, producing an intellectually
fertile and empathic ambiance and milieu. We hope we will demonstrate in this article a method of
thinking and reflecting that will serve as an example of how to apply key psychoanalytic principles
to design classroom curriculum and school climate like RNS. Today it can be more easily
supported that methods used to improve social and emotional life also parallel neurobiological
paradigms of learning and development (CASEL, 2013).

RNS’s mission evolved as way to extend upward in client age and deepen the utility of RNT. It
necessarily included training educators and other people working with children to use psychoanalytic
theory. Our further mission now is to add RNS to a menu of special education and preparatory school
services. RNS treatment can help special education and regular preparatory schools by using key
psychoanalytic concepts to help teachers in upper grades to design school climate changing curricula
for their classroom and various subjects. It may be hard to imagine that the field of child psycho-
analysis can soon be revived and used to its fullest potential. However, recent research shows that
school climate, in turn, has a profound impact on students’ behavior, supporting their mental and
physical health throughout each grade calls for experts in the field of the mind, and as well as
development (Thapa et al., 2013). The school climate research supports the approach that RNS
provides. For example, researchers have found that dyadic engagement in the context of a wider
social climate affects self-esteem from infancy onward (Hoge, Smit, and Hanson, 1990; Stechler and
Kaplan, 1980; Meltzoff, 1985, 1990; Meltzoff and Gopnik, 1993; Sander, 1977, 1985).

The RNS form of educational and psychological practice can also potentially further an
increasing trend. In recent decades, a small number of evidence-based treatment methods that are
geared for school-bound children are being funded and carried out. These methods are gaining
momentum (Zins et al., 2004). State and national policy makers are placing emphasis on funding
toward what they call Social Emotional Learning (Elias and Arnald 2006; O’Loughlin et al.,
2014; Merrell and Guelder, 2010; Thapa et al. 2013). Organized by the Collaborative for
Academic, Social and Emotional Learning (CASEL, 2013), founded in 2012, CASEL affirms
that their mission is dedicated to advancing the science and practice of school-based social and
emotional learning. “CASEL’s mission is to make social and emotional learning an integral part
of education from preschool to high school” (CASEL, 2013).

Other evidence-based methods applicable in schools are also structured around dyadic
engagement but are still in their infancy. They also have been informed by psychoanalytic
literature as it relates to pedagogic practices (Elias and Arnold, 2006). Some are tailored with an
understanding of the neurobiology of relationships, e.g., attachment theory derived from
(Ainsworth, 1967; Ainsworth and Bell, 1970; Ainsworth, Bell and Stayton, 1971; Ainsworth
et al., 1978; Ainsworth and Wittig, 1969; Bowlby 1969; Fonagy, 1996; Fonagy, Roth and
Higgitt, 2005; Fonagy and Target, 2006). Mentalization practices, for example, concur with
modern and not so modern philosophy and are based on theories of mind used since such
thinkers as Descartes (Northoff, 2011). Yet, the groundwork for how to really apply, in today’s
climate, these concepts is yet to be laid out. There have been a number of approaches based on
more recent notions of the system’s thinking with influences from the field of applied
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psychoanalysis. These were reviewed in Stolorow et al. (1987). Such systems including meth-
ods, designed with the hope to reach the whole child, and are set up to produce more effective
and enduring outcomes both in mental health and in their in academics (Merrell & Gueldner,
2007).

Another impetus for adding RNS to the menu of special educational and preparatory school
services is its financial economy. As in RNT, which has remarkable financial economies
compared to other methods (Kliman, 2011), RNS is clinically and cognitively effective, as
well as efficient with time and money. This provides an advantage for the field of child
psychoanalysis to find its way back to the foreground in the eyes of policy makers. The nearly
five-decades-old application of RNT in preschools is informed by previous psychoanalytic
investigations and techniques, and is specifically designed for use with children in their class-
room setting, much like the ways in which Anna Freud created her school. Now may be the time
to dust off old approaches and revive them with those who are still working to enhance such
work. It shows great promise that RNT’s cost-benefits and outcome measures now place in a
modern context of evidence-based treatments proper for schools to add to their menus of
services.

RELEVANCE OF CLASSROOM CLIMATE TO CHILD
PSYCHOANALYTIC PRACTICES

Now that school climate improvements are being taken seriously among policy makers, it may
be a good time for RNSs to become an accessible service within educational repertoires. RNS is
in keeping with evidence-based, as well as school-based, approach for today’s classrooms, the
school climate changing procedures of which, are supported by families throughout the America
(O’Louglin et al., 2013).

