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ABSTRACT

Using the theoretical framework of Howard Gardner (1999) and David Hay and Rebecca
Nye (2006) this qualitative inquiry aimed to identify and describe children’s day-to-day
experiences of spirituality in a range of social settings. In the context of this study
spirituality was described in terms of meaning and connectedness and as a means to
direct and give value to an individual’s actions and beliefs.

Case studies were employed at the early childhood, primary and lower high school
settings to gain an understanding of spirituality across childhood. The research focused
upon the classroom context and other social situations, investigating both formal teaching
of spirituality and children’s informal interaction and exploration of spiritual matters. Data
collection methods were primarily based upon observation but also included interviews,
work samples and journal entries.

The research involved two phases of data collection. In the course of Phase one, each of
the research sites were visited for one day per week across eight weeks, whereby data
collection focused on the whole class situation and on all consenting participants. After the
eight weeks, data continued to be collected on all participants yet focused more
specifically on six case-study children selected purposely for more detailed study.

This thesis extends the classic work in the area by Gardner (1999) and Hay and Nye
(2006) by illustrating what four spiritual sensing categories – State of being: Awarenesssensing, State of being: Mystery-sensing, Concern for existential issues: Mystery-sensing,
and Concern for existential issues: Values-sensing – surfaced as in the day-to-day lives of
children in secular educational settings and other social environments. What also emerged
through the case studies was the existence of various factors that supported children’s
engagement with their spirituality. Differences were identified regarding the approach of
families and the educational settings, however, the influences of the media, sports, peers,
and religious teachings were also recognised. In particular, spirituality was addressed
differently at the three educational settings in terms of the teacher’s influence, school
curriculum, and physical environment. Variance among these elements impacted the ways
in which children could express their spirituality at school, thus affirming the important

ix

contribution that public school education can make towards young people's spiritual
development.

As the result of this investigation, this present study suggested several recommendations
for nurturing children’s spirituality at their home settings and in secular educational
settings. These included: recognising children’s spirituality as an integral aspect of the
child’s development; the provision of adequate time; demonstrating an open and
approachable manner; awareness to spiritual dialogue and nonverbal communication;
facilitating and addressing spiritual questions; creating belonging and community;
encouraging self-reflection; demonstrating role-modeling behaviours and attitudes;
attending to informal moments; awareness of expectation; creation of space and
environment; and, supplying resources and experiences for engagement with the spiritual
domain.

Several factors were also identified specific to facilitating spirituality at educational
settings. These included, building teacher-student relationships to develop awareness of
the context in which children are located and employing spirituality as both an entry point
and subject matter to engage learning. The recommendations also indicated the need for
further policy development based upon empirical work, integrating the understanding of
children’s spirituality into teacher training courses, and, future research which extends the
spiritual framework of this inquiry to other populations of children.
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Chapter 1

THE INTRODUCTION
There is a spiritual essence that all humans share. It is a craving deep within for transcendence
and meaning. It surfaces from time to time as awe and wonder, perhaps in response to a red,
purple, and orange sky, leaving adults and children amazed at the progression of colours and
shades, wondering about the source of sky and sun, or possible meaning to such an incredible
beautiful event… Children are just as much spiritual beings as the adults in their lives. From the
very beginning of life, infants seem to live a life of awe and wonder… (Ratcliff & May, 2004, p,
7)

Background
Many of our most significant spiritual experiences appear to find expression both in
childhood and adulthood (Coles, 1990; Fowler, 1995; Hart, 2003; Rizzuto, 1979). Some
authors (Sinetar, 2000) speculate that children are even more receptive towards the
spiritual realm than adults.

Although spirituality is not a new concept, only in recent years has empirical study been
specifically undertaken in the area of children’s spirituality (Bruce & Cockreham, 2004;
Catterton Allen, 2004; Champagne, 2001; Coles, 1990; Cozier & Conde-Frazier, 2004;
de Souza, 2004, 2004b 2005; Engebretson, 2002, 2004; Erricker, Erricker, Sullivan,
Ota & Fletcher, 1997; Estep & Breckenridge, 2004; Fowler, 1995; Goldman, 1964;
Hart, 2003; Hay & Nye, 2006; Hughes, 2007; Hyde, 2008; Kennamer Hood, 2004;
McCreery, 1996; Pendleton, Cavalli, Pargament & Nasr, 2002; Sinetar, 2000; Tirri,
Nokelainen & Urbani, 2006; Tirri, Tallent-Runnels & Nokelainen, 2005; Vialle, Walton &
Woodcock, 2008; Wallace, 2000). Though what exists is largely limited to interviews
and based upon a priori — often religious — connotations.

A number of significant factors have lead to a growing interest in the area of children’s
spiritual development. One of these is the increasing prominence of the holistic
education movement in Western society over the past three decades. Authors in the
area indicate the need to nurture the whole child including their cognitive, emotional,
physical, and spiritual development (Canfield & Wells, 1976; Carlsson-Paige, 2001;
1

Chilton Pearce, 1979; Glazer, 1999; Kessler, 2000; Leonard, 1970; Miller, 1976; Miller,
2000; Palmer, 1998).

The constructs for the spiritual well-being and spiritual wellness of children has also
provided a growing interest in the area over the past thirty years (de Souza, 2004;
Eckersley, 2007; Fisher, 2007; Fowler, 1995; Hodder, 2007; Ingersoll, 1998; Kessler,
1999; Noddings, 1992; Regrenus & Elder, 2003; Young Ward, 1999). Spiritual wellbeing is often understood as a sense of connectedness to something larger than
oneself, bringing with it a sense of meaning, purpose and personal value (The
Government of South Australia Department of Education and Children’s Services,
2006). The right to a sense of spiritual well-being is firmly embedded in the 1989 United
Nations Convention on the Rights of the Child. A clear duty is placed on all those
involved to ensure that a child or young person’s spiritual well-being is nurtured along
with his or her physical and intellectual development. However, the current realities
facing young people such as youth suicide, an increase in drug and alcohol abuse, and
experiences such as bullying and alienation are being attributed to a youth in ‘spiritual
crises’ (Cram, 2003).

The environment of today's children in developing countries is also being recognised
as grounds for children’s spiritual development (Adam, Hyde & Woolley, 2008; Brendto,
Brokenleg & Van Bockern, 1990/2002; de Souza, 2004, 2005; Dent, 2006; Glazer,
1999; Hargreaves, 2003; Heffern, 2004; Hyde, 2008; Palmer, 2007; Ratcliff & Nye,
2006; Verma & Sta. Maria, 2006). The realities of fast foods, electronic media and the
pace of living in a capitalist society are attributed by Palmer (2007) as 'toxic' to
children’s development, requiring children to demonstrate inner strength and resilience.

As a result of rising interest and social and political pressure, children’s spirituality and
well-being has become increasingly prominent in the policy documents and syllabus
statements of Australian public schools and also in the curriculum documents of the
United States of America and the United Kingdom. According to the National
Department for Education, Science and Training website (2008), the well-being of
students who attend Australian public schools is being met through a variety of
initiatives including a $29.7 million Values Education Program (2003); a $4.5 million
package of measures to support the implementation of the National Safe Schools
Framework (2003); a $47.5 million National School Drug Education Strategy (1999),
and a three year $165 million National School Chaplaincy Program (2007) in which
2,630 government and non-government schools have to this point been successful in
2

obtaining funding to maintain a school chaplain. Other policies such as the Quality
Teaching in NSW Public Schools document (NSW Department of Education and
Training, 2003), attribute quality teaching and learning experiences with ‘meaningful
engagements’, hinting at what could be called a spiritual approach to education.

Nonetheless, although programs exist within the public school system the approach of
public schools remains inadequate (Hodder, 2007). While many policy makers and
educators appear to want to retain the concept of spirituality in public schools, there is
by no means universal agreement as to what it is and what it means for education. The
majority of school policies remain fragmented and paradoxical, containing meaningless
‘feel good’ statements or ‘window dressing’ (Crawford & Rossiter, 2006, p. 3), which do
little for the practical intervention of spiritual education. The documents fail to provide
educators with indicators for what to look for and when, and if they do see it, they are
not given information on how to facilitate learning in the area (The Government of
South Australia Department of Education and Children’s Services, 2006).

Accordingly, children’s spirituality continues to be characterised as a neglected area
within Australian public schools. Teachers do not know the means to effectively
address spiritual education and children do not receive adequate opportunity for
learning in the area. Clearly parents and teachers require something more tangible
than policy statements in order to recognise and develop children’s experiences of
spirituality. It is the contention of this thesis that little real progress will be possible in
any school program that values spiritual education unless teachers first develop a basic
understanding of the content-related issues.

It would seem timely to actively begin public conversations on the topic of spirituality in
Australian educational settings and to develop a common language with which to
speak about it. However, the cultural taboo surrounding the term ‘spirituality’ in
Western settings provides further challenge for integrating spirituality into non
denominational settings (Hay & Nye, 2006). This was experienced at the onset of this
inquiry during discussions with parents and teachers who indicated general
apprehension concerning this study. Complexity was also met throughout the near
year-long process of attaining ethical consideration to undertake this research study
with the New South Wales Department of Education and Training, where a curriculum
advisor was particularly cautious about the potential religious overtones that the study
may convey.

3

To clear the ground for authentic learning in the spiritual domain, it is first necessary to
address the problematic nature of integrating spirituality into the public school system.
The association of spirituality with religion has no doubt contributed to the difficulties in
expressing the spiritual dimension in secular settings. Understanding of this issue
therefore requires the recognition of the historical tension between the separation of
church and schools. Tacey (2004) indicates that the need to distance society and its
institutions from spirituality has been foundational in the creation of the modern secular
state, however, it is inadequate for life, since human beings are hugely implicated
within the reality of spirituality. As a result, religious education continues to fill the role
of spirituality within public schools; however, whether it is the most suitable means
remains an ongoing problematic issue.

In the absence of a modern definition and sufficient pragmatic understanding,
spirituality continues to be misconstrued and inadequately facilitated for in public
schools, and student enrolments are reflecting this problem. Although government and
non-government schools have co-existed in Australia since 1848 and government
schools continue to educate the majority of students in Australia, the proportion of
students in the government school system has been declining since the late 1970s
(Australian Bureau of Statistics, 2006). Table 1.1 on the following page indicates that in
August 2007, a total of 9,581 schools existed in Australia, of which 71.5% were
government schools and 28.5% were non-government schools (n.b. In a report
undertaken during 2005, The National Council of Independent Schools Associations
indicated that 84% of independent schools have a religious affiliation). However, the
total number of public schools decreased by 176 between 1997 and 2007, although the
number of catholic and independent schools increased by 148. As demonstrated by
Table 1.2 on the following page, these trends are also marked by the number of
students moving between the school systems. In 2007, 66.4% of full-time school
students in Australia were enrolled in government schools, down from 70.3% in 1997.
In comparison, the proportion of students enrolled in non-government schools had
increased by almost four percentage points over the period 1997–2007, whereby nongovernment schools educated over one-third of all school students. As both tables
indicate this pattern occurs increasingly as far back as 1977.
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TABLE 1.1 Number of Australian Schools by Category (Australian Bureau of Statistics)

Please see print copy for Table 1.1

A blank box indicates unavailable data.
+ Independent schools are inclusive of all schools that are not government, Catholic, nor
Anglican during the years when Anglican schools are indicated

TABLE 1.2 Number of Students Attending Australian Schools by Category (Australian
Bureau of Statistics)

Please see print copy for Table 1.2

A blank box indicates unavailable data.
+ Independent schools are inclusive of all schools that are not government, Catholic, nor
Anglican during the years when Anglican schools are indicated

The division between state and religion has come to the fore again in the context of
multicultural Australia as an increasing number of multi-faith schools are established. In
addition to traditional religious schools such as Catholic and Protestant, an eclectic mix
of school are surfacing including schools run by Muslim faith, Brethren, Ananda Marga,
Scientologists, Opus Dei, and the only Assyrian school outside the Middle East.
Migration is proving to be a significant driver of ethno-religious growth, and schools are
accommodating for this need.
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Whilst the transition of children from government to Catholic and Independent schools
is occurring due to a whole range of reasons, it would seem that public schools are not
adequately providing the education favoured by the community. The Australian Bureau
of Statistics (2006) acknowledge the capacity of government schools to deliver high
quality education is possibly affecting public confidence in these schools, whereas a
report by the Independent Schools Council of Australia (2007) indicates the key
reasons parents are sending their children to independent settings is due to the belief
that the school selected provided a better all-round education. The second most
important reason was access to a Christian education, followed by better discipline, the
reputation of the school, similar values and beliefs, smaller class sizes, better facilities,
and religious affiliation/education. This is also supported by Sisk and Torrance (2001),
who attribute a decrease in state enrolments in the United States of America to,
‘Ignoring the central aspect of living a meaningful life’ (p. 251). Clearly public education
is facing a challenge and this requires attention.

The Problem to be Investigated
Children possess spirituality in their lives which can be nurtured if their significant
others are alert to its features and how to develop it. However, without a theoretical
foundation and practical means to facilitate spirituality, the area remains complex,
controversial, and often neglected in practice. This provides difficulty for educators,
parents and other community members to provide experiences that nurture this
dimension of children’s lives.

To address this problem, research is required which develops conceptualisation of the
spiritual dimension in children’s lives in ways that make spirituality more
comprehensible through everyday contexts and can be useful in effectively integrating
spirituality into the curriculum of all schools. The inquiry is primarily concerned with the
question: What is the nature of children’s spirituality? However, to effectively gain
thorough understanding of the area the purpose of the study is essentially fivefold:
1. to identify and describe the spiritual experiences of children;
2. to identify the developmental trajectory of children’s spirituality;
3. to identify the conditions and contexts under which children exhibit spirituality;
4. to establish the place of spirituality in children’s lives, according to children,
teachers and family care-givers; and,
5. to identify who is responsible for children’s spiritual development according to
children, teachers and family care-givers.
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In providing an account of children’s spirituality it is anticipated that the significant
others in children’s lives will be better equipped to recognise when they encounter it,
and in recognising it, be better able to nurture children’s spiritual development.

Background to the Inquiry
This inquiry was borne from research undertaken during an honours project (Nemme,
2003) which focused upon children’s notions of natural resonance in response to the
narrative pattern of the Hero’s Journey (Campbell, 1988). Among the findings, children
demonstrated intertextual connection between self, narrative, and peers, and in review
of the literature, this connection was best explained in terms of spirituality. Although
this work provided the initial impetus towards this inquiry, after a thorough review of the
literature it was clear that inadequate empirical work existed detailing what children’s
spirituality was. It seemed research was necessary to investigate what children’s
spirituality looks like and under what conditions and contexts it manifested.

In order to try to understand the instance of spirituality that was observed, extensive
reading was undertaken across a wide array of disciplines. However, Howard
Gardner’s (1999) notion of spirituality was selected as the primary theoretical
orientation, as it was considered most relevant for education and provided a relatively
broad definition. As opposed to various other theories, this broad framework extended
spirituality beyond religious connotations in a way that transcends the secular-religious
divide, which is recognised by Crawford and Rossiter (2006) as necessary for study in
secular education settings.