In the spirit of getting beyond a pilot project geared for older children, hoping to train other
schools in this application of psychoanalytic intervention, the RNS article series plans to
describe the various adaptations that can help meet the needs for improving the school’s climate.
These articles thus will necessarily describe some of the moment-to-moment unfolding of the
method. RNS series will begin by reviewing a recent service project in a school where
adolescents struggling in school with language delays and other social-emotional set backs
were observed and treated using RNT right in their classrooms as the overarching method.
Teachers were supported by the author and identified as an educational therapist. By visiting
and working with all the children individually—in their classrooms, in special projects, and in
the halls—many preliminary observations were made. Later in the project, teachers were given
time and space to reflect and think about each student and engaged in dialogue with the RNS
therapist. As an example, findings regarding the interaction between teachers and therapists
many times throughout the day will be discussed. In their real-life moments, teacher-to-therapist
briefings and therapist-to-teacher debriefings took the form of dyads and small classroom group
discussion and reflection. These structured sessions of discourse were factored into the days,
often as Life Skills classes. Soon it was arranged that teacher, students, and the RNS facilitator/
therapist had appointments with each other that were set up formally as the pilot program
evolved. Spontaneous teacher–therapist and principal–therapist sessions were also made avail-
able. The moments of discourse, called briefing and debriefing in preschool RNT, were also
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developed as a main focus of RNS as it unfolded among middle and high schoolers and their
teachers and parents. Briefings in the preschool were originally thought of as network-builders
and defined by Kliman as structured times for communication between at least two adults
(teacher and/or parent and therapist). These communications involve the teacher and child
jointly narrating a summary to the child’s therapist about the child’s mental and emotional
state that day. With practice, this work takes only a few minutes. Debriefing is in the other
direction. It is also an interpersonal event lasting a few minutes, directed by the therapist and
child to inform a teacher and/or parent or administrator. Both directions of communication were
structured to provide hundreds of opportunities in a school year for the child, therapist, and
teacher or parent mirror and identify with others’ feelings and behavior concerning the child.
Typically with RNT, if the child cannot or will not verbally narrate his or her own experience of
the day and his own mental content, the therapist/facilitator fills in the teacher in the child’s
presence. Other children may contribute, hear, and participate in the debriefing if the child
allows. Both the briefings/debriefings moment, designed to keep everyone in the loop moments
occur as much as possible in shared, rather than private, physical spaces and are intended to
occur hundreds of times a year (Kliman, 2011). Because of older children’s greater needs for
privacy, middle or high school children are expected to control the content of debriefings along
with the therapist. Debriefings often occur in groups or creative settings, such as a self-
disclosure segment of a Life Skills class, or during a long-term expressive and creative project.

Prior to establishing a schedule of briefing and debriefing time, involving momentary bits of
teaching and reflecting, it is critical to first build rapport with teachers. This is the central, and
most significant, part of successful implementation of RNS. In the pilot, teachers were only later,
and gradually, taught how to begin thinking reflectively about themselves and others. For
instance, teachers began to practice following the line of inquiry developed by students on
their own. The RNT process, previously used with preschoolers, was largely replicated in this
middle and high school environment, but with various adaptations. The work revealed that even
in middle and high school settings, psychoanalytic observation could be utilized so that it can
provide opportunity to notice various processes. For example, various frames were noted within
each dyad. Transferential and countertransferential phenomena among teachers and students
became increasingly obvious. Over time, collaboration in a synergistic educational and analytic
climate allowed teachers to learn about ways to use understanding of their own and student
unconscious behavior retrospectively. Gradually, teachers were able to make more informed
choices when it came to handling problems. Momentum slowly grew and the school climate
took on a different posture. The use of psychoanalytic lines of thinking applied to the school
community as a whole network, helped facilitate an enhanced academic climate for the whole
school. Students showed and self disclosed feeling more empathy for others and more collabora-
tion along with a sense of flow in learning and creativity took hold for all on campus. No
bullying was reported.

The orchestration of RNT within this school allowed a freer introspection from multiple
psychoanalytic approaches to develop while the group observed its own behaviors and reactions
to others. The implementation of RNT helped provided a context for us to learn deeply, often by
applying a number of theories by Freud, Lacan, Klein, Bion, Winnicott, and Bowlby to the
experience. This led to a richer understand of patterns in teacher–student experiences and
perspectives. With these varying approaches and insights, the method applied in post-preschool
years has aimed to help build a model for school climate change in the middle and high school

REFLECTIVE NETWORK THERAPY IN A MIDDLE AND HIGH SCHOOL 719

Ps
yc

ho
an

al
yt

ic
 I

nq
ui

ry
 2

01
5.

35
:7

14
-7

32
.



setting, where problem behaviors often reach their peak and the window of early intervention
begins to close. Change becomes harder and yet central at this stage in the student’s psyche (A.
Freud, 1966). The practice of thinking dynamically about the network while attending to each
child fostered evident changes and growth in each teaching practice, and in overall school
climate. We could not readily have achieved such results using individual-only dyads, within the
same amount of time. It was an efficient use of therapist time, spent integrating the dyads in the
whole school’s climate. This was done by modifying the use of an operationally replicable
process that includes a manual to train and work with preschool administrators, parents, and
classroom teachers. Teachers are given the space in RNT/RNS to think reflectively about each
student and to also think about group dynamics as a very important biopsychosocial phenom-
enon, a platform for improving academic performance.

It was clear to me that teacher trainings and orientation to the method was integral for
effectively implementing the first phase of RNS for upper grades. At the launch of the RNS
project for older children, those teachers and administrators needed a deeper sense of what it
meant to foster theory of content to assist students with their academic and social emotional
skills. Wittgenstein’s notions of the complexity of language and thought and attitude toward
content (Thornton, 1998) came to the rescue when building rapport and guiding the teachers.

IMPLICATION OF METHODS SUCH AS RNT IN SCHOOLS

In his 1953 book, Philosophische Untersuchungen (Philosophical investigation) Ludwig
Wittgenstein’s examination of language and thought and the many functions of interpretation
and content may also be applicable with RNS. In recent decades, professionals working with
children have increasingly created a niche by being cross-trained in two specialties, so as to
become more marketable in the working force. Yet, classroom teachers, as well as psycho-
analysts, are lagging behind because many are not yet cross-trained, particularly in under-
standing the implication and uses of language and its semantics, and or the nature of
development in children, in both classroom and analytic settings. This may be a result, or
perhaps the result, of too narrow training and education. Also, there is not enough emphasis in
either academic or mental health fields on the central and critical role teachers have. School
climate surveillance is now an evolving field. It may become a more efficient than office-based
treatment for treatment of some individuals’ disorders. The outcomes also foster further
benefits in the community as teams of professionals work closely together and organize
important phenomenological and outcome information about the children they treat.
Greenspan and Wieder (2006) stated,

All families and our society as a whole will benefit if parents, parents to-be, educators, and other
adults who work with children have a thorough, comprehensive understanding of how children
develop as well as access to information and coaching, and where needed, specialized clinical
services to help them interact with children in ways that will best promote healthy emotional, social,
and intellectual development. [p. 333]

Many evidence-based methods used to improve development and mental health and may hold
similar views, but are worded and structured somewhat differently to access the larger school
community. Such evidence-based methods also conduct their research and gather data at many
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levels. Such seemingly interdisciplinary evidenced-based approaches tend produce a common
language so as to be accessible to paraprofessionals, as well as other disciplines (R. H.
Humphrey, 2013). For instance, in the last four decades, coregulation, from a neurobiological
standpoint (Fogel, 1992a, 1992b, 1993; Sander, 1977; Stern, 1989; Schore, 1994), has been a
central theme of research and treatments, yet does not place emphasis or make explicit
transferences phenomena or other psychoanalytic processes. Nevertheless, the associated tech-
nical researches do suggest positive results in areas of language and communication and some-
times affect regulation (Elias and Arnald, 2006). RNT is in the vanguard of such methods, one of
the most extensively feasible and most evidence-based methods that can simultaneously produce
measurable individual cognitive and clinical change, all while also expanding psychoanalytic
observation in various climates (Kliman, 1970a, 1980, 2005, 2011).

More often than not, many teachers do not have the tools or training needed to expand or
scaffold on such programs. Instead, they may rely on students to make their own meaning out of
classroom content. For instance, students who are pulled out of class for individual instruction
don’t have the chance to integrate their experience. As a result, students and teachers alike
remain out of the loop when it comes more important but subtle matters. While working
alongside teachers, lay and certified psychoanalysts can come to RNS settings with the mindset
that they are conducting a form of conceptual, as well as process, research. For example, the
social emotional learning models can be integrated with RNS and the outcomes measured for
each climate. Other approach was used, for instance, by Sherkow and Harrison’s (2014) theory
of mind and language acquisition for autistic children. Because there are so many novel
interactions with each dyadic, triadic, or group dialogue, process research is a potentiality
when using RNT.

With RNS, teachers also may get a chance to learn the use of developmentally appropriate
interpretation of student behavior and academic progress. Cognitive skill such as under-
standing the meanings of metaphors and symbols are looked at with teachers, with careful
attention, using RNT and is provided to teachers and staff members. Teachers and sometimes
parents learn to pay attention to the Freud’s concept of nachträglichkeit implicating either
symbolization, deferred action or afterword-ness, as the active process that bridges the gap
between past affective vicissitudes and the cognitive ways of producing meaning (Stanchey
et al., 1953–1974). Teachers who are looking for ways to motivate students, bring alive what
cognitive skills they have and provide opportunities for creating meaning and deepening it.
These concepts can be very useful for teachers to better grasp the use and meaning of such a
word.