Although drawing upon an extensive foundation allowed for observations that were
deliberately open ended, the focus of the research rapidly became the expression and
development of spirituality in the contexts of schools. With this revised focus, Hay and
Nye’s (2006) comprehensive account of children’s spiritual understanding became
increasingly relevant. The Gardner and Hay and Nye frameworks guided the
identification of children’s spiritual expressions and were successful in providing this
starting point. As the inquiry progressed, unexpected findings concerning the catalysts
for children’s spiritual development also surfaced which did not fit the original
framework. These factors were identified and have been reported on in this thesis, and
their implications for parents and teachers have been discussed.

When considering the background to this inquiry it is also relevant to consider the
researcher’s secular position. It is recognised here at the beginning of this thesis to
7

overtly demonstrate the perspectives which may inadvertently influence the
investigation. This is particularly relevant to the study of spirituality, where the definition
of the topic alone is considered personal and subjective. Therefore, while an attempt
was continually made to resist personal judgments and values, it is necessary to
acknowledge this background.

Overview of this Study
This inquiry investigates children’s spiritual experiences in the classroom context and
other social situations, focusing on both formal teaching of spirituality and children’s
informal interaction and exploration of spiritual matters. Using case studies at the early
childhood, primary and lower high school settings, this thesis details the variety of
spiritual experiences observed in and reported by children over a year-long period.

The research focuses upon the perceptions, awareness and responses of children to
those ordinary activities which can act as spiritual experiences. Therefore, data
collection methods were primarily based upon observation but also included interviews,
work samples and journal entries. The research involved two phases of data collection.
In the course of Phase one, each of the research sites were visited for one day per
week across eight weeks, whereby data collection focused on the whole class situation
and on all consenting participants. After the eight weeks, data continued to be collected
on all participants yet focused more specifically on six case-study children selected
purposely for more detailed study.

Assumptions
The appropriateness of spirituality to secular education is grounded in how spirituality is
defined in this thesis and what my underlying assumptions of it are. Definition will be
explored in consecutive chapters, however, drawing upon the work of Tisdell (2003),
there are six assumptions that I am making about the nature of spirituality which
require assertion here: (1) spirituality and religion are not the same, but for some
people they are interrelated; (2) spirituality is an awareness of wholeness and
interconnectedness; (3) spirituality is fundamentally about meaning making; (4)
spirituality is always present (though often unacknowledged) in the learning
environment; (5) spiritual development constitutes moving toward a greater
understanding of self or more authentic self; and, (6) spirituality is about how people
construct knowledge through largely unconscious and symbolic processes.

8

Significance of this Study
Given the paucity of empirical research in the area and the general misunderstanding
of spirituality in the community, this study is significant. What follows in this thesis is an
account of spirituality as experienced in the day-to-day lives of Australian children from
three educational settings. This thesis also makes recommendations concerning the
catalysts that help provide the contexts and conditions under which children’s spiritual
experiences are manifested. It is hoped that these recommendations will increase the
awareness of parents, teachers and curriculum and policy advisors to children’s
experiences in the spiritual realm, and with greater awareness, provide adequate
opportunity and resources for engagements to occur.

The following chapter will provide a synthesis of the literature reviewed which formed
both the theoretical and empirical foundations for the study. This reflection will focus
more closely on the meanings behind spirituality and present the argument for
spirituality in the contexts of children’s lives and their educational settings.

9

Chapter 2

REVIEW OF THE LITERATURE
An inquiry must first make clear what is being explored, survey what is already known, and map
out a path for the exploration. (Mason, Singleton & Webber, 2007, p. 33)

Although children’s spirituality is a difficult concept to define, this chapter intends to
outline the background of the ideas of children’s spirituality which will also indicate why
it should underpin our educational practice rather than remain peripheral. In the
absence of clear directives about what children’s spirituality is and how schools can
facilitate it, a thorough literature review was undertaken. Given that spirituality is a
concept with a variety of theoretical orientations and no one that is generally accepted,
initial inquiry encompassed general reading on the topic and is summarised in
Appendix A to allow this chapter to focus on children’s spirituality.

The content of this chapter is divided into four sections. The first section will discuss a
working definition of the general characteristics of spirituality, followed by explication of
the Gardner (1999) and Hay and Nye (2006) frameworks that provided the theoretical
basis for this thesis. The application of current research and theory as it relates
specifically to children’s spirituality will be presented in the third section. The fourth
section will address spirituality within educational contexts.

The Characteristics of Spirituality
Although it is beyond the scope of this thesis to critique the broad field of spirituality,
the literature indicated several recurring characteristics of the concept. In the absence
of an agreed definition of children’s spirituality, these characteristics provided a
conceptual definition for this inquiry and the suitability of the Gardner (1999) and Hay
and Nye (2006) frameworks.

Meaning and Purpose
The search for meaning and purpose is central to the tenet of spirituality. People need
meaning and purpose in their lives, as the biblical reference states, ‘without a vision the
people perish’ (Proverbs 29, p. 18) and it would seem spirituality is the process of
10

attaining this meaning (Keating, 2000). Understood through the interpretation of
semantics and hermeneutics, Crawford and Rossiter (2006) refer to meaning as ‘a
satisfying theory or interpretation of life’ which ‘makes sense of one’s experience’ to
explain behaviour and the underlying pattern of motivation (p. 32).

In reflecting upon existential questions individuals are able to address meaning and
purpose in their lives. The philosopher Kant speculated that underlying all philosophy
are the three queries - What can I believe in? What can I hope for? And what then
should I do? In a similar way, modern theorists contend that these same queries
underlie the human search for meaning (Campbell, 1993; Clarke, 2003; Frankl, 2000;
Webster, 2004). Attention has also been drawn towards personal narrative as a form of
meaning making (Campbell, 1988; Hardy, 1994; Lindsay, 2002; Pearson, 1991; Vogler,
1999). Mythologist Joseph Campbell (1988) referred to this in terms of following ‘one’s
bliss'.

To demonstrate the importance of meaning and purpose, Frankl (1963) illustrates the
experiences of several individuals who lived as prisoners of war in concentration
camps during World War Two. Frankl found that those with a purpose to live were more
likely to survive physical, emotional, and mental deprivation than those who had lost
hope and meaning. He proposed the search for meaning as a fundamental human
drive which is integral to mental health. It follows that meaning and purpose creates
directionality and choice (Csikszentmihalyi, 1997; Fowler, 1995; Emmons, 1999;
Pestalozzi, 1951; Webster, 2004).

Psychologist and author of the ‘flow’ experience, Csikszentmihalyi (1997) asserts that
modern individuals require the knowledge to manage their own life to gain maximum
satisfaction and benefit from experiences. Csikszentmihalyi’s ideas echo the teachings
of Eastern philosophers in that quality of life is determined not so much by what is
experienced but by how it is experienced. He suggests it is how we order experience
which is important, and that when this pattern is imposed on our experiences, it
manifests as habitual actions, emotions, and choices. Csikszentmihalyi speculates that
this ordering process and the resulting perceptions and behaviour eventually become
recognised as ‘self’.

Connection
As a means to meaning and purpose, people crave connectedness, needing to belong
and to know where they fit in the larger scheme of things. The concept of the individual
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as 'relation' is based upon the notion that the world is undeniably social and cultural
and provides the meanings for how individuals conduct their lives in order to comply
with what is expected from them (Webster, 2004). Jewish philosopher Martin Buber
(1961) concurs that humans are only complete in relationship.

According to Hunt (2004), connectedness becomes a means for people to make sense
of life and construct a worldview that informs their living. She refers to the case of the
Yolngu people of Arnhem Land in the Northern Territory of Australia who continue to
nurture their spiritual beliefs that bond them to the land, one another, their ancestors,
and the spirits who formed the land. The Christian concept, ‘you are all one in Christ
Jesus’ (Galatians 3:28) also illustrates this similar bond.

Positive Outlook
Emmons (1999) suggests that directionality, choice, and meaning are fundamental to
spirituality. It follows that living a positive outlook is the process of determining activities
and

experiences

that

produce

positive

fulfilling

results

in

these

spheres

(Csikszentmihalyi, 1997; Emmons, 1999; Paloutzian & Kirkpatrick, 1995; Sisk &
Torrance, 2001). According to Paloutzian and Kirkpatrick (1995) there is growing
evidence to suggest that people who live spiritually-orientated lives tend not to engage
in personally and socially destructive behaviours, rather, they are more optimistic in
their outlook. It would seem that through this process people are in control of their own
existence.

The brain is either a crown of thorns or an enchanted loom depending on how you use it. You decide which one it’s going
to be, you choose what lens you want to use to look at life. This
can be paradise right now, if you know how to manage your
own thought process. (Sisk & Torrance, 2001, p. 40)

A Definition for this Inquiry
The identification of the above characteristics led to the working definition for spirituality
used in this thesis, that is, spirituality is an active and lived process that directs and
gives value to an individual’s actions and beliefs. Spirituality is also understood as the
construction of meaning through experiences of connection and the development of
values in coming to know the self and the world. It is important to acknowledge here
this concept is a working definition and not a fixed theory. In line with Benson (2006),
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the ‘…exegesis of the definition is made not to justify it but to hold up some of the core
issues that need to be explicated in a theory of spiritual development’ (p. 468).

The Theoretical Frameworks
In consideration of the above definition, the theory considered most suitable to this
inquiry was Howard Gardner’s (1999) notion of spirituality or existential intelligence as
he otherwise refers to it. However, as field work progressed the spiritual sensing
framework of Hay and Nye (2006) was clearly relevant and was added to the original
Gardner

framework.

The

theoretical

underpinnings

of

these

two

concepts

demonstrated suitability to the study of children and to education. Primarily, the
theories denote spirituality as an expansive and inclusive construct accommodating for
both traditional religious concerns and new developments that are spiritual and not
necessarily religious. This was important to cater for young people’s spirituality which is
increasingly being recognised as moving away from organised religions whilst not
discounting religious references that could surface (Adams, Hyde & Woolley, 2008;
Mason, Singleton & Webber, 2007; Tacey, 2000). This framework also provided a
language to communicate spiritual ideas and experiences that were not limited to the
religious domain or ‘god talk’ (Coles, 1990).

Theoretical Explication of Spirituality According to Howard Gardner
Developmental psychologist, Howard Gardner (1999), refers to spirituality as a
distinctive intellectual capacity emanating from the human proclivity to reflect upon
existence and the fundamental questions about life. In an interview with Scherer
(1999), Gardner recognises that the spiritual domain is particularly relevant to children
as they frequently grapple with issues of existential concern.

In Frames of Mind, Gardner (1983) discussed the possibility of an intelligence
concerned with the spiritual realm. He referred to spirituality as an aspect extending on
the ‘sense of self’, a term denoting the balance between the intrapersonal and
interpersonal intelligences, used to understand and modulate an individual’s other
capacities. A decade later, Gardner (1993) released a second edition of Frames of
Mind in which he emphasised his sustained belief in the possibility of a spiritual
intelligence and recommended further research in the area.
I continue to think that some form of ‘spiritual intelligence’ may
well exist. It is pertinent to point out that my notions of
‘intrapersonal intelligence’ have shifted somewhat in the last
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decade. In Frames of Mind, I stressed the extent to which
intrapersonal intelligence grew out of, and was organised
around the ‘feeling life’ of the individual. If I were to rework the
relevant parts of chapter 10 today, I would stress instead the
importance of having a viable model of oneself and of being
able to draw effectively upon that model in making decisions
about one’s life. (Gardner, 1993, p. xxii)

In 1995 Gardner confirmed his continued belief in spirituality as a candidate intelligence
in need of empirical research, and in 1999 Gardner revisited the concept of spirituality
with the publication of Intelligence Reframed. In this Gardner proposed the existence of
three distinct senses of the spiritual, as demonstrated in Figure 2.1.

Please see print copy for Figure 2.1

FIGURE 2.1: The Spiritual Sensing Categories of Gardner (1999)

Spiritual as Concern with Cosmic or Existential Issues
Coles (1990) and Hart (2003) describe children as natural philosophers when reflecting
on life’s existential questions. Concern with cosmic or existential issues embodies an
interest about experiences not readily apprehended in a physical sense, which
nonetheless matter or hold meaning for individuals. Such inquiry involves questions
about meanings such as ‘who are we? Where do we come from? What does the future
hold for us? Why do we exist? What is the meaning of life, of love, of tragic losses, of
death…’ (Gardner, 1999, p. 54). Gardner asserts that it is important for individuals to
understand the self and the world not only because the world is fascinating and the
human mind curious, but to understand one’s position to make it a better place.

Spiritual as Achievement of a State of Being
This category refers to an individual’s absolute engagement in the world, to the extent
that the experience of transcendence is encountered. Practices such as meditation;
rehearsing a set of exercises given by a spiritual authority; stimulation by specific
substances such as hallucinogenic drugs; or sensory experiences such as bushwalking
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or listening to music, are examples which Gardner lists to achieve this spiritual state.
Carl Jung’s (1955, 1972, 1977) notions of 'synchronicity' also denote this experience.

Spiritual as Effect on Others
This final category encompasses the effect that certain people exert on others through
their activity or by their presence, influencing people in becoming more in touch with
themselves or more aware of their own life journey. In essence, it signifies a
relationship between spirituality and effective leadership. Gardner (1999) refers to
individuals such as Socrates, Jesus Christ, Mahatma Gandhi, and Eleanor Roosevelt
as desirable models who exemplify this trait. As Gardner posits, these individuals
appear to have highly understood themselves and their societies and were able to
successfully come to terms with the weaknesses of the human condition, whilst at the
same time able to inspire others around them to lead more productive lives. In this
manner, Gardner also discusses this category in terms of charisma, employed to
convey other people towards the fulfilment of the other two spiritual sensing domains in
their lives.

In 1999 Gardner dedicated greater attention to spirituality than in his previous
publications. He stated:

I want my children to understand the world, but not just
because the world is fascinating and the human mind is
curious. I want them to understand it so that they will be
positioned to make it a better place. Knowledge is not the same
as morality, but we need to understand if we are to avoid past
mistakes and move in productive directions. An important part
of that understanding is knowing who we are and what we can
do… Ultimately, we must synthesize our understandings for
ourselves. The performances of understanding that truly matter
are the ones we carry out as human beings in an imperfect
world which we can affect for good or for ill. (Gardner, 1999, p.
180 - 181)

To avoid any potential negative connotations associated with the term ‘spiritual’,
Gardner adopted the term ‘existential intelligence’. Fundamentally concerned with
building one’s connection to self, others and the universe, Gardner (1999) described
existential intelligence as ‘the capacity to locate oneself with respect to the furthest
reaches of the cosmos - the infinite and the infinitesimal’ (p. 60). He maintained that the
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spiritual is only one manifestation of existential intelligence, which is more broadly
concerned with all aspects of being and characterised by the human proclivity to ask
fundamental questions about life. Gardner (1999) claimed that existential intelligence
has greater plausibility as an intelligence, however, has not confirmed the ninth
intelligence, as it does not fit his eight criteria for an intelligence. Nonetheless, it
appears that the conscious decision to relabel spiritual intelligence was made to shift
away from any preconceived notions that may be linked to the word ‘spirituality’ and
organised religion. Despite Gardner‘s use of the term ‘existential intelligence’, this
inquiry employs the term more prevalent in the literature, ‘spirituality’.

Theoretical Explication of Spirituality According to David Hay and Rebecca Nye
During the early stages of this inquiry it was clear that a multi-dimensional
characterisation of children’s spirituality was required which extended Gardner’s ideas.
The theory of David Hay and Rebecca Nye (2006) addressed this need and was
consequently added to the theoretical framework upon which this thesis is based.

Hay and Nye’s (2006) research was undertaken in response to the 1988 Education
Reform Act which indicated the requirement for all schools in Britain and Wales to
provide a balanced and broadly-based curriculum addressing the spiritual, moral,
cultural, mental and physical development of students. The overall aim of the project
was to develop a theoretical perspective for schools to address the spiritual component
of the curriculum requirement.

To illustrate their research Hay and Nye (2006) developed a map outlining three
categories that act as the vehicles for children’s spiritual understanding. These areas
include awareness-sensing, mystery-sensing, and values-sensing. As employed in the
research of Tirri, Nokelainen and Ubani (2006), Figure 2.2 on the following page
indicates how the Hay and Nye categories complement the spiritual sensing categories
indicated by Gardner (1999).
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Please see print copy for Figure 2.2

FIGURE 2.2: The Gardner (1999) and Hay and Nye (2006) Theoretical Framework for
Spiritual Sensing

State of Being: Awareness-Sensing
Awareness sensing refers to a metacognitive process when an individual chooses to
be aware by ‘paying attention’ to what is happening. It involves an individual’s attention
within a particular area and the awareness of what might be experienced during
moments of increased concentration and altered consciousness. Four examples of
awareness sensing were selected by Hay and Nye (2006) to demonstrate the
pervasiveness of this phenomenon; these include the ‘here-and-now’, ‘focusing’,
‘tuning’ and ‘flow’.

The here-and-now refers to the intensity and immediacy of awareness associated with
a sense of feeling ‘lost in the moment’. It is distinct from more common experiences of
awareness encountered habitually during day-to-day experiences that recognise the
past and the future. Rather, it is indicative of what Donaldson (1993) refers to as ‘point
mode’. That is, the most basic operation of the mind, regularly applied by children as
they transfix on their subject with no attachment of an extended past stretching behind
them nor the conception of the future in front of them.

Focusing is based on what Gendlin (1978) refers to as the ‘felt sense’, which entails
bodily awareness of situations, people or events. Focusing does not appear in the form
of cognitive thoughts but as a single bodily feeling, involving ‘an unfamiliar, deep-down
level of awareness’ (Gendlin, 1978, p. 33). According to Gendlin, attending to the felt
sense enables individuals to draw upon the intuition of their body to assist with difficulty
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or relationships, establishing connection with a particular situation. He speculates that it
is the natural knowing of young children.

Schutz (1971) first termed tuning to describe the experience of feeling an intimate
identification with a stimulus. He asserts that this ‘tuning-in’ relationship is a felt
resonance with a universal language encompassing a mental transfer from ‘I’ to ‘we’.
Referring to the example of music, he states that the respondent experiences
connection with the stimulus as they participate in, and to a certain degree re-create,
the experience of the composer who created the original piece, initially intended as an
expression of their musical thoughts, but also with communicative intent.

Proposed by Csikszentmihalyi (1997), flow entails the experience of an individual being
alert and engrossed in concentration, to the point where an individual experiences the
liberating feeling of their activity managing itself, or being managed by some outside
influence. In this process the action of the activity and the awareness of it merge to the
point where there is little distinction between the self and environment or between past,
present, and future. Csikszentmihalyi (1997, 2002) states that flow is often experienced
during the reading of a good book, playing a good game of sport or taking part in an
absorbing conversation. Although Hay and Nye (2006) agree that the flow quality of
consciousness can have a long lasting spiritual effect, they speculate that not all
moments of flow contribute to a conscious spirituality.

State of Being: Mystery-Sensing
According to Gardner (1999) psychological states and phenomenal experiences often
connect our capacity to transcend the everyday experience and employ imagination.
For instance, the beauty and wonder of a sunrise and sunset encompasses the sense
of mystery. However, to judge when an individual extends beyond their personal limit or
boundary is difficult to relate directly to the study of children (Hay & Nye, 2006).
Therefore, to overcome this conundrum, Hay and Nye’s concept of mystery sensing
was applied, which encompasses the notion of ‘wonder and awe’ and ‘imagination’
which apply as they learn about the world and engage with it. Referring to the child’s
sense of wonder, French philosopher Aivanhov (1957/1990) stated:

They are natural and uncomplicated and still in touch with the
heavenly regions they have come from… Very young children
have an innate sense of the marvellous. They believe that
everything is alive and intelligence. (p. 109 - 110)
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The research of Bloom (2002) and Pert (2003, 2006) demonstrates the biochemical
basis for the quality of state of being experiences. To explain the chemical variation
that occurs when individuals experience moments of awe and wonder, both
researchers refer to the effect of endorphins, naturally produced chemicals that are
released by the body each time an individual experiences something pleasurable.

Concern for Existential Issues: Mystery-Sensing
Similarly to the previous spiritual sensing category, children employ mystery-sensing
properties to explore existential concerns. As Hay and Nye (2006) indicate, spiritual
experiences often relate to the mystery of our existence, requiring ‘wonder and awe’
and ‘imagination’ to engage with them. Given that imagination is the capacity to see
things differently and consider possibilities in contrast to what already exists, it is a
construct relevant to reflecting upon questions related to existence and to consider
what is beyond the known and apparent. Through imagination, new meanings can be
developed and children may explore what is possible or may become (Crawford &
Rossiter, 2006). As Harris (2000) states, it is the ‘imagination that enables the child to
contemplate particular encounters – like actual encounters – can evoke feelings of
dissatisfaction or satisfaction, disappointment or relief, fear or excitement, as the case
may be’ (p. 190).

Concern for Existential Issues: Values-Sensing
Values-sensing emphasises the importance of feelings as a measure of what is
believed to really matter or be of value. Among such beliefs are the issues that
motivate existential questions and meaning seeking. First coined by Donaldson (1993),
values-sensing encompasses a shift from a self-centred emotion to an experience of
value that rises above personal concerns. It explores the relationship between one’s
spirituality and beliefs by determining the activities, people, and values that matter most
in children’s lives. Hyde (2008) refers to values-sensing in terms of ‘spiritual questing’,
a thought process which offers individuals the opportunity to envision an improved
existence. To define the emotions associated with children’s values-sensing, Hay and
Nye (2006) refer to the concepts of ‘delight and despair’, ‘meaning’ and ‘ultimate
goodness’.

Delight and despair refers to the purity of emotion that transcends any particular
context (Hay & Nye, 2006). According to Hay and Nye, a child’s ‘modest experiences of
personal despair contain the potential for the development of greater general
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sensitivity, which in turn may form a significant step on the path of spiritual
enlightenment’ ( p. 75).

Meaning has been given structure and function in a variety of forms. For example,
Crawford and Rossiter (2006) discuss several applications of meaning fundamental to
young people’s lives, including: personal meaning and motivation; meaning as a set of
values; meaning as beliefs; meaning concerned with ultimate concerns; meaning as life
goals; meaning and creative experience; meaning as a set of ideas and hopes;
narrative structure to meaning; meaning as the point of interest in between emotion
and understanding; meaning as a coping mechanism; and, meaning as interpretation of
the outside world.

Ultimate goodness is concerned with the reassurance of another which can transcend
a situation (Hay & Nye, 2006). Although the sense of ultimate goodness may seem
beyond the experience of young children, Berger (1973) suggests that such a sense is
conveyed to children from the very earliest age through belief in parental figures. He
refers to a child waking in the middle of the night from a nightmare, requiring the
comfort of a mother. In a sense, her power or presence rids the situation of chaos,
restores calm to the child’s world, and conveys to the child, ‘have trust in being’.

In addition to the categories already discussed, Hay and Nye (2006) speculate that
some children possess an unusual level of consciousness or perceptiveness,
expressed in a context of how the child relates to other people, self, the world, and
God. Hay and Nye coined this term ‘relational consciousness’ to reflect what is at the
very core of children’s spirituality.

Children and Spirituality
The following section will address several key issues that are central to the tenet of
children’s spirituality.

The Legitimacy of Children’s Spirituality
In his literature classic The Little Prince, de Saint-Exupery (1943/2000) illustrated the
means by which adults commonly confuse the fragility of the child’s situation with an
incapacity for moral reasoning and the understanding of adult issues. This
understanding is conveyed through the substantial literature base on spirituality
outlined in Appendix A, which is overwhelmingly focused upon adult spirituality (Ault,
2001). This is largely because until very recently there has been little appreciation for
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the spiritual experiences and capacities of young people. Some theorists (Hart &
Ailoae, 2007) argue that psychology has assumed that children are developmentally
immature, without the capacity for sufficient understanding of the self or intellectual
aptitude to experience anything that might be called meaningfully reflective and
spiritual. For example, Wilber (1980) dismissed the young child’s mode of thinking as
‘instinctual, impulsive, libidinous, id-ish, animal, apelike’ (p. 2), whereas Helminiak
(1987) described spiritual development as an adult phenomenon. As a result, children’s
spirituality continues to be misunderstood and dismissed as fantasy, labelled as
pathology or feared by adults who do not understand it, limiting the legitimacy of
research in the area (Hart, 2003; Hyde, 2008). Adams, Hyde and Woolley (2008) state
that this current situation has made children’s spirituality ‘invisible to the adult eye’ (p.
145).

This situation is paradoxical when childhood spiritual experiences have been
demonstrated to generally remain vivid throughout adulthood, influencing the
foundation for the shaping of worldviews and emergence of personal identity and
character traits in later life (Hart, 2003; Hart & Ailoae, 2007; Nelson & Hart, 2003; Scott,
2004).

The Development of Children’s Spirituality
Fundamental to the debate of children’s spirituality is the means by which it is
developed. Recognising the influx of psychologists and educators writing about
children’s spiritual development, Scarlett (2006) discerns the existence of ‘a spiritual
child movement’ (p. 28). Similarly, Roehlkepartain, Benson, Ebstyne King, and
Wagener (2006) indicate the emergence of spiritual development as becoming a major
theme within children’s whole development.
Assumptions about children’s capabilities are frequently guided by the prevailing
paradigm of maturational and psychological stage models of cognitive development,
which present human development as progressive, sequential and interrelated
(Hornberger, Furtick Jones & Miller, 2006). This presupposition indicates that genuine
experience in the spiritual realm requires the development of abstract reasoning and
language capabilities that are only available during the later stages of adolescence.
Alternatively, various scholars (Boyatzis, 2005; Spilka et al. 2003) assert that spirituality
is not guided by an individual’s level of cognitive reasoning, but rather, an individual’s
spirituality is developed as a result of personal and social influences. This manner of
understanding hints at a sociocultural Vygotskian (1978) approach to children’s spiritual
development, with its focus upon scaffolding and guided participation by adults that
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help children progress to other levels (Boyatzis, 2005). Through such understanding
children’s spirituality may be considered to be interpersonal before intrapersonal for the
child (Boyatzis. 2005).

Controversy continues to impinge upon the divergent developmental perspectives.
Scarlett (2006) indicates that the rejection of stage models and attention to culture
have ‘retarded’ the progress in defining spiritual development by discouraging the
explicit understanding of the norms needed to define what is spiritual development (p.
21). Alternatively, Spilka and colleagues (2003) assert that thinking in terms of stages
has impeded understanding of the ‘complexity and uniqueness of individual religious
development’ (p. 85). Hay and Nye (2006) also indicate that stage-structural theories
are too cognitive:
The culminative feeling I am left with after reviewing what we
know about childhood spirituality is an uneasiness about the
adequacy of developmental theory [meaning stage-structural
theories] to give an account of it… I do not deny that stagetheories have their uses. The major problem is their
narrowness, coming near to dissolving religion into reason and
therefore childhood spirituality into nothing more than a form of
immaturity or inadequacy. (p. 57)

Spiritual Development According to Stage Theories
Several theorists agree that a definable developmental history is evident within the
spiritual or faith domain, where there exist differing levels of proficiency or
sophistication (Emmons, 2000; Fowler, 1995; Helminiak, 1987; Kwilecki, 1998;
Lindsay, 2002; Sinetar, 2000; Vaughan, 2002). Stage development models of faith
development propose that there are universal stages that characterise spiritual growth
and the capacity to engage in spiritual ways of knowing (Fowler, 1995). Early research
studies, in particular, have demonstrated that children exhibit a stage-like change from
egocentric to more abstract and sociocentric thought when discussing faith-based
issues (Elkind, 1961, 1963, 1970; Goldman, 1964). In this manner children’s religious
thinking was thought to have parallelled their cognitive stage of development. This is
supported by the research of Newberg and Newberg (2006) which combines
phenomenological perspectives of stage theory with observed changes in brain
function across the life span to suggest spirituality is subject to a neuropsychological
developmental model.
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The faith development model described by Fowler (1995) Stages of Faith is a key study
of children’s spiritual development through a series of stages. Based on the theories of
Piaget, Erikson and Kohlberg and his own research involving children, Fowler details
stages of faith as the general capacity to discover or construct meaning and purpose.
He asserts that children are initially predisposed to their parents’ beliefs, however, as
children mature they try to make sense of these beliefs in accordance with their
developing personal knowledge and cognitive abilities, accepting the faith system of
their choice.

Fowler proposes six stages of faith development, the first three of which generally
occur between early childhood and adolescence. Each of the faith stages is described
in terms of a spiral, whereby the whole process is dynamically connected, each spiral
stage adding to the next. For example, imagination and fantasy emerge during the
Intuitive-projective stage and do not disappear in the next stage, rather the products of
imagination become confined to the world of play and are submitted to more logical
forms of scrutiny. Fowler speculates that faith systems may be largely tacit and
unexamined, functioning without one's being aware of or reflective about it or may also
be made more explicit through ‘ritual, myth, symbol or story, or in the more systematic
conceptual elaboration of a theology or philosophy’ (Fowler, 1995, p. 28).

As employed by Fowler, modern developmental psychology draws upon the influences
of Piaget (1968), Erikson (1968), and Kohlberg (1981). Structural theories of
development understand development according to the different structures that
characterise them. In particular, the structural developmental theories of Piaget and
Kohlberg delineate how individuals come to know their world through the delineation of
discrete stages, each internally coherent and consistent, each transcending the ones
before it, and all arranged in a hierarchal order (Helminiak, 1987). According to Piaget
(1929/1971) the development of the mind consists largely in the building of cognitive
structures and the rebuilding of these structures in new and better-integrated forms
over long periods of time, whereas Kohlberg speculates that development occurs in the
integration of individuals with the social conditions of their lives. Erikson’s psychosocial
stages theory indicates the individual’s relational roles in terms of cognitive capacities
and developing sense of self, a theory popular with authors writing from a religious
perspective such as Helminiak (1987).
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Generally, these stage theories refer to three age groups in terms of children’s spiritual
development, including early childhood (ages 0 – 5), primary school children (ages 6 –
11), and adolescents (ages 12 – 18). To complement the focus of this inquiry upon
children of different ages, the early childhood years, primary years and high-school
years will each be discussed with reference to original stage theory models and more
recent literature.

Early Childhood
Several researchers believe that spirituality is particularly strong during the early
childhood years (Foston, 2004; Fowler, 1995; Hay & Nye, 2006; Montessori, 1972).
This coincides with the current popularity of preschool education DVDs that contain a
rise in spiritually-themed properties. For example, Inspirational Baby, pairs songs with
relational visuals such as children interacting with parents (Raugust, 2004).