With RNS as a social emotional learning tool, there are some extra perks. RNT’s practice of
briefings, debriefings, and team discussions is a reliable stimulus to professional growth and
education of its practitioners. RNT’s rich and numerous case interdisciplinary discussions of case
vignettes stimulate staff minds, including room for a mixture of psychoanalytic schools of
thought. Neurobiological research concepts can be accessed on subjects such as learning and
memory. This can help an investigator look for methodological benefits while RNT is being
adapted to a particular school climate. Maintaining an evidence-based clinical and academic
climate becomes fertile soil for understanding and ultimately utilizing studies in depth neurop-
sychology, the integration of neuroscience with psychoanalysis (Solms & Solms, 2002). We find
such an epiphenomenon among facilitators of RNT and clinicians in all sites so far. The effect
occurs in different cultures and nations worldwide (Kliman, 2011).
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RNT, a method, and now the RNS series provide a frame to further enhance academic life for
the school-age child. It influences school climate via psychoanalytically informed ideas and
techniques found in groups. This method is an influential tool for various applications of child
psychoanalysis and a potent method for dissemination of psychoanalytic learning to participant
staff. In fact, certain relevant psychoanalytic notions are considered in the application of RNS for
older children that can produce a range of clinical material that many psychoanalytic orientations
can appreciate. RNS in schools can utilize attitudes from previous psychoanalytic investigators
and thinkers that may not be familiar to the field of K–12 education. The following is a review
of some psychoanalytic concepts and ideas that may be accessed by program developers in
academic settings who may use the techniques. To composite mental health services with school
systems can be a rewarding innovation. “Research states that using a ecological approach to
designing and implementing school based mental health services will produces sustainable and
favorable outcomes” (Merrell and Gueldner, 2007, p.111).

Psychoanalytic thinkers of group relations, such as Wilfred Bion’s (1961) using insights from
his own boarding school experiences to formulate his theories, has produced for RNS a kind of
role model. This has helped the RNS approach and gave it a way to navigate and steer away
from common pitfalls, while, like Bion, it gave us access to phenomena and insights into
ecological practices. Bion (1961) and a few others have expressed ways to bring the field of
education, as well as mental health, to the sharing of a common ground. The RNS as a frame
situates a range of psychoanalytic notions can be fostered with RNS. Case in point, Bion (1961,
p. 54) wrote that group process was indispensible to individual health: “I consider that group
mental life is essential to the full life of the individual, quite apart from any temporary or specific
need, and that satisfaction of that need has to be sought out through membership in a group.”
Applying these notions, as well as others, can supplement the work currently under way for
social and emotional learning across the country. With this, academic institutions may better hear
the voice of teachers, especially their cries for needing more support in the classroom. As Anna
Freud (1957) taught us how collecting information and using direct child observation can create
a picture of the dynamics at hand. At the clinic, they would, as a team, get together and go over
all their collected observations. We hope to sharpen this skill by applying it in today’s various
classroom climates. It is hoped that RNS can bring to the fore many effective ways to use direct,
as well as indirect, observation though the group experience.

BRIDGING THE ACHIEVEMENT GAP WITH PEDAGOGY
OF DIRECT OBSERVATION

Until recently, psychoanalytic theory had tended to privilege inner states as the focus of inquiry.
Freud (1923) argued that perceptions of what goes on in the environment are never as important
as those arising from within: that internal perception is more elementary than external factors.
However, the authors of RNT, along with many others, have learned that when it comes to the
developing mind of the child, the inner and outer are highly interactive and complimentary; this
is true from birth on (Kliman, 1980).

Because of authors who have emphasized reciprocal coconstruction and the use of the
transitional space (Piaget, 1929; Winnicott, 1965; Modell, 1992; Beebe, Lauchmann, and Jaffe
1997), it is becoming more evident in psychoanalytic literature that various systems reorganize
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both inner and relational processes. Yet, Freud’s point still holds as valid in claiming that inner
processes are the most important. In children’s schools, there is ample opportunity to capture
both inner and outer states and foster them both. Social emotional learning program have various
models for many different settings and academic climate, but are lacking a method that teaches
teachers and parents a more integrated way to understand and support the children in those
communities (Merrell and Gueldner, 2007).

Current versions of thinking about dyadic interactions in psychoanalysis do a great job
elucidating abstract concepts for teaching purposes in Stolorow et al.’s work (1987).
Emphasizing intersubjectivity are Mitchell’s (1988) relational psychoanalysis, Hoffman’s
(1983) and Gill’s (1994) constructivist views, Aron’s (1996) mutuality, and Lichtenberg’s
placement of five motivational systems within a mutual regulation model (Lichtenberg, 1989;
Lichtenberg, Lachmann, and Fosshage, 1992). Further advancing the larger meanings of inter-
subjectivity are Benjamin’s (1988, 1990) focus on that area, Ehrenberg’s (1992) intimate edge,
and Beebe, Jaffe, and Lachmann’s (1992) dyadic systems model. All these theorists have in
common the attempt to refine conceptualizations of psychoanalytic interaction beyond dyadic
theory. The study of systems has also been implicit in much of twentieth-century psychoanalysis.
For instance, Ferenczi (1928), Balint (1968), Fairbairn (1952), Winnicott (1965), Sullivan
(1953), Bowlby (1969), Loewald (1960), Laing (1969), and Kohut (1984) all emphasized the
interactive process and the two-person concepts in psychoanalysis, the relation of the observer to
the observed, and the contribution of the dyad of self and other. It can be extrapolated from such
theorists that the student–teacher dyad is included in this overall theory. The use of RNT or RNS
helps widen the field of observation for today’s demands greatly, and illuminates psychoanalytic
theories of dyadic and larger systems for use in understanding today’s schools and communities
(Kliman, 2011). Many difficult psychoanalytic notions, and ways to gather data and referenced
here were the result of a fertile climate for observation of innumerable phenomena. The knowl-
edge of the mind collected in the last century both from a Cartesian model, as well as a social
model of the mind, are brought to the foreground with the application of RNT. This is thanks to
each student’s unique clinical make-up and family history but also because of the neuropsycho-
logical areas opened by studies of human networks. I found my enthusiasm for application of
psychoanalytic thinking was revived as the classroom and school, as well as the individual and
family, became the subject. Teachings were able to have a better application for model of
teaching that had long forgotten. For instance, Vygotsky’s version of interactive learning through
discourse with a skilled other was adopted. Here, therapeutic divergences and theoretical splits
can become intelligible and reintegrated for teachers and para-professionals, as well as psycho-
analysts in such climates.

IMPLICATIONS OF MERGING PEDAGOGY AND CLINICAL PRACTICE

Major questions are at hand, though few receiving definitive answers in the present report. These
include: (1) Is the RNT method feasible with children past preschool age? (2) Does the RNT
method applied within a school affect school climate as defined by Twemlow et al. (2001)
Wilson (2004) and The Department of Education and Skills (2007)? (3) Does RNT-induced
school climate change correlate with a child’s cognitive and emotional development? (4) What
can psychoanalysis and the new fields such as neuro-psychoanalysis glean from looking into this
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kaleidoscopic network of reflective minds interacting with one another? (5) What might theorists
of various schools of thought see, observe or detect by applying RNT?

Anna Freud’s pioneering work came to mind as the previous questions were formulated. Ms.
Freud talked often about the relationship between psychoanalysis and pedagogy in her Lectures to
Child Analysts and Teachers, between 1922 and 1935. Anna Freud also contemplated that bringing
these two disciplines or modalities of intervention together would allow teachers, as well as
psychoanalysts, to integrate emotional and intellectual development observation and theory within
curriculum design and classroom management (Slavin, 2000). RNT has merged disciplines and
modalities in an intricate way by slowly but effectively weaving together various psychoanalytic
orientations or modes of thinking, some implicit and some explicit, into classroom curricula and
school climate as a whole. In today’s fast paced world, efficiency is vital to reach more children and
gather clinical vignettes on diverse and emerging topics. Children and their families, as well as
professionals, are looking for service delivery that is amalgamated and comprehensive. There is
consumer preference for one-stop shopping modes when receiving services.

We think also of the notion of consilience (the bringing together the principles) involved in
finding one set of phenomena often explains another set of phenomena, although the two sets are
studied by different disciplines. For example, the phenomena of ethics and specifically of altruism
can be understood by philosophers, and also by students of evolution. The practice of consilient
thinking, derived from E. O. Wilson, is exemplified in the current growing field of neuropsychoa-
nalysis and appreciated by Solms and Solms (2002). Multidisciplinary or cross-trained profes-
sionals are becoming more and more in demand and are even more accepted by a range of
professionals. Such professionals are contributing to in the field of neuroscience and educating the
public in a user-friendly fashion. Daniel Siegel (2010, 2012) has realized this need. He has created
the term interpersonal neurobiology to describe biopsychosocial characteristics of mental health.
Siegel’s (2012) work has shed light on the importance of interdisciplinary approaches to improving
the lives of disordered children. Siegel (2009) saw the benefit of inviting all branches of science by
constructing a common language and grounding to convey to parents and para-professionals about
other ways of knowing. In this way, Siegel (2009), too, advised harnessing a network in ways that
produce common principles, moving toward understanding the neurobiology of interpersonal skills
building. Mental integration, Siegel (2012) stated, is a cognitive function that is defined as the
linkage of differentiated components of a system, or individual mind, where separate aspects of
mental processing contributing to each other. Such processes include thought with feeling, and
differentiating these thoughts and feelings from others in an empathic communication (Siegel,
2006). Other methods, such as Greenspan’s Developmental Individualized Relationship-based
(DIR) Floor TimeTM method, provide a useful roadmap for working dyadically while respecting
powerful intersubjective effects among children and adults (Greenspan and Wieder, 1997, 2006;
Greenspan, Wieder, and Simons, 1998). A child psychoanalyst, Greenspan incorporated in his
philosophy many related disciplines and training models included in the method. Speech pathol-
ogists, mental health clinicians, teachers, and various physicians, too, seek ongoing training and
are working with many children across the country in a variety of settings. The aforementioned
professionals all commonly use psychoanalytic theory to inform the design of various models for
helping both train professions in ways to work with children more dynamically, as well as create
effective, evidence-based methods to improve the lives of individuals struck by developmental and
psychological disorders. It is fundamental to harken back to Anna Freud’s insights (Freud and
Dann, 1951) on the relationship between pedagogy and psychoanalysis, and the upbringing of
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groups; the classroom and ways to think about the whole child, it seems a multidisciplinary
method such as RNT and RNSs can continue this way of understanding of children in the today’s
complexly evolving world.