In particular, Erikson’s (1968) theory of child development provides an indication as to
why children may resonate with spirituality so young. Erikson indicates that young
children generally demonstrate concern with the evolving integration of their emerging
personality, experiencing a gradual forming of self-awareness and sense of identity.
They experience sex role socialisation; begin to internalise the judging voice of their
parents; and experience the emergence of ego strength or purpose. Advances in
language skills during this stage, which lead to an increase in verbal self-expression,
may also enable young children to demonstrate their understanding of spiritual
concepts perhaps for the first time.

Paralleling Erikson’s broader theory, several theorists associate faith development
during the early childhood years with intuitive thinking and egocentrism (Chilton
Pearce, 1979; Fowler, 1995; Piaget, 1929/1971). According to Fowler (1995) young
children construct their own interpretations of religious ideas and in an egocentric
manner assume that their own views are correct. Consequently, this stage of faith is
fantasy filled in which children can be powerfully and permanently influenced by the
examples, moods, actions and stories of others.

During this intuitive stage, children also demonstrate a tendency to discuss causal
explanation in terms of magic. Harris (2000) indicates that magic is a classification that
children sometimes refer to when they lack an ordinary causal explanation for
phenomena and therefore the number of magical explanations children give diminish
with the more wide-ranging understandings for causal explanations they acquire. In a
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similar way, Clarke (1995) asserts that fantasy figures such as the tooth fairy and
Santa Claus play an important part in children’s faith development, working to
strengthen a child's ability later in life to accept abstract concepts such as generosity
and difference.

Nonetheless, Woolley (2000) demonstrates that children’s beliefs in magical processes
linger long after children have achieved a sophisticated knowledge. He counters
Piaget’s (1929/1971) theory that beliefs in magical processes are a direct result of a
lack of differentiation between the mental and physical, experienced by young children
because they do not have the cognitive capabilities to think otherwise. Rather, Woolley
demonstrates that children’s beliefs in the efficacy of wishing begin to build in the early
preschool years and appear to diminish by the end of the preschool years (Woolley,
2000; Woolley, Phelps, Davis & Mandell, 1999). Woolley (2000) also speculates that
about the time children stop believing in mental-physical causality with respect to
wishing, they begin to view prayer as an effective form of mental-physical causality.
She found that at around the age of five children begin to understand that God plays an
important part in prayer and that thinking is involved as their interaction between God
and thoughts.

Primary Years
According to Fowler (1995) with the emergence of concrete operational thinking during
the primary school years, children move onto the Mythic-literal stage. Fowler describes
the child at this stage of development as the young empiricist, who continually seeks to
sort out the real from the make-believe. In a similar way Coles describes the primary
school child as an explorer. This is also discussed by Egan (1979) who refers to the
way in which the mythic child establishes security in myths and stories, seeking
absolute accounts of things with precise fixed meanings.
Hay and Nye (2006) speculate that all children at about the age of ten or eleven are
particularly interested in the fundamental questions of meaning such as ‘Who am I?’
‘Where have I come from?’ ‘Where am I going?’ ‘What am I meant to do?’ Throughout
their research they did not come across a single exception.

As children develop logical thought they may also question previous beliefs concerning
faith, or alternatively use their growing mental capabilities to find evidence to support
their beliefs. Kohlberg (1981) indicates that the typical development of logical
operations at around the age of eight or seven has important implications for the child’s
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approach to making moral judgements, whereby they are more aware of, and more
able to pursue their individual interests.

Erikson (1968) identifies the primary years as an important social stage for children in
which their self-esteem can be built or destroyed. Fortunately, children at this age are
usually close to and emotionally dependent on their family, despite the increasing
social influence on their lives. Therefore, if the family is supportive and communicative
about spirituality the primary aged child will be better able to understand and integrate
their beliefs of themselves to their expanding world.

Adolescence
According to Piaget (1968), with the development of abstract thinking during
adolescence, individuals become capable of theorising more meaningfully about life.
Helminiak (1987) also discusses a five stage model of spiritual development that
begins at adolescence, and Crawford and Rossiter (2006) acknowledge that: 'Finding
meaning in life and achieving some authentic sense of identity are key developmental
tasks for adolescents' (p. xxii). Nonetheless, Long, Elkind and Spilka (1967) suggest
there is a growth in religious or spiritual awareness as children move into puberty and
not at the end of puberty as Piaget’s model would support. Similarly, Tamminen (1991)
reported that high levels of spirituality are experienced up to the age of twelve to
thirteen, but are followed by a steep decline.

Adolescence is characteristically a tumultuous stage for the individual in all aspects of
their developing self. With the onset of puberty, young people deal with issues involving
morality, sexuality, emotions, relationships, and identity. Some theorists describe the
emergent capacity of this stage as the forming of a personal myth, demonstrating a
more highly integrated understanding of the self (Campbell, 1988; Coles, 1990;
Lindsay, 2002; Pearson, 1991; Vogler, 1999).

Consequently, Erikson (1968) likens this stage to a house of distorting mirrors, where
all the pieces may not fit together. He appropriately identifies this stage as a crisis of
identity and role confusion where the individual is discovering who they are, as well as
grappling with social relationships and moral issues. Kohlberg (1981) asserts that
adolescents may become increasingly aware of others’ views of them and often
construct the ‘me’ which they think others see.
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Levinson (1978, 1996) and Gould (1979) give further examples of psychosocial theory
of human development at adolescence. During this stage, Levinson states that the
individual must learn to choose, create and maintain their own life structure, whereas
Gould asserts that human development begins from sixteen years of age, whereby
young adults launch from and leave their parent’s’ world view, both emotionally and
geographically. He further comments that as youths move from childhood
consciousness to adult consciousness the ability to allow needs without fear of being
overwhelmed or sabotaged by them is developed.

In response to these ideas, Fowler (1995) labels the adolescent’s faith development as
‘synthetic-conventional’, where it is integral for their chosen faith to provide a consistent
orientation among their complex and diverse life activities. He indicates that young
people may question everything they have previously been taught to believe and may
entirely reject their previous spiritual concepts or alternatively experience the practices
and traditions of other religions or beliefs. Fowler speculates that if spirituality is
rejected completely this could have serious detrimental effects on the rest of their lives,
including experiences of hopelessness or meaninglessness.

Although stage theories are often criticised for their strong cognitive basis and
suggesting that children are limited to less mature faith, they have been invaluable in
providing a basis for serious study of children’s spiritual development (Hay & Nye,
2006; Roehlkepartain et al. 2006). Knowing a child’s particular stage of development
may also aid significantly in determining specific types of programs and interventions
for teachers, parents, and psychologists to employ in facilitating spirituality in schools
(LeCapitaine, 1999).

Spiritual Development through Interpersonal Contexts
Although various theorists claim that spirituality develops though a series of stages the
narrowness associated with stage theories is also criticised (Boyatzis, 2004, 2005;
Evans, 2000; Haight, 2004; Hay & Nye, 2006; Hornberger, Furtick Jones & Miller,
2006; Spilka et al. 2003). Hay and Nye (2006) assert that stage theories often equate
childhood spirituality to nothing more than immaturity or inadequacy. Therefore, while
stage theories may confine spirituality to terms of cognitive capability, various theorists
indicate that spiritual development occurs in terms of an individual’s interpersonal
contexts, embedded in culture and social milieus (Adams, Hyde & Woolley, 2008;
Benson, 2006; Boyatzis, 2005; Crawford & Rossiter, 2006; Estep and Breckenridge,
2004; Haight, 2004; Hay & Nye, 2006; Hornberger, Furtick Jones & Miller, 2006; Mattis,
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Ahluwalia, Cowie & Kirkland-Harris, 2006, Ratcliff & Nye, 2006; Roehlkepartain et al.
2006; Rosengren & Hicklin, 2000; Spilka et al. 2003).

Similar to Bronfenbrenner’s (1979) social ecological model, this theory suggests that
expressions of spirituality do not simply arrive in a pre-packaged form; rather, they
arise out of the convergence of social, political, and philosophical influences at a
particular place at a particular time in history (Mattis et al. 2006). As a consequence,
children are viewed as an active figure in their own spiritual development rather than a
tabula rasa (Boyatzis, 2004).

Although Scarlett (2006) bases his idea on the fact that spirituality is rooted in personal
experience, feeling, and biology and is not developed explicitly by ‘parents, teachers, or
culture’, he recognises that, ‘for spirituality to develop, children need lots of
encouragement and support’ (p. 28). This presupposition has lead Alexander and Carr
(2006) to assert that spiritual education is a more helpful construct to employ than
spiritual development.

Fowler (1995) also recognises that spiritual faith is a human universal with which we
are endowed at birth with budding capacities. Although Fowler presents a stage model
based upon a child’s cognitive capacity, he also believes faith to be an interactive and
social process which arises out of our experiences and interactions with people, events
and relationships.

The Child
The child as an active agent of their own development has not been a common feature
of research in spiritual development (Benson, 2006). Nonetheless, several theorists
(Boyatzis, 2004, 2005; Montessori, 1972) indicate that children play an active role in
their own religious spiritual development and are not passive recipients of parental
beliefs, as socialisation theories speculate.

Emphasising the role of the individual in meaning making, Donaldson (1993) indicates
that most of the knowledge that matters to us which constitutes our conception of the
world and other people and ourselves, is not developed by a passive means but
through active interpretation and integration as we struggle to make sense. Donaldson
(1993) quotes Albert Einstein who once stated, ‘I have no special gift. I am only
passionately curious’. Gopnik and Meltzoff (1997) also demonstrate that children
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construct increasingly accurate and objective accounts for phenomena through their
own development of meaning.

Parents
Boyatzis (2004) indicates that parental influence upon children’s spiritual development
may be evident in some families through distinctive roles such as the parent as mentor
and the child as apprentice, whereas in other instances the family may co-construct
spiritual meaning together. It has been demonstrated that children like to copy the
people around them (Cambourne, 1988; Erikson, 1964; Piaget, 1929/ 1971) which can
have serious implications in terms of encouraging spirituality and developing children’s
spiritual perspectives. For instance, a child who sees their parent meditating will most
likely express an interest and wish to sit and meditate as well, just as a child who sees
their parent dressing for church, may become enthusiastic to dress and attend church
too.

Fowler (1995) indicates that in the absence of a significant other providing examples
for spiritual expression, children are most likely to be open to other influences and
examples of spirituality that may not have affected them had they been given a more
immediate example. To illustrate this point, Pendleton and colleagues (2002) found that
parents were at times surprised with their children’s religious knowledge or faith and as
a consequence, children may demonstrate insights that significant others find
anomalous or inappropriate to either reason or faith (Harris, 2000).

Research suggests that the spiritual perspectives of family care-givers also influence
those of their children. Montessori teacher, Dr. Carrell (in Montessori, 1998), indicates
that children demonstrate family influence upon their spiritual perspectives even at
three years of age. Carrell recalls visiting the garden of a Montessori school in India,
where a girl of about 2.5 years was apparently scratching in the sand.
Her teacher was standing nearby watching. I approached and
saw that the child was making a path for an ant which, having
lost the middle right leg and the two front legs, was painfully
struggling along. A little boy of about the same age came by.
He looked at us, then at the child, then at the ant, and went
away. A third child came. He repeated the performance, but
when he saw the ant, he immediately squashed it with his foot
and ran off. (Montessori, 1998, p. 104)
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The latter child was Muslim and the second child was Christian. Their responses did
not make any of the children less spiritual than the other but clearly the respect for life
that the Hindu faith values was already strongly ingrained in the young girl’s outlook.

Evans (2000) indicates that the religious perspectives of parents clearly influence those
of their children at least until early adolescence. She speculates that elementary
children in particular are clearly influenced by the creationist and evolutionist
perspectives of their parents. However, she asserts that children do not confront
existential questions and are seemingly limited to proximate the origins of the species
such as growth and birth. As evolutionist perspectives did not appear until early
adolescence in Evans’ study, she indicates creationist thinking as a precursor and
impetus to the later development of evolutionary thought.

In a similar way, Clark (1995) asserts that parents’ acceptance of children’s belief in
imaginary figures such as Santa Claus and the tooth fairy help children develop faith in
the transcendent. In her research she found that parents who identified with
fundamentalist Christianity were generally uncomfortable with cultural myths such as
Santa Claus because they believed if their belief was disproved this would weaken
their faith in the existence of God. Allport (1970) also found that many children tend to
think that Jesus and Santa Claus are connected in some way.

Anthropologist Margaret Mead (1963) also refers to the influence of significant others
upon children’s spiritual understanding within Manus culture, where a belief in sorcery
is prevalent. Mead found that children naturally offered explanations that focused on a
more straightforward physical understanding. She concluded that systematic belief in
the power of magic was acquired through experience in the adult world and not a mode
of thought that surfaces early or naturally.

Parental openness and the means by which parents respond to the varieties of
children’s spiritual experiences also foster their development (Boyatzis, 2005). Walker
and Taylor (1991) assert that children’s moral reasoning optimally develops when
parents ask questions about their child’s opinions and moral reasoning, and
paraphrase the child’s own words. According to Champagne (2001) and Hyde (2008)
the need for adults to take seriously and listen to children’s spiritual expression is
paramount to children’s spiritual development.
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However, the actions and beliefs of parents can also have detrimental effects upon
children’s spiritual development (Aivanhov, 1990; Fowler, 1995). Sisk and Torrance
(2001) indicate that children’s questions, which represent the natural search for
meaning, are often redirected by 'well-meaning' parents and educators. Likewise,
although Hay and Nye (2006) found that children’s spirituality is subject to ‘culturally
constructed forgetfulness’ (p. iv), in which children learn not to openly discuss spiritual
issues in a secular society. It would seem that we enter the world with a simplicity that
is richly open to experience, only to have this closed off as we assimilate into our
culture, where to be open is to be vulnerable (Hay & Nye, 2006). To illustrate this point,
Holt (1972) refers to ‘infant impotence’ to describe how family care-givers and
educators believe that children’s worlds are little and limited. He states that young
children feel:
…at least until we infect them with our fears, that the great
world of possibilities outside their known world is open to them,
that they are not shut off from any of it, that in the long run
nothing is impossible. (p. 24)

Explorations of Children’s Spirituality
Several empirical studies have explored the spiritual lives of children (Bruce &
Cockreham, 2004; Catterton Allen, 2004; Champagne, 2001; Coles, 1990; Cozier &
Conde-Frazier, 2004; de Souza, 2004a, 2004b 2005; Engebretson, 2002, 2004;
Erricker et al. 1997; Estep & Breckenridge, 2004; Fowler, 1995; Goldman, 1964; Hart,
2003; Hay & Nye, 2006; Hughes, 2007; Hyde, 2008; McCreery, 1996; Moritarty, 2007;
Pendleton et al. 2002; Sinetar, 2000; Tirri, Nokelainen & Urbani, 2006; Tirri, TallentRunnels & Nokelainen, 2005; Vialle, Walton & Woodcock, 2008; Wallace, 2000).
Children’s spiritual development is also gaining prominence through the literature and
academic conferences and journals being dedicated to its exploration (for example,
British journal of religious education: International journal of children’s spirituality;
Journal of peace education; and, Religious education). Nonetheless, database reviews
indicate that less than one percent of articles on children address spirituality (Benson,
2003). Consequently, several theorists (Boyatzis, 2005; Hay & Nye, 2006; Spilka &
McIntosh, 1997) claim that the area is under-researched, to the point that Boyatzis
(2005) recognises: ‘This is not just a case of “yet another neglected topic” but is in fact
a serious problem’ (p. 136).
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Upon their review of the International journal of children’s spirituality across 1996 –
2003, Ratcliff and Nye (2006) identified a wide variety of topics being explored in the
area, however, none so as common as education and curricular concerns in both
public and private settings. Nonetheless although many of the articles were researchbased, the majority lacked concern for methodological rigor with a paucity of articles
addressing the distinctive aspects of studying children and describing spirituality
experiences.