RNT long preceded and is analogous to, and broader than, both Siegel and Greenspan’s
concepts of therapy. Kliman’s (1968, 1980, 2005, 2011) RNT model harnesses small social
networks, placing networks deliberately in the forefront of working with children. Colarusso
(1992) added that as children move out of the nuclear family and into the community, environ-
mental factors, such as school, take hold and include the influence of teachers, neighbors, peers,
and coaches alike.

Knowing the school system and its relationship to the community is the overarching plan for
RNSs. Although the network supports a synergistic stance with other professionals working at
schools, with RNS, some of the multiple professionals working with a severely disordered child
are less and less needed as children improve. As the child learns to verbalize, relate to others,
utilize, and experience his peers, classroom therapist, parents, and teacher, he can be in main-
stream classrooms again. In applying RNT, the reflective processes among peers, teachers, and
parents are powerful tools for an interdisciplinary teams working synergistically. It works not
only for those children who struggle with a multitude of cognitive and social emotional deficits,
but also works with adults who work closely with them. Adults in the RNT climate have an
opportunity to examine either implicitly or explicit notions such as Freud’s (1915) drive/
perception/motor-systems matrix, found in his paper, “The Unconscious,” where an understand-
ing of differentiation between a thing (object) and a word-presentation are made intelligible and
accessible for teachers. Teachers get hands-on training that goes beyond just academics. In an
RNS academic arena, where teenagers attend, teachers are encouraged to introspect and use
critical thinking, thus taking various evidence-based programs to a more integrated level of
understanding. To illustrate, notions found in Freud’s (1915) discussion in “The Unconscious,”
which talk about cognitive skills such as visual memory images, were considered in the recent
middle and high school RNT pilot project. Assignments produced many dreams by students who
wrote them down and later reflected on them. In such a climate, as the one that will be discussed
in later RNS article series, the structural and dynamic, and many metapsychologically rich,
aspects of each student’s psychic apparatus are harnessed by educating teachers about the
academic and social implications of those concepts.

Groups of teachers and parents had a chance to implicitly and/or explicitly learn about the
theories and related research on the use of defense mechanisms and even object relations.
They were able to make use of their classroom observations and experiences in various
dyadic processes they were in with each student. Classroom teachers in the RNT worked on
their understanding of behavior. My interpretations helped teachers to help students, giving
the teachers my insights into their students’ academic resistances. Teachers pointed out to
students what was being observed by using reflective language to guide the student towards
insights they could work on with me. If interpretations were provided, Vygotsky’s “zone of
proximal development” (Vygotsky, 2009, p. 86) was considered. Teachers could learn by
observing me as the RNT facilitator or child analyst to be mindful of timing, tact, and dosage
of their interventions. My interpretations of their own resistances and countertransference
problems were also provided to teachers when they experienced a perplexing conflict with a
student, parent or administrator. My role helped increase adult self-observation and insight
within the dynamics of the school.
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Because RNT is a method of treatment, its applications fall into the class of functional
psychology. As seen by its father, William James (1948), functional psychology emphasizes
introspection and conscious experience. Teachers are often interested in adding to their repertoire
tools that focus on functional skills. Likewise, RNS shows the concepts and behaviors, projec-
tions, identification, symbol formation, and use of fantasy, are accessible and intelligible to
teachers as basic tools of observation informing them on ways to connect and relate to their
students. Teachers in this RNS setting had very intense countertransferences and were able to
appreciate and grow with explanations provided. This was also present and depicted in the
Wayward Youth (Aichhorn, 1925) paper. Because teachers and students spend so much time
together while also under cognitive demand, transference and countertransference can be quite
palpable (Aichhorn, 1925). As a result, focus was placed on the communicative aspects of
Melanie Klein’s projective identification in the RNS middle and high school setting. Betty
Joseph’s technique and notion of “here and now” (Blass, 2011, p. 1137) was, in fact, accessed at
one point and utilized didactically and experientially with teachers for various purposes. When a
student was acting in, it provided the opportunity for the classroom teacher to think about a role-
responsive reaction and a sensitivity to aspects of the student’s projective identifications. The
teacher and I (facilitator/classroom therapist) then briefed each other on the student’s behavioral
patterns and analytic material, and how it was manifest in the classroom and how associations
were reflected in what the teacher and RNT facilitator observed, listened to and transformed.
Many other views were explained implicitly. Views that add that take the communicative aspects
of projective identification used by students provide much help for teachers. Bion’s notions
learning and experience (1961), such as his ideas of attacks on linking (Bion, 1959), were also
explored, and this time understood, through the eyes of classroom teachers and the school
principal. These moments of psycho-education came about part by using ongoing and debriefing
sessions with me as the RNT facilitator. Many classroom teachers can benefit from and grasp
such a concept, especially when they are in search of a way to help each student while also
surviving the school year. Modeling regulation and reflectiveness for teachers and peers can
provide a very effective way of displaying the benefits of this kind of education, especially by
using reflective thinking about students with behavioral and academic problems. RNT in any
school climate can create an interdisciplinary team and support each child using psychoanalytic
observation. The method can benefit the team members, as well as their child and parent clients.
The steady flow of, and evidence of, outcome also adds a new layer of integrated understanding
of psychoanalytic schools of thought.