Although the work of Hay and Nye (2006) has already been addressed in the previous
section, their research deserves further detail as a pioneering study. Hay and Nye’s
inquiry was one of the initial exploratory works to focus upon children’s spirituality –
and not religious understanding. Fundamental to their investigation was the
identification of three spiritual sensing categories and their recognition of the
importance of relational consciousness as an interpretive framework for children’s
spiritual understanding and expression. Hay and Nye also discuss the ‘signature
phenomenon’, which denotes every child’s spirituality as personalised and individual.

A number of researchers (Champagne, 2001; Hyde, 2005, 2008; Reimer & Furrow,
2001; Tirri, Nokelainen & Urbani, 2006) have employed the work of Hay and Nye
(2006) to explore spirituality in education settings Within the secular setting, Elaine
Champagne (2003) found children’s spirituality to be understood in terms of relational,
sensitive, and existential. She claims that by being attentive towards these three
modes of knowing, the significant others in children’s lives are able to recognise and
nurture children’s spiritual awareness. Similarly, basing his research in the Catholic
setting, Hyde (2005, 2008) employed the Hay and Nye spiritual sensing categories as a
means for children to express their spirituality and piece together a worldview based
around their attempts at meaning making. Working in secular environments, Tirri,
Nokelainen and Urbani (2006) employed a Multiple Intelligences questionnaire using
the Hay and Nye categories to determine the spiritual sensitivity of Finnish
preadolescents, adolescents, and adults.

Relational consciousness or connectedness has also been employed be other works
on children’s spirituality (de Souza, 2005, 2008; Fraser & Grootenboer, 2004; Harris &
Moran, 1998; Hughes, 2008; Miller, 1999). De Souza (2008) indicates that
connectedness provides individuals with ties to their community and family and friends,
which in turn motivates a sense of identity and a sense of place. In a similar way,
Hughes (2008) identifies the spiritual domain of children as consisting of five basic
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relationships. That is, relation with self, others, community, natural environment, and
the big picture, whether that be God or philosophy and principles of life. Harris and
Moran (1998) assert that the vital element of young people’s spirituality is ‘its
connectedness, its relational and communal character’ (p. 46).

Inquiry has also focused specifically upon children’s spiritual giftedness. (Lovecky,
1998; Piechowski, 2000). Alternatively Sinetar (2000) based her research on a plethora
of informal observation and conversations with children and adults spanning many
years. Sinetar found that children who possess high spiritual intelligence could be
identified through several characteristics. These include:
•

Acute self-awareness, intuition, the “I am” power or built in authority;

•

Broad world view;

•

Moral evaluation, strong opinions, a tendency to experience delight, ‘peak
experiences’; and/or aesthetic preferences;

•

An understanding of where they’re headed, a sense of destiny; the ability to see
the possible in the midst of the mundane;

•

Unappeasable hunger for selective interests;

•

Fresh, weird notions, well developed humour; and,

•

Pragmatic efficient perception of reality, which often produces healthy choices
and practical results.

However, Sinetar is criticised for discussing spiritual characteristics that are not based
upon neurological or psychological investigation and do not directly address the notions
of problem solving or abstract thought, characteristics which Gardner (1983) and
Sternberg (1997) indicate as necessary for an intelligence (Hyde, 2003).

Inquiry into children’s spiritualty is also frequently associated with ‘God talk’ (Coles,
1990; Heller, 1986; Tamminen, 1991) which interprets children’s spiritual discussions
as immature religiosity. Nonetheless, these influential studies have pioneered
understanding in the area of children’s spirituality. Particularly interested in the spiritual
life of children, Coles conducted a large-scale study of the spiritual understanding of
children from a variety of spiritual backgrounds. Like Hay and Nye (2006), Coles found
that employing a psychodynamic perspective to talk to children from many faiths and
without faiths, demonstrated spiritual awareness as a universal human attribute among
children. Primarily, Coles found that children draw upon spiritual values to place
themselves in space and time. He refers to children as: ‘seekers, as young pilgrims
well aware that life is a finite journey and as anxious to make sense of it as those of us
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who are further along in the time allotted to us’ (p. xvi). For many of Coles’ participants,
an interest in God or the supernatural was not necessarily mediated by religious
practices. Some of the children from religious family backgrounds, when speaking to
Coles did not necessarily keep with the tenets of their religion.

Although his own inquiry is subject to religious language, Coles asserts that it is
important not to impose any closed interpretative frameworks when researching
children’s spirituality and instead listen to what children have to say, for their lived
personal experiences to surface in their own terms.

Coles did not indicate how old children are when they begin wondering about
existential concerns, however, he asserts that preschoolers are well equipped to
consider such aspects of meaning and that it is therefore a mistake to give priority to
intellectual operations in an attempt to understand children’s spirituality. In a similar
way, several research studies suggest that young children are well aware of the notion
of God (Bellows, de Roos & Summey, 2004; Carlsson-Paige, 2001; Rizzuto, 1979).
The work of Rizzuto (1979) demonstrates that upon beginning school most children
have constructed, with or without religious instruction, an image of God. She believed
that children’s God representations draw from a variety of sources and are a major
element in the fabric of one's view of self, others, and the world. In a similar way,
working with adolescents, Duffy (2002) employed a questionnaire to explore children’s
conceptions of god within the Catholic school system. To concur with Rizzuto’s
findings, children presented a greater amount of anthropomorphic interpretations than
abstract images, with male reference dominating these representations. The children’s
key images were those of ‘Jesus Christ’ and those drawn from ‘nature’.

On a smaller scale McCreery (1996) discussed a variety of spiritual topics with young
children including birth, love, death, trust, noble behaviour and nature. Like Coles,
McCreery was careful to allow children to employ their own language. For example,
when researching children’s reflections upon death McCreery did not explicitly ask
children what happens when people die but instead discussed scenarios associated
with death (p. 201). McCreery found that the use of stories was an effective strategy to
allow young children’s ideas about spiritual matters to surface. Hyde (2008) also
employed story to invite children to discuss their spiritual concerns.

Attending specifically to the development of children’s world views, the Children and
worldviews research project (Erricker et al. 1997) is also significant in the
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understanding of children’s spirituality. Focusing on the ‘whole child’, like Hay and Nye
(2006), this research was carried out in response to the 1988 Education Reform Act.
The project affirmed the ability of children to be ‘imaginative, poetic and to live, in a
natural way, life’s rich narrative as they find it in the worlds in which they move’ (p. 21).
Erricker and colleagues found that quality time and a child-centred approach allows for
children’s spiritual perspectives to surface.

Inquiry into children’s use of imagination also indicates the development of children’s
sense of self and world view (Harris, 2000; Johnson, 2000; Taylor, 1999). As Johnson
(2000) asserts, children frequently ask ‘why’ questions because they are orientated to
the existence of ‘something more’ beyond the given world (p. 208). However, Harris
(2000) suggests that children use their imagination for several major functions,
including, absorption within a make-believe or fictional world; to make comparisons
between actual outcomes and various alternatives that might have occurred; and, to
explore magical and impossible scenarios. He argues that the evidence from children’s
pretend play suggests that their disposition toward fiction is remarkably deep-rooted.
To concur, Taylor (1999) indicates that pretend play is a major tool for helping children
to understand the part that representation plays in our major lives – that is, to realise
that one’s actions and emotions are guided not by the way things really are but by the
way that we represent them to be.

In their study on the spiritual coping strategies of children with cystic fibrosis, Pendleton
and colleagues (2002) found that many children associated their individual spirituality
with coping. Eleven spiritual coping strategies emerged from qualitative analysis of the
children’s views. They assert that health care providers can enrich their appreciation of
how patients conceptualise health, illness, and healing through addressing spiritual
coping in a culturally sensitive way.

The Spiritual Well-being of Today’s Children
The United Nations Convention on the Rights of the Child (1989) recognises that every
child deserves the right to the development of his or her spiritual well-being. However,
in this not-so-perfect world there exists an increasing number of emotional and social
problems that do not provide spiritual well-being for our children (Fowler, 1995). A
report by the Australian Institute of Health and Welfare (2007) indicated that 16% of
young people aged 12 to 24 years of age are likely to experience substance abuse,
11% of young people will experience anxiety, and 12% of males and 19% of females
are likely to experience psychological distress. The increasing rates of youth crime,
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substance abuse, gang violence, and even suicide are a reality for today’s children,
and attention is only on the rise with increasing tragic incidents such as the 1999
Columbine school massacre. According to Wagener and Maloney (2006) the shooters
were apparently upset by perceived harassment and ridicule from fellow students and
Cram (2003) indicates that two thirds of the thirty-seven young people involved in
school shootings in the United States of America during the last 25 years had been
severely bullied at school. Hay and Nye (2006) refer to the term ‘negative spirituality’ to
explain the response of children to a sense of meaninglessness by resorting to such
aberrant behaviour. As a consequence, Wagener and Maloney (2006) suggest, ‘it
ought to be possible to determine whether a child is on the right track’ (p. 32) through
the distinction of pathological and normal spiritual development.

In response to these damaging realities within children’s lives, schools and parents are
being placed under increasing pressure to question why youth are being driven to
undertake such events, and ‘spiritual void’ is being recognised (Cram, 2003). While
education in the spiritual domain is not necessarily the be all resolve for curing the
aforementioned problems, it is being attributed as a framework for meaning and
guidance, with the development of literature, programs and courses that focus upon
children’s spiritual well-being as a result (Kessler, 2000). As recognised by Lerner,
Alberts, Anderson, and Dowling (2006), the positive development of spirituality is
critical for ensuring healthy development across the life span.

Kessler (2000) states that children who feel spiritually connected do not need danger to
feel fully alive, or guns to feel powerful because they do not want to hurt others or
themselves. Hay, Reich, and Utsch (2006) agree that youth social problems can be
met with ‘simplicity, solidarity, and family planning, all of which are all likely to be
facilitated by a deeper spirituality’ (p. 55), whereas Young Ward (1996) recognises the
positive influence of spiritual resilience upon cases of youth suicide.

Spirituality is also associated with young people’s civic behaviour and action in the
community (Boston, 1999; Granqvist & Dickie, 2006; Krystal, 1999; Lerner et al. 2006;
Watson, 2003). Granqvist and Dickie (2006) suggest that civic engagement is a
catalyst for spiritual development, whereby an individual may exercise a civic activity
such as volunteering and through that experience become more aware of social
problems, empathy, and connection to others, possibly connecting the individual to
transcend the self and adopt ethical and moral principles that emphasise increased
spirituality. In a similar way, Youniss, McLellan, and Yates (1999) indicate that youth
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who take part in service activities are likely to reflect more readily upon the meanings of
their actions and optimism in the future.

Religious affiliation and church attendance is also associated with positively social wellbeing among youth. A study by Regrenus and Elder (2003) demonstrates that church
attendance in communities functions as a protective mechanism to stimulate resilience
in the lives of at-risk youth. They also found a correlation between church attendance
and maintaining a sustained focus throughout schooling. Similarly, Metz and Youniss
(2003) found that high school students who identified themselves as religious were
more likely to volunteer, participate in school organisations, and achieve higher grades
than those who did not.

Ratcliff and Nye (2006) highlight the relationship between the problem solving potential
of spirituality and significant social and health problems including issues related to
street children; HIV/AIDS and other serious diseases among children; poverty and
malnutrition; children engaged in warfare; and, sexual and physical abuse victims.
They state:

If the spirituality of children is real and significant, then it should
not only be reflected in these kinds of problems, but perhaps
the spiritual nature of youngsters may provide clues to
understanding and solving such issues. (p. 479)

Campbell (1988, 1991, 1993) associates a variety of social problems with an absence
of myth and rite of passage in society to guide youth along their journeys. In a similar
way, Singer (1976) associates the risks of an undeveloped imagination with youth
issues such as delinquency, violence, overeating, and the use of recreational drugs. He
asserts that young people in these situations often feel trapped and cannot imagine the
future being any different, so unhealthy alternatives often seem a logical option.

The environment of today's children in developing countries has also provided a
growing interest in the issue of children’s spiritual well-being (Adam, Hyde & Woolley,
2008; Brendto, Brokenleg & Van Bockern, 1990/2002; de Souza, 2004a, 2005; Dent,
2006; Glazer, 1999; Hargreaves, 2003; Heffern, 2004; Hyde, 2008; Palmer, 2007;
Verma & Sta. Maria, 2006). As de Souza (2004a) speculates, today’s children live in an
environment where ‘competition, fragmentation and division are promoted’ (p. 9). It
seems the changes in microsocietal trends and several socio-political affairs that have
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occurred across the lifetime of today’s youth have significant implication for the
development of their spiritual concerns and beliefs. These include:
•

Urbanisation and globalisation which has facilitated an increased contact
between diverse cultural and religious groups and provided a changing
environment for today’s young people (Verma & Sta. Maria, 2006).

•

A decline in affiliation to traditional religious groups, whereby young people are
turning elsewhere for meaning, connection, guidance and community (Hunt,
2004; Mason, Singleton & Webber, 2007; Sutcliffe, 2003; Tacey, 2000). The
literature indicates an increase in young people selecting from a range of
frameworks in order to form their meanings and beliefs in what Hughes (2007)
refers to as ‘whateverism’, and Crawford and Rossiter (2006) describe as a
spiritual ‘supermarket’.

•

Changes to family living arrangements, with a major increase in divorce.
Between 1986 and 2001 the numbers of divorces in Australia doubled from 0.6
million to 1.1 million (Huntley, 2006).

•

A range of key events include September 11, 2001; publications of the Harry
Potter series; invention of third generation mobile phones; Columbine High
School Massacre, 1999; and, the Bali Bombings, 2002 (Mason, Singleton &
Webber, 2007).

•

A modern consumer-centered society which immerses children in a highly
technological and constantly changing culture of mobile phones, computers,
MP3 players, video games and multi channel television, demonstrating to
children what they want and need as an object outside of themselves, learning
consumption and self-worth through materialism (Brendto, Brokenleg & van
Bockern, 1990/2002; Glazer, 1999; Pearson, 1991).

•

Consumerism as an increasing impact upon personal habits, creating greater
debt and longer work hours (Mason, Singleton & Webber, 2007).

•

The internet as an influence upon the ways in which young people are engaging
with relationships, communities and accessing information (Mason, Singleton &
Webber, 2007).

•

Environmental issues and political and economic sectors that have developed a
growing awareness of a global society in the 21st century (Hornberger, Furtick
Jones & Miller, 2006).

•

The focus of individualism in modern society where individuals are less
constrained by social class or traditional gender patterns and have greater
freedom of choice with regard to employment and a greater capacity to travel.
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In essence, having greater choice over who they are and how they want to live
their life (Mason, Singleton & Webber, 2007).
•

There is no longer the notion of a ‘job for life’, with young people working within
a highly competitive and global market (Kiely, 2008).

Emmons (1999) hypothesizes that as materialist values become more widespread and
attainable to more people with the rise of industrial society, individuals may begin to
return to a renewed emphasis on spiritual values. This change is becoming more
widely recognised by research on young people. According to a large-scale study
undertaken by Mason, Singleton and Webber (2007), Generation Y youth rank money
and wealth as a relatively low priority in their lives, with only 11% of respondents
indicating wealth as highly important to them. In a similar way Eckersley (2007)
indicates that young people’s perceptions of the future involve visions of a society that
places less emphasis on the individual, competition, and material wealth, and more on
community and family, cooperation and the environment.

De Souza (2001) speculates that this sentiment has developed from a youth which has
succeeded two generations who began and continue a journey that favours the
individual over the community. As opposed to the Baby-Boomers, the expression of
individuality for today’s youth is almost certain and so they are comfortable with the
concept of an individuality that can exist within a communal context.
Tacey (2000) indicates that the new link between broad public issues such as land use,
race issues, social justice and environmental concerns, indicates that the spirituality of
today’s children deserves much more attention than it has in the past:
Spirituality does not alienate them [young people] from the
world; rather, it gathers the world to themselves, making the
political problems of the day personal and internal by posing
them in essentially spiritual terms. Spirituality may continue to
be based upon the personal, but it is no longer private. (p. 188)

Spirituality and Education
The spiritual education of children at government schools has traditionally been met on
the assumption that formal instruction in the dominant faith tradition would naturally
flow on into children’s spiritual development (Crawford & Rossiter, 2006). Not only is
this position long outdated and adhering to a narrow and inefficient definition of what
spirituality is, but our modern pluralistic society does not accept policy that may be
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reviewed as partisan indoctrination. Although the connections between spirituality and
public education have long been in tension, an expanding body of literature indicates
the necessity for the inclusion of spiritual — not religious —perspectives in the school
curriculum (Adams, Hyde & Woolley, 2008; Crawford & Rossiter, 2006; Dent, 2006;
Fraser, 2007; Fraser & Grootenboer, 2004, Glazer, 1999; Halford, 1999; Hart, 2003;
Kessler, 2000; McGreevy & Copley, 1999, Law, 2007; Noddings, 1992; Palmer, 1999;
Suhor, 1999; Tacey, 2000).

In its entirety the problem of addressing spirituality in education may be that the current
education system has forgotten the purpose of children’s education. Such
discrepancies have resulted in the spiritual development of children being largely
overlooked in mainstream education in Australia, in a manner that would be
unacceptable in any other curriculum area, including those related to abstract domains
such as cognitive reasoning.

Spirituality in Education: A Historical and Contemporary Interest
The bedrock for spiritual education is embedded in the theory and practice of several
influential educational pioneers such as Froebel (1887), Rousseau (1911), Steiner
(1924/1997), Dewey (1938/1963), Montessori (1964, 1973), and Pestalozzi (1951).
These theorists propose that children’s search for meaning can only be realised by
their connectedness to others, to nature, and to the world. While the particulars of their
models differ, each theory emphasises respect for child-centred ideals and individual
personality in the classroom. Montessori (1972) asserts that schools that effectively
cater for the spirituality of children will: 'Prove more effective to peace than the efforts
of such a mighty organisation as the United Nations' (p. 105).

Contemporary writers also acknowledge that schools should be understood as
institutions for the development of spirituality rather than the mere accumulation of
knowledge, facts and figures. These authors draw largely from the holistic education
movement (for example, Canfield & Wells, 1976; Carlsson-Paige, 2001; Chilton
Pearce, 1979; Egan, 2001; Glazer, 1999; Kessler, 2000; Leonard, 1970; Miller, 1976;
Miller, 2000; Noddings, 1992; Palmer, 1998). To achieve a holistic perspective in
education is to establish connectivity between learners and what they are learning,
towards others, towards the world around them and to themselves (Miller, 1999).

To accommodate for the absence of spirituality within education, educators have
demonstrated the possibility of promoting spiritual well-being through curriculum. The
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majority of measures demonstrate spirituality as a flexible learning tool employed to
access children’s inner lives, which befits a cross-curricula approach and complements
the integrated curriculum. Although current approaches are largely speculative with few
finding their way into mainstream educational practice, they provide a platform for
bringing spirituality into regular classrooms.

Expanding on multiple intelligences theory and the goals of education, Gardner (1999)
describes issues related to spirituality as having a major influence. He asks: ‘Aren’t the
real purposes of education to learn to get along with others, to acquire personal
discipline, to become well rounded, and to prepare for the workplace and for the
ultimate rewards of success and happiness?’ (1999, p. 159). According to Gardner, the
acquisition of literacy and basic facts are mere tools to enhance an understanding of
more important questions and issues in life. He states that education should ultimately
provide enhanced understanding of the child’s larger world, ‘…the physical world, the
biological world, the world of human beings, the world of human artefacts, and the
world of the self’ (1999, p. 158). In an interview with Scherer (1999), Gardner posits
that schools of the future will only ‘show their worth if and only if’ (p. 16). They succeed
in facilitating what he regards as the disciplines of education, which include truth,
beauty, and morality, three aspects which relate to spirituality more so than any other
key learning area.

To many advocates of holistic education, spirituality is primarily about acknowledging
the needs of learners to find meaning and purpose in their lives. According to His
Holiness the 14th Dalai Lama, Tenzin Gyatso (1995) it is the role of education to
cultivate the inherent potential of inner peace to children. LeCapitaine (2001) asserts
that personal and psychological development is the ‘raison d’etre of education’ (p. 459)
and Suhor (1998) suggests that education is a ‘sorry enterprise’ when children are
taught little of themselves and the central and defining experiences of their lives (p. 14).
Nonetheless, LeCapitaine (1999) and Clarke (2003) speculate that schools have
evolved to the point where they are less concerned with developing whole people and
more likened to that of ‘a game’. Clarke (2003) speculates that the result of such a
system turns creative young minds into corporate men and women who:

…won't rock the boat, they will not stir the pot. They’ll do
whatever it takes to get into a big institution and then sit up the
back and try to blend in with the decor. Grey people in grey
offices in grey buildings in grey cities. (2003, p. 4)
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Accordingly, he cristicises the current education system for pushing children through
the K - 12 ‘machine’, to a point where there is not enough time for thoughtful original
answers or additional questions. He likens today’s education system to the childhood
song This is the way, which describes the same way we all brush our teeth, the way we
comb our hair, the way we go to school in the mornings. Clarke comments, ‘It seems
we enter school as question marks and we leave as full stops’ (p. 5). This experience is
also acknowledged by Hay and Nye (2006):
Whilst a young child initially senses that much of life is
incomprehensible and therefore mysterious, for the older child,
the explanations provided by education may imply that there
are answers to everything, and displace or even repress the
true mysteriousness of existence by teaching science through
work sheets and limiting discussions of individual perspectives.
(p. 72)

To prevent our children from becoming the ‘cogs’ in such a machine, Pearson (1991)
states that children require guidance and education on how to be fully human, and
facilitating spirituality within the curriculum is a means of addressing this.

Several educational theorists (Apple, 1990; Aronowitz & Giroux, 1991; McLaren, 2003;
O’Sullivan, 1999) represent another late 20th century humanistic perspective adhering
to the spiritual turn, suggesting that the purpose of education is to promote children’s
awareness of the inequalities of power and towards the pervasive influences of
consumerist values in society. O’Sullivan (1999) asserts that ‘any treatment of
“transformative education” must address the topic of spirituality’ (p. 259) and
recommends the three principles of differentiation, subjectivity, and communion to do
so. In terms of differentiation he emphasises attention to the variety of spiritual
expression that are present, whereas subjectivity is the means to look towards the
‘deeper significance of the development of a sense of the within of things’ (p. 261).
Communion refers to a spiritual globalisation and the understanding that we are all of
the one human identity.

Kessler (2000) and Palmer (1999a) also link education with meaning and purpose, and
propose spiritual questions as a source means to establish this connection. According
to Kessler (2000), the search for meaning and purpose concerns the exploration of
existential questions that surface when young people write and discuss their wonders,
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worries and excitements. Kessler associates finding purpose through questions of
future goals and the struggle to define what is important. She found that in schools,
purpose is typically taught through goal setting, and often with strict rigid techniques.
However, the search for meaning is broader than purpose, and asks the question ‘is
there meaning to life?’ (Kessler, 2000, p. 59)

Similarly, Palmer (1999a) suggests that spiritual questions are the kind that teachers
and their students ask every day as they yearn to connect with the largeness of life,
such as: Does my life have meaning? Do I have gifts that the world wants and needs?
How can I rise above my fears? How do I deal with suffering, my own and that of my
family and friends? What about death? Palmer speculates that children inwardly ask
such questions all the time, however, they are rarely discussed in settings where the
task at hand compels individuals to ask questions that are not the deepest they have,
such as ‘Will that be on the test?’ Palmer (1999b) refers to several examples of schools
that have effectively created whole school change by addressing the ‘inner lives’ of
their students. He asserts: ‘Attention to the inner life is not romanticism. It involves the
real world, and it is desperately needed in so many sectors of American education’ (p.
16).

Crawford and Rossiter (2006) indicate that the constructs of meaning, identity, and
spirituality are the key components to facilitating personal education. They propose the
teaching of spiritual education through three strategies.
1. Explicit teaching through:
a) whole subjects such as philosophy and religion;
b) parts of study units within subjects such as ethical issues for science.
2. Contextual approach within key learning areas such as addressing issues of
spirituality as they arise in the study of literature.
3. General skills and consciousness raising through regular teaching in all key
learning areas that contribute to personal learning such as learning how to work
collaboratively in groups.

Alternatively Fraser and Grootenboer (2004) suggest that spirituality occurs
spontaneously and does not fit the constructs of planned lessons. They identified three
key themes which enhanced spirituality in secular classrooms. These include a nonjudgmental and non-self-conscious classroom; the encouragement of spiritual
discourse; and, deeply meaning activities and events that initiate a transcendent
experience. In a subsequent paper Fraser (2007) indicates that the spiritual dimension
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of classrooms exists ‘within and between teachers and children in ways that cannot be
predicted and are difficult to observe’ (p. 303).

Fundamental to most theory in spiritual education is the notion of connection. For
several years, Kessler (2000) has taught a curriculum focused upon seven interrelated
categories that her students repeatedly identified as experiences that were precious
and meaningful to them. These include: connection to others and self; silence and
solitude; meaning and purpose; joy; creativity; transcendence; and, initiation. For
Kessler, these categories offer both a language and a framework for developing
content and teaching strategies that allow the spiritual be addressed in education. Like
Kessler’s model, Dent (2006) indicates several attributes which are based upon
bringing connection to children’s inner worlds. These include: wonder; awe; listening
with the heart; respect and reverence; spirit of relationships; building communities that
create resilient people; contemplation; calmness, stillness and quiet; tenderness;
simplicity; laughter and lightness. Building connection through stilling and meditative
techniques is also becoming known in mainstream classroom practice (Dent, 2003).
Hart (2003) also proposes a program which is inclusive of ten principles based upon
children’s self-learning of meaning and purpose.

Several theorists make the case for the inclusion of moral education and philosophy a
means to address this issue. Nel Noddings (1992) asserts that the main aim of
education should be a moral one which nurtures the growth of caring and loving
children. Noddings found that some of the best curriculum and instruction for spiritual
education was at the preschool level, where teachers worked together to create and
gather resources and plan options for the holistic development of students. Expanding
on this personalised approach, Noddings created a curriculum framework for older age
groups based upon ‘centres of care’, including: care for self; others; the earth, plants
and animals; and, for human instruments and ideas. In an interview with Halford
(1999), Noddings also indicates the importance of informal moments in the curriculum.
She refers to a child looking outside of their classroom window, whilst appearing
distracted from classroom activities, may ‘be on the biggest task of her life’ (in Halford,
1999, p. 31).

Alternatively, Splitter (2001) created the Philosophy for Children Program to allow
children the opportunity to think in ways that enable good judgements and decisions.
The program indicates ways for children to engage in big questions about existence
and understanding of sense of self. In a similar way, Law (2007) asserts that a
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philosophical and Liberal moral education develops children who are capable to judge
independently and act intellectually, socially and emotionally mature to exercise their
responsibilities in a healthy democracy. Law makes several suggestions for integrating
Liberal and moral thinking into secular education:
•

A syllabus that includes periods in which open, philosophical discussion of
important moral, cultural, political and religious questions takes place;

•

A broad range of different political, moral and religious beliefs and arguments;
and,

•

Where religious education is given, the inclusion of at least some basic
philosophy of religion and discussion of the classic arguments both for and
against the existence of God. (Law, 2007, p. 166)

Egan’s (2001) method of confronting children’s conventional beliefs also relates to this
approach. Egan discusses a program which encourages children to take responsibility
for their own knowledge acquisition. Egan has drawn on Plato’s belief that the primary
task of education was to confront the conventional beliefs which children accumulated
during their early years. He outlined five components to an educational program that
would promote the development of children’s spirituality:
•

Encourage children to question their conventional beliefs about the world and
experience;

•

Address the various ways people have struggled to make vivid a range of
intense human experience;

•

Discuss scholarly virtues, such as precision, caution, careful and intense
observation, and delight in discovery;

•

Encourage children to feel the pleasure of self-sacrifice for the good of others;
and,

•

Engage children in discovering the past and how it shaped the present. (Egan,
2001, pg 6)

A trend towards values education in schools also addresses children’s spirituality
through understandings of society, relationships, the self, and the environment.
Piechowski (1997) speculates that engaging spirituality in the classroom may entice a
sense of positive maladjustment, in which children do not compromise their ideals, but
resist peer pressure and are able to stand-alone. This involves children being true to
themselves and others; to the universal ideals of compassion and caring; and, to the
idea that every individual deserves consideration.
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The use of narrative in the classroom has also been demonstrated as an effective tool
to engage the spirituality of children (Harris & Thompson, 1997; Lennard, 2007;
Nemme, 2003; Newby, 1997; Stynes, Currie & Carnegie, 2003). Several theorists
assert that narrative has the capacity to evoke deeper awareness of self, culture, and
social identity (Bleich, 1978; Campbell, 1988, 1991, 1993; Doty, 2000; Frye, 1982;
Hardy, 1994; Iser, 1993; Larsen, 1996; Pearson, 1991; Rosenblatt, 1978; Vogler,
1999). Campbell (1991) defined reading as a process practised to actively share in the
experiences of others to apply the pattern of narrative from others’ stories to our own
lives which has the power to ‘galvanise populations’ by encouraging a shared
understanding of the human experience (p. 4). Like Campbell, Hardy (1994) asserts
that narrative is a basic way of organising human experience. She speculates that
humankind live according to the narrative that we build from past experiences and from
what we learn from others.

We dream in narrative, daydream in narrative, remember,
anticipate, hope, despair, believe, doubt, plan, revise, criticize,
construct, gossip, learn, hate, and love by narrative. In order to
really to live, we make up stories about ourselves and others,
about the personal as well as the social, past and future.
(Hardy, 1994, p. 13)

An alternative approach to spiritual education involves building children’s relationships
to the natural environment (Drovdahl, 1991; Montessori, 1972; Noddings, 1992). In an
interview with Halford (1999), Noddings proposed that schools should have gardens,
aquariums, and animals to foster students’ connections with nature. Children’s camps
are also employed as a means to draw children beyond themselves and reflect on life’s
journey through their interactions with the natural environment (Drovdahl, 1991).