It is important to keep in mind that RNTwas originally designed to help preschool children who
were traumatized or had severe emotional disturbances, pervasive developmental disorders, or
autism-spectrum disorder. Yet, as an originally unintended consequence, the method benefited
school directors, therapists, teachers, parents, administrators, and researchers in intriguing ways.
These side benefits are long. Teachers and faculty members showed signs that they were generalizing
their experience over to students in the following years. RNT techniques are reported to regularly
increase treated versus control children’s full scale IQ’s, Children’s Global Assessment Scale
(CGAS) scores, language and social skills. Its database shows equivalence to Applied Behavioral
Analysis for children on the autism spectrum, including in IQ gains, and at one-sixth of the cost
(Kliman, 2011). It is clearly helping cognitively impaired children become healthier and more
receptive to loving and learning. Along this path, parents, teachers, and their aids, administrators,
and others gain an appreciation for their own reflective capacities, once they hone and evolve them
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through the RNT process. The approach is highly inclusive of standard techniques derived from
child analysis, which includes selectively interpreting children’s conflicts. Like child analysis, RNT
includes various forms of discourse among members of the community, for example, helping make
digestible and understandable relevant behaviors exhibited that parents, teachers and students see
each other exhibit. Students and teachers learn to look for their own and others’ “blind spots”
(Horney, 1945, p. 280). To illustrate, metaphors were used in this setting to help members of the
school understandwhy it is that one cannot see in the back of his or her head. This, of course, acted as
a modified version of describing some aspects of the unconscious. It was explained to school faculty
members and older students that one needs the help of the imagined other to make known content
that is unknown to the, student, teacher or parent. This simple example and explanation can greatly
shifted the network’s reflective capacity.

A feature of RNT that is hopeful for future users is that it can be implemented at a fraction of
the cost needed for other forms of therapeutic resources, such as Applied Behavioral Analysis, or
Developmental Individualized Relationship-based Floor Time. It is faster and reliably effective
in its outcome with children on the autism spectrum or with traumatic disorders or reactive
attachment pathology. Originated under the name Cornerstone Method (Kliman, 1970a; Lopez
and Kliman, 1980); Gilbert Kliman has continued developing the method from 1965 to present.
He favored adding older children to those participating in RNT. He thought well of RNT as a
framework for schools, encouraging my development of RNSs as a means to apply the frame-
work. The model and approach have now been time-tested by comparative and controlled
clinical and psychometric studies (Kliman, 2011).

One of the many benefits of RNT is that it is a comprehensive and large enough scale approach
that can use outcome measures such as IQ changes, CGAS, Children’s Autism Rating Scale (CARS),
and wide-range achievement tests to study the effects of psychoanalytic techniques. A technical
benefit is that its presently described derivative, RNSs, pushes the envelope of child analytic
application for children passed preschool as was done in the original method. From a research
point of view, it is advantageous that the numbers of children served and those in comparison and
untreated groups are substantial enough to achieve statistical significance (Kliman, 2011). Some RNT
and RNS work can be with cohorts of same-age and similar-diagnosis children. Ultimately, RNT as a
method and RNS as its frame for older children can use tests of school performance, cognitive, and
clinical outcomes that can be readily compared with outcomes in non-RNT classroom groups.