The effectiveness of spirituality as a learning tool in the area of gifted education is also
recognised (Sisk, 2008). Sisk discusses a multisensory approach using spirituality to
engage gifted students in building global awareness in the classroom. Among the
recommendations, she suggests the use of existential questions and service-learning.

The Debate Concerning Spirituality in Public Schooling
The role of education, whether public or private, secular or religious, in children’s
spiritual development has been a perennial source of contention among educators,
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parents, politicians and the media. Recognising this paradox, Alexander and Carr
(2006) state:
Spirituality is difficult to define because of deep ambiguities of
everyday usage that have encouraged educational theorists,
policy makers, and practitioners to pursue diverse social,
cultural, and political aims, agendas, and outcomes in the
name of spiritual education. (p. 74)

This has occurred to the point that a noticeable awkwardness in conversations about
spirituality and its role in public education exists (Myers, 1997). As a result of ill
definition and acceptance in the school system, Alexander and Carr (2006) recognise
that conceptual, theoretical and practical complexity has surfaced, which has ultimately
impacted curriculum planning.

One of the first contemporary writers to discuss the role of spirituality in education,
Palmer (1998, 1999) speculates that the current education system has developed from
a fear of things spiritual. Palmer (1998) speculates that the ancient exchange between
teacher, student and the world has been thinned down to mastering technique and
amassing of data, where motivation to learn has become an abstract goal, thereby
missing the real issues in life. Palmer states that the result of such a system alienates
and dulls children and graduates youth who have had no guidance in questions that
enliven the human spirit. Although Palmer (1999a) does not believe that religion has a
place in public schools, he states that spirituality is fundamental and rightly placed.
The spiritual is always present in public education whether we
acknowledge it or not. Spiritual questions, rightly understood
are embedded in every discipline, from health to history,
physics to psychology, entomology and English. Spirituality –
the human quest for connectedness – is not something that
needs to be ‘brought into’ or ‘added onto’ the curriculum. It is at
the heart of every subject we teach, where it waits to be
brought forth. (p. 7)

Therefore whether we consciously direct and develop the curriculum or not would
ultimately make little difference except perhaps in the nature of spiritual experience
(Crossman, 2003). It follows then that it is the nature of spiritual experience, rather than
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spiritual experiences as such that appears to be most powerful in their political
implications for public education.

Part of the problem for public education is lack of agreement concerning the means by
which spirituality may be incorporated into the public school curriculum (Crawford &
Rossiter, 2006; Fisher, 1995, 2001; Hay & Nye, 2006; Ratcliff & Nye, 2006). This
indecision springs from the issue concerning the separation of spirituality and state in
mainstream education. For example, Blake (1996) and Marples (2006) discuss spiritual
education as a contradiction in the context of state schools and conceptually
inadequate due to its theological and historical erudition. While Lewis (2000) agrees
with Blake (1996) on this issue, Lewis sees this situation as an opportunity to sustain
the debate about the kind of education we would wish to offer children in our public
schools:

In particular it affords an opportunity to seek a holistic balance
to replace the overly cognitive nature of much of the
curriculum, and to establish a base in values that the
curriculum has for too long been lacking. (p. 280)

It would seem that the pattern of modern Western assumptions has created an overlay,
which perhaps obscures, suppresses and in some cases represses the natural spiritual
interest of our children within education. As a result, spirituality changes from
something explicitly reflected on and regarded as powerful within society, to something
vague and disconnected from mainstream human activity (Tacey, 2001). However, as
Carlsson–Paige (2001) indicates, most children do not naturally view their spiritual lives
as separate from their public lives; rather they learn to separate such thinking once
they begin school. She describes the case of Celin to illustrate this failure of the school
system.
Celin will soon be going to kindergarten. She often surprises
her mother with the things she says, especially when they
relate to spiritual matters. But when Celin gets to school, she
will quickly figure out that these spiritual ideas she finds so
interesting belong to a topic she should not mention in school.
(Carlsson–Paige, 2001, p. 17)

The exploration of contemporary understandings of spirituality and its relationship to
education provides a pressing need for the spiritual debate in public education to move
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forward. Firstly, this requires the recognition of spirituality as an entity removed from
any relationship to indoctrination. Law (2007) suggests spiritual education is in fact the
reverse of indoctrination, demonstrated by the questioning and search for meaning
associated with it, whereas Noddings (1992) states that all that is required is for public
schools to refrain from adopting a religious perspective. Ingersoll (1998) suggests that
spirituality in public education is less controversial when it is understood as a ‘normal
line of development like cognition, emotion or sexual identity’ (p. 34). This is an
appropriate proposal in consideration of the school curriculum having many subjects
besides religious education, with considerable potential for the development of spiritual
qualities, such as art, history, literature, and the study of nature.

The issue of defining spirituality within secular educational settings is an issue of
contention for various authors. However, Carr (1995) indicates that so much as a
definition is not needed to integrate spirituality into public schools, rather a secure
grasp of the meaning of terms is. Hyde (2005) also states that description is more
beneficial than definition. Accordingly, Carr compares the place of spiritual education to
thinking about the place of art in the school curriculum:

We may [almost certainly] be unable to define ‘art’, but we
should have gathered enough about the role in human affairs
of that to which the term ‘art’ standardly refers to know that it is
inappropriate to try to teach art using the faculties and
equipment of a laboratory. (p. 86)

In response to the problematic nature of a spiritual dimension in public education,
several educators have consciously relabelled the term. For example, Hart (2003)
coined the term ‘contemplative education’:
I suggest that opening the contemplative mind in schools is not
a religious issue but a practical epistemic question. It is about
how we know, not about what knowledge we are giving others.
Inviting the contemplative simply includes the natural human
capacity for knowing. (p. 29)

However it is addressed or conceptualised, integrating spirituality in the curriculum is
an issue that will not go away and one which is being increasingly pressured to occur
as enrolments in the public education system continue to decline.
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Policy Development in Australian Public Schools
The question of how schools and the curriculum can promote the spiritual development
of children has long been a concern for government and independent schools, even if
in some instances the practical attention given to it as been minimal (Crawford &
Rossiter, 2006). Several policy initiatives have brought the spiritual dimension of
human development to the forefront of the public education debate in Australia. In
1990, the Education Act recognised the mandatory teaching of religious education in
public schools. The policy indicates the teaching of religious education through various
syllabus documents by the classroom teacher concerning what people believe and how
these beliefs affect their lives, and also Special Religious Education. The latter involves
religious lessons taught by authorised representatives of approved religious groups
outside of the regular classroom program.

The influence of religion has been a prominent form of expression for the concerns of
spirituality in the curriculum. A further initiative of the Government to promote spiritual
well-being in public schools is the National School Chaplaincy Program (2007). Within
the program 2,630 government and non-government schools were provided funding to
maintain a school chaplain in their school across the three year initial program.
Although met with both support and opposition, the chaplaincy policy in particular
demonstrates a key step towards the recognition of children’s spiritual development in
Australian public schools. Among its aims the program intends to provide ‘spiritual
guidance’ through supporting students to explore their spirituality and by providing
guidance on religious, values and ethical matters. Though placing spiritual advisors
within public educational settings has not been invited without contention. For example,
the ‘Stop the National Schools Chaplaincy Program!’ website (2008) is dedicated to
preventing the policy from being implemented in public institutions.

The federal and state government initiatives in values education have also provided an
important response to the issue of spiritual education, which theoretically at least,
provide a whole school approach across all key learning areas. The National
Framework for Values Education in Australian Schools (Department of Education,
Science and Training, 2005) robustly reaffirms that some particular values are of
crucial educational importance in Australia by indicating the teaching of several core
values. These nine core values include: care and compassion; doing your best; fair go;
freedom;

honesty

and

trustworthiness;

integrity;

respect;

responsibility;

and,

understanding, tolerance and inclusion. Between 2004 and 2008 the Australian
Government provided $29.7 million in funding to help make values education a core
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part of Australian schooling. The initiatives that have been employed to address this
goal include:
•

School values education forums in every school;

•

Drug education forums in every school;

•

Clusters of schools showcasing good practice approaches in line with the
national values education policy;

•

Curriculum and assessment resources for all schools to promote values
education; and

•

National partnership projects with parents, teachers, principals and teacher
educators.
(Department of Education, Science and Training, 2005, p. 3)

Concurrent with the national approach to values education, state departments also
encourage the teaching of values education. The need for values education was further
reflected by all education ministers in the Adelaide declaration National Goals for
Schooling in the Twenty-first Century (MCEETYA, 1999).

However, in terms of a practical intervention, the national values education policy
insufficiently supplies schools with two pages of broad guiding principles and an
additional document which details fifty case-studies to read. As a consequence, whole
school approaches towards values education often remain intentional and limited to
theory (Crawford & Rossiter, 2006).

Nonetheless, several schools have demonstrated the effective integration of a values
education program into the teaching and learning of secular schools. For example, at a
secular secondary school in York, staff were encouraged to be open about their own
personal, religious and moral commitments in an attempt to model the values that the
school was trying to develop in their students (in de Souza, 2001). Another small
primary school in Oxford distinguished twenty-two values to be incorporated into the
learning program over a two-year period. Students were encouraged to practise
observation, reflective stillness, and the consideration of various sides to issues (in de
Souza, 2001).

The Issue of Assessment
Assessing educational outcomes through measurable performance also relates to the
issue of bringing spirituality into the classroom (Crawford & Rossiter, 2006). According
to Hay and Nye (2006), the dominance of performance league tables and assessment
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within western education, forces children and teachers into a competitive environment
which does not bother with what is not easily measurable. In this kind of competition,
empirically verifiable data are paramount and objective matters are more important
than subjective, whereby rationality means more than emotional insight. Supporting this
presupposition, Hill, in the forward to Crawford and Rossiter’s (2006) text, states:

The

desire

fostered

by

Outcomes-Based-Education

implemented nationally to focus on what each student learns
rather on whether the teacher “teaches” is being implemented
in a way that reduces the whole person to a repository of
marketable skills. (p. xx)

However, in an interview with Halford (1999) Noddings asserts that only in the past
twenty or thirty years have people begun to talk as if the only end of education is a
report of academically tested information, whereby the student’s purpose to do
academic work is to attend college, obtain a good job and make wealth. Noddings
comments that such thinking is harmful and to accept it either explicitly or implicitly is
enormously damaging.

Noddings (1992) indicates that creating a curriculum concerned with spirituality does
not necessarily disregard assessment. Rather, new and appropriate assessment
strategies are required and Glasser (1990) and Noddings (1999) emphasise the
suitability of self-evaluation to the spiritual realm. Noddings (1999) also suggests peer
evaluation and the critique by members of the community. However, Jackson and
Monteux (2003) indicate that the spiritual well-being of children is related to inclusive
schooling since it is unlikely to be fostered if education systems are focused on
competition, performance and assessment.

From an educationalist’s point of view, Fisher (1994) asks why spirituality is placed in
the ‘too hard’ basket, when many attempts are used to assess other phenomena in
education, which cannot be measured directly, such as attitudes, values and emotions.
He acknowledges that any comment concerning the spiritual lives of children is
inevitably going to be incomplete, like most other faculties which are evaluated,
however, that it should not stop educators from searching for common ground to better
understand the human condition of spirituality.
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Connecting with Methodologies of Teaching and Learning
Clearly there are many connecting points between spirituality and teaching and
learning methodologies, where it is not only content that can stimulate learners but
psychological dynamics. Consistent with the understanding of spirituality as a means
for the personal construction of meaning, several authors indicate that optimum
learning occurs when knowledge engages the individual as a person and is relevant to
the learner’s experiences, allowing for meaningful connections to surface (Atkin, 2001;
Bento, 2000; Carlsson–Paige, 2001; Dewey, 1938/1963; Erricker et al. 1997; Lantieri,
2001; Palmer, 1998; Suhor, 1998). Spiritual questions and understanding may be the
means by which to engage this personal understanding and constructivist-learning
theory is relevant to this notion.

Several authors specifically discuss constructivist education in terms of spiritual
education. Halford (1999) asserts that exploring spirituality through poetry, music,
biography and art may be an effective means to create the context, relevance and
reflection for personally meaningful opportunities, whereas Bento (2000) employs
personal discussions and self-exploring activities using storytelling, dialogue and
historical inquiry. Although Atkin (2001) does not specifically refer to the term
‘spirituality’, she employs several factors to promote meaningful and transformative
learning related to the construct. These include: intrinsic motivation; direct experience;
crises/ catastrophe; sharing; teacher/ mentor passion; strategies which connect at the
point of personal experience; strategies which stimulate emotions; and, strategies
which connect with, or challenge, inner belief systems.

Gardner (1999) and Palmer (1998) reflect on their own educational experiences of
learning the holocaust to illustrate the connection required between the learner and
their subject to engage meaningful learning experiences. They refer to learning
superficial accounts of history without reference to the personal stories that existed,
learning neither about the holocaust as it really was, or about themselves. Palmer
speculates that had a spiritual perspective been introduced to the subject, the story
would have been more personal and thus meaningful.

A means to encourage deeper and more meaningful learning and thinking is also being
met through creating communities of inquiry (Gore, 2001; Hayes, Lingard & Mills, 2000;
Noddings, 1992). Australian educational initiatives such as the New South Wales
Quality Teaching Framework (2003) demonstrate this type of approach.
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Educators can also be aware of consciously trying to create opportunities for holistic
education experiences. To promote a holistic approach, de Souza (2004a, 2004b)
recognises the interrelatedness of intellectual, emotional and spiritual intelligences. De
Souza (2004b) speculates that humankind experience phenomena in four ways which
accordingly should be integrated into the curriculum. These include perceiving the
facts; that is, taken in through the senses; thinking about them logically; developing
feelings which produce value judgments; and, intuiting by looking beyond the facts to
certain other possibilities. Referring to the example of bullying, de Souza explains that
the first response of an individual would most likely be an emotional response, which
may then be followed by a thinking response about what occurred and the definition of
bullying. These two ways of thinking may then move to the spiritual centre, where
students learn how to understand bullying, through a learned empathy without which
their experience would remain on the surface level only.

Crawford and Rossiter (2006) suggest several pedagogical theories which address the
spiritual-moral purposes of education. Through employing approaches such as learning
styles, multiple intelligences (Gardner, 1993; 1999) emotional intelligences (Salovey &
Mayer, 1990; Goleman, 1995), brain-based learning; left-brain, right-brain learning; De
Bono’s (1992) six thinking hats; and, the DEEP pedagogical framework (White, O’Brien
& Todd, 2003), they indicate that educators may further enliven and enrich children’s
spiritual learning opportunities. Further to this, Crawford and Rossiter suggest the
benefits and outcomes of implementing the aforementioned approaches:
•

Enhanced personal learning skills;

•

Enhanced generic learning skills;

•

Enhanced critical rationality;

•

Enrichment and diversification of the scope of classroom learning activities that
caters for individual learning styles;

•

Holistic and multidimensional learning; and,

•

Attendance to the construction of personal meaning.