RNT AS METHOD AND RNS AS FRAME

A one-year pilot RNTstudy is the basis for this introductory article. RNTwas piloted for feasibility
in a middle and high school, a private college preparatory one that included 25 children many of
whom had learning challenges. Four major aspects, out of a potential five, were feasible in the
method’s first adaptations to this older-than-preschool group; the details of which will be discussed
and explained later in this RNS article series. Several student work samples will be presented in the
subsequent RNS article series. In addition, a narrative of the pilot project from the standpoint of the
RNS facilitators will be available. The narrative will demonstrate for readers how conceptual
research experiences in the field of applied psychoanalysis have contributed to their development
as clinicians. This body of work will, hopefully, add to the ever-growing field of child analysis, as
well as social and emotional learning in today’s schools.
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In his (2011) book, Reflective Network Therapy in the Preschool Classroom, Kliman
described how the method can be adapted to help children and families usually served by
many kinds of unintegrated teams. RNS needs to have two tools to begin. One, an RNT manual
and an RNS facilitator who helps increase each school’s potential and capacities and works to
adapt the method to the climate. There are several ways to set the climate up for success. But
first, it must be evaluated as having a number of criteria. Promoters of social–emotional learning
models have stated that the backbone of such models requires the integrative process of theory
and research (N. Humphrey, 2013).

Using theories from group dynamics and research from thinking and mentalization training,
for instance, in the context of the RNT and RNS, many schools can benefit in various arenas
from this method. Before this project, RNT has not supplied services to a middle and high
school student body and faculty. Prior to this project, RNT had been used in classrooms since
1965 with over 1700 children, but only among preschoolers, including those with attention
deficit disorder, oppositional defiant disorder, post-traumatic stress disorder, anxiety disorders,
reactive attachment disorders, and conduct disorders, as well as those with autism spectrum
disorders. It was previously contemplated but not demonstrated that children of later and
different developmental stages could also make full use of and benefit from RNT in upper
school settings. For instance in this pilot study, classroom instruction and group field trips take
place, all while, as Anna Freud (1966) predicted, teens experience an expectable adolescent
developmental rebirth of conflicts and regression. They recapitulate prior stages of development
prior to graduating from high school. It was ultimately recognized in this feasibility study, during
the throes of implementation of RNT, that a middle and high school climate is a surprisingly
very ripe atmosphere to observe, analyze and to process insights from psychoanalytic thought
related children and adolescents. Many of the students at the middle and high school who
received this novel intervention also exhibited one or more of the above diagnoses.

METHODOLOGY AND METHODOLOGIC CHANGES

Much of Kliman’s 1970b, 1980, and 2011 model of individualized sessions within classroom
groups and the network of classroom dynamics maintained true to form. The model was
maintained using briefings followed by debriefings with teachers, peers, and parents on a
moment-to-moment basis. This was not regularly achievable in a structured middle school and
academic environment. It was more easily achieved in my conduct of psychoanalytically led life
skills class, which will be the subject of a future publication. Due to the age and developmental
and educational levels involved, my school-based variation substituted other parameters for
those used by Kliman in preschools. I harnessed the life skills classes instead of preschool free
play. The life skill classes provided a forum for regular interactions among increasingly freely
communicating peers and myself. Unlike the preschool method, where individual sessions are
never used outside the classroom, I conducted individual sessions in private, in the form of 45
min of lab time with each student in the school every nine days. I did the same with teachers.
Large amounts of time were spent in a collaborative process that brought the school adminis-
tration into the reflective network with a touch of interpretive guidance. A group dynamic was
palpable in these life skills classes and, therefore, observable; communicated to the children,
teachers, and parents; and documented.
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This first attempt to implement the RNT model systematically in classes of older school
children was both rich and novel. Its novelty comes about with help of the analyst’s collabora-
tions with teachers. As a result, RNT can be described as a method with various incipient and
pioneering adaptations geared to support teenagers passing through years of possible therapy
while simultaneously being educated. These adaptations set the climate for progress both social
emotionally but also academically and cognitively. All this produces a rich place to observe
children going through early, middle, and late stages of physiological puberty and adolescence
and almost all aiming to go on to college. A number of exceptional artifacts have been created in
the forms of children’s drawings, stories, and narratives of hopes and remembered dreams. The
RNT process, as implemented for older children, will be presented in vignette form in subse-
quent papers. The students’ writing prompts are used as artifacts resulting from the reflective
group experience with RNT. What was seen in this adaptation to RNT helped to build reflective
functioning. Many of the children suffering cultural and language barriers, as well as learning
disabilities, were able to convey and express and access affective content otherwise hidden to
them. Their writing and language expression improved. These students were able, and encour-
aged at times, to do free-association writing in the life skills class, where they could be
temporarily freed from spelling and grammar rules. The children’s written work speaks for itself
and will be presented in future RNS articles.

In the articles to come, the reader will read about the nature of RNS as it unfolds at various
settings, for example, in the aforementioned urban private contextualize various setting of the
schools, clinics, or nurseries. The content of the reading will be shaped to gradually deepen the
reader’s understanding of the nature of such social networks. We plan to depict what it may take
to harness such groups to facilitate an expanding intellectual and reflective space for the
demands of today’s growing children. Until the next in the series, contemplate on these words
and reflect on why they are so frequently used: “Teaching is a privilege” (Colarusso, 1992).
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