The Role of the Teacher in Spiritual Education
Bringing spirituality into the classroom not only affects children but also their teachers
(Fraser & Grootenboer, 2004). According to Palmer (1998) society is currently requiring
teachers to act as spiritual mentors for their students. He recognises that schools
suppose that in order to operate in a public system it is necessary for teachers to leave
their beliefs and values out, however this only creates, ‘divided pedagogical selves who
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are unable to invest the task of teaching with whole hearts and souls’ (Alexander and
Carr, 2006, p. 84).

Rowling (2008) and Miller (2007) also recognise the responsibility of teachers to
humanise classrooms once more. Rowling refers to current research on youth mental
health which indicates children’s need to experience connection with at least one adult
in their lives to overcome difficult times, and this role can rest with teachers. During the
Encounter radio broadcast with Gary Bryson of the 2008 International conference on
children’s spirituality, Rowling stated:

And to me that's part of what spiritual is, of being “Here's a
whole person, they're having a bad time. I'm a teacher, but if
they want to talk to me when I'm in the yard, I'll have a chat
with them.” So I think that's what we need to try to bring back
rather than invent it. I think it's always there, and it's what the
teachers now in some ways are reeling against, all the
reporting and this sort of counting, the measurement part of it;
that we've lost some of the humanity of it and that we need to
try to bring that back. (Radio transcript)

Others acknowledge that spirituality can not be taught, but uncovered by teachers and
facilitated for appropriately (Hay & Nye, 2006; Lantieri, 2001). In this manner a
teacher’s role changes from an expert to a co-learner and facilitator (Erricker, et al.
1997). As a result, Lantieri (2001) states that teachers will become people who their
students look up to and respect. Novelist John Steinbeck (1955, cited in Purdie &
Smith, 1999, p. 3) refers to three teachers that left a significant influence on his life and
outlook, indicating an effective teacher as one who attends to children’s spiritual
hunger for knowledge and curiosity:
I have come to believe that a great teacher is a great artist and
that there are as few as there are any other great artists. It
might even be the greatest of the arts since the medium is the
human mind and spirit. My three had these things in common –
they all loved what they were doing. They did not tell – they
catalysed a burning desire to know. Under their influence, the
horizons sprung wide and fear went away and the known
became knowable. But most important of all, the truth, that
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dangerous

stuff,

became

beautiful

and

very

precious.

(Steinbeck, 1955, cited in Purdie & Smith, 1999, p. 3)

Fisher (1998) introduced the idea of a spiritual facilitator for schools, whose role is to
support children and educators to foster children’s spiritual health. Similar to the role
suggested by the National School Chaplaincy Program (2007), he suggests that a
person in this position would liaise with principals, counsellors, pastoral care teachers,
parents and community groups to enhance the spiritual health of learners and reduce
the obstacles to its development. Various theorists have also emphasised the
importance for teachers to nurture their own spirituality (Miller, 2007; Suhor, 1998;
Tisdell, 2003).

Perhaps more than ever before the Australian public education system is in a position
to more readily address a curriculum which encompasses spirituality within schools, as
an ageing teaching workforce nears retirement (Australian Bureau of Statistics, 2003).
Teaching in Australia is soon to become a young person’s profession and these new
teachers will direct and shape education in the decades to follow.

Concluding Statement
The research and theory presented in this chapter examined what is understood by
'spirituality' and attests to the existence of a spiritual dimension in children’s lives.
Spirituality was described as a positive means to construct a more highly integrated
understanding of self, world views and meaning. The various empirical studies
suggested that children’s spiritual lives could be best understood through focusing on
personal perceptions and experiences during everyday experiences and conversations.
It was also suggested that in modern times of uncertainty, the spiritual dimension has
the capacity to help children more effectively navigate their way.

It was also clear that spirituality and education together provide a rich field for inquiry.
The literature identified spirituality as a potential vehicle for change in public education,
which can be better understood by examining the tensions within it. Although
discussion concerning spirituality in educational settings may be complex, controversial
and fairly undefined, many theorists and educators emphasised that this should not
stop the progress of this dimension in secular settings.

The major milestone for this study is the transformation of the literature into a practical
investigation in the lives of children. Broadly speaking, it is an attempt to illuminate a
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better understanding of spirituality as it currently exists, so that it can be better
implemented in educational settings. Therefore, this thesis will now further develop the
argument for children’s spirituality through an empirical investigation. As Maria
Montessori considered, ‘It isn’t enough to preach an abstract principle or to attempt to
persuade others. A “great work” must be undertaken’ (1972, xiii). With this in mind the
following chapter will detail the methods undertaken during this inquiry to achieve the
research aims.
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Chapter 3

METHOD
It is a major challenge to study children’s sense of the transcendent and their inherent
connectedness to ‘something more’… To understand children’s spirituality in a valid and
complete way, methods must account for the multiple ways children perceive, experience, and
express spirituality. (Boyatzis & Newman, 2004, p. 168)

This chapter addresses the analytical and reflective procedures employed in this
inquiry. In seeking to identify and describe the spirituality of children the study was
located within the qualitative paradigm, using an emergent multiple case study design.
Data were collected primarily in the form of field notes taken from daily observations of
children in their natural settings. In parts, this chapter is written in the first-person using
an active voice to communicate my self-aware role (Patton, 2002) undertaken
throughout the research process.

Methodological Orientation
Methodology is best understood as the overall strategy for
resolving the complete set of choices or options available to the
inquirer… Methodology involves the researcher utterly – from
unconscious worldview to enactment of that worldview via the
inquiry process. (Guba & Lincoln, 1989, p. 183)

In the study of children’s spirituality where there exists little indication of what the
phenomenon looks like, a methodological orientation was required to guide the
research and reveal understandings as the inquiry progressed, and these factors
demanded a qualitative approach be adopted (Creswell, 2002; Lincoln & Guba, 1985;
Punch, 2003). Qualitative methodology was more suitable compared to quantitative
methods because it allowed for open-ended generation of ideas from the children to
surface, yielding a conceptual framework grounded in participants’ perspectives and
experiences. As Boyatzis’ (2005) research on children’s religious and spiritual
development indicated, a qualitative approach enables attention to the individual
differences among participants.
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We have emphasized that qualitative approaches, while not
free from challenge and limitations, situate the child at the
centre of the research inquiry and allow the child’s own words,
activities, and creations to be the primary source of insight.
(Boyatzis & Newman, 2004, p. 177)

The research was also underpinned by the notion of constructivism (Crotty, 1998).
Pertinent to understanding children’s spirituality was the existence of multiple socially
constructed realities, whereby all knowledge is the result of the interaction between
people and their world, shaped by linguistic and cultural constructs (Patton, 2002).
Constructivism also recognised the prior understanding and experience that I, the
researcher, brought to the situation, dispelling the notion of objective interpretation
(Crotty, 1998). Adhering to the belief that spirituality is an inherent characteristic as
discussed in the previous chapter, it was also unrealistic to expect that I would not
possess a spiritual life. Throughout the research I continued to attend to my own
spiritual expressions, including the practices of yoga and meditation and reading in the
areas of Buddhist principles and modern philosophy. While many research approaches
seek to eliminate the prior understanding and perspectives of the investigator, it can
also be beneficial to test these preconceived notions with the research situation
(Gadamer, 1989). Therefore, with no intention to deny my perspective there was no
reason to claim a superficially neutral position. In their research, Hay and Nye (2006)
found that this stance also implies a requirement to prepare for surprise or discomfort
by that which may sit outside of the researcher’s preconceived notions. For example, it
was unexpected to hear parents discuss spirituality in terms of an inherited moral trait,
however this did occur. In line with other researchers in the area (Coles, 1990; Hay &
Nye, 2006; Hyde, 2005), my stance remained focused by the sustained belief that the
primary goal of the research was knowledge building and not adherence to personal
perspectives.

Design
To best explore children’s spirituality a research design was required with the capacity
to consider a variety of perspectives across several age settings. Therefore, an
‘emergent multiple case study’ design was the most suitable method to apply.
However, this encompassed a cascading approach or bricolage (Schwandt, 1997, p.
11), which occurred by marrying a number of methodological and theoretical
approaches.
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The case study provides concrete and context-dependent knowledge (Flyvbjerg, 2001)
and is uniquely concerned with coming to know the particular, where the main focus is
to develop thick descriptions, experiential understandings, and multiple realities (Stake,
2006).

Multicase

research

is

fundamentally

concerned

with

gaining

better

understanding of the phenomenon being studied, or the ‘quintain’ as Stake (p. 12)
refers to it. Stake indicates that multicase study is not a design for comparing cases,
where the quintain is ‘something that functions, that operates, that has life’ (p. 83).
Therefore, multiple educational settings and multiple case study children were selected
to provide a better understanding of the complexity of children’s spirituality.

Each case was studied to gain insight into that specific case as it was situated. It was
envisioned that the complex meanings of spirituality would be understood differently
and better because of the particular contexts and activity of each of the individual
cases. However, this research design also enabled cross-case analysis so that
assertions could also be made about children’s spirituality. Stake (2006) emphasises
the desirable set up of a ‘case-quintain dialectic’ (p. 46) wherein attention is given to
both the situations of the case studies and the phenomenon of children’s spirituality as
a whole, where the two contend with each other for emphasis. Therefore, mulitcase
research differs from single case research in that it focuses more upon the
understanding of the phenomena being studied, whereby viewing the cases is
constrained by the dominion of the phenomena over the cases (Stake, 2006).

Adhering to the definition of case study (Bassey, 2003; Flyvbjerg, 2001; Gillham, 2000;
Merriam, 1991; Stake, 2006; Yin, 2003), this inquiry was bounded by particular cases
and was emergent in design. On one level, this was bound by the cases of individual
children; however, each educational institution was also a case study in itself as the
research sought to illuminate comparisons of how the sites attended to spirituality in
the classroom. The word emergent is used to indicate the unfolding nature of the study,
as it was not deemed desirable to specify the nature or number of case studies in
advance; rather, such decisions emerged during the preliminary stages of data
collection.

The emergent design formed the backbone of the research and underwent refinement
as the inquiry progressed. It was the logic that linked the stages of the research and
the action plan that moved the inquiry along, with each step based on the insights
gleaned from previous steps. This also influenced the development of the research
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questions and the direction of the inquiry. Although the broad focus of the research
remained fixed upon children’s spirituality, the research questions changed as the
direction surfaced and accordingly the methods were also refocused to determine the
most suitable means to address the research questions (Gillham, 2000; Stake, 2006).
As indicated in Chapter One, the research questions included:
•

How does a child’s spirituality manifest itself?

•

What developmental patterns of spirituality can be observed?

•

In what contexts and under what conditions do children exhibit spirituality?

•

What is the place of spirituality in children’s lives, according to parents,
teachers, and children?

•

Who is responsible for the development of children’s spirituality according to
parents, teachers, and children?

As demonstrated in Figure 3.1, this inquiry involved two phases of data collection. In
the course of phase one, each of the three research sites was visited for one day per
week for a duration of eight weeks. The primary purpose for including whole classes of
children was to better understand the contexts of children’s spirituality, however the
inquiry also required the investigation of others to come to the understanding of each
case study child’s uniqueness. As Stake (2006) states: ‘Any case would be
incomprehensible if other, somewhat similar cases were not already known. So even
when there is no attempt to be comparative, the single case is studied with attention to
other cases’ (p. 2).

Phase 2: Case Studies
• Observations of child in educational setting, at home
and other social settings
• Informal and semi-structured interviews with child
• Semi-structured interviews with teachers
• Semi-structured interviews with family care-givers
• Child’s work samples
• Child’s Journal
Number of participants = 6
Phase 1: Classroom observations & selection of Cases
• Observations of children in each educational setting
• Informal interviews with children
• Semi-structured interviews with teachers
• Children’s work samples
Number of participants = 45

FIGURE 3.1: Study Phases and Procedures
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Therefore, initial data collection was wide ranging and focused on all consenting
participants within the whole class situation. This was also intended to allow for
diversity of the case studies selected for Phase two. As indicated in the first chapter,
the purpose of the study was to develop case studies on a small number of children to
gain deeper understanding of children’s spirituality. There was no predetermined
sample size, rather successive sampling of data was guided by the theoretical trends
which emerged from the analysis.

Data Collection
Research Sites
Visits to research sites were made concurrently over a year-long period to gain the
most amount of exposure to the settings as possible and develop rapport with the
participants. Three schools were targeted for the study, including one community preschool, a public primary school, and a public high school. The schools were typically
urban, predominantly middle class, and not affiliated with any religious group. The
three schools were selected on the following basis:
•

willingness to be involved in the study;

•

sufficient teachers and children to commit to the project for its duration; and,

•

location in the Illawarra/Southern Sydney region, NSW, Australia.

Upon gaining permission to conduct the research from the appropriate authorities, the
Principal or Director of the schools was contacted by phone and a consultation time
was made to meet and elaborate on the study. Once permission to enter the school
was given, an information letter and a consent form was sent to each of the family
care-givers of the children in the appropriate class, proposing the purpose of the
research and seeking permission to allow their child to take part (see Appendix B).
Upon gaining permission from parents, abridged information and consent forms were
given to the children in Year three and Year seven (see Appendix C). At the preschool,
I introduced myself to each of the children whose parents had consented to their
participation and gave them the opportunity to provide their verbal consent to
participate. Children were told: ‘Hi my name is Kori and I’m really interested in how
children think about the world. I will be coming to your school each Wednesday and
from time to time I would like to talk to you about that. Is this all right?’ To check their
understanding children were asked if there was anything they did not understand and
were asked to re-tell the statement. Once the school indicated that adequate consent
forms were received, research at the site commenced.
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The three sites are described below. To protect confidentiality of participants and of the
sites, pseudonyms are employed.

The Early Childhood Setting
Kinderville Community Preschool was a not-for-profit community-operated preschool
funded by the Department of Community Services, fees from families, and funds raised
by the voluntary Parents and Citizens Committee. The school had been a community
preschool since its inception in 1952, when three local mothers formed a Kindergarten
and rented the Kinderville Mechanic’s Institution for three days a week.

The school was located in a quiet cul-de-sac in the Illawarra region, New South Wales.
The actual school building comprised an office, staff locker room, foyer, staff kitchen,
and a main room divided into several sections including an office play area, computer
area, home/dress-up area, book corner, and art/writing area. In addition to the main
room was a music room also containing a library of resources, a sun-room, and a
children’s toilet/wash area. The school was built within spacious grounds with an
abundance of bordering trees and plants.

Five full-time early childhood educators and one administrative officer staffed
Kinderville Community Preschool. These members included Maureen the directorteacher, who had taught at the school since 2000 and was initially primary trained; Jan,
an experienced educator whose added role was to support children with additional
needs; and Melissa, Rebecca and Kate, each of whom were Group Teachers, all aged
under thirty. All teachers had taught at the school for at least five years and Kate had
attended the preschool herself when she was a child. In addition to these permanent
members was Beryl, who worked on a casual basis at the centre and Julie, another
casual member of staff, who replaced Melissa when she resigned half way through the
year due to illness. Josie was an itinerant support teacher who worked with a child with
a visual impairment for a half day each Wednesday.

The school operated during school term dates, from 9:00am to 3:00pm, Monday to
Friday, with extended half hours for up to ten children per day. A daily fee of $32 was
payable for each child who attended. Kinderville Community Preschool catered for
children aged three to five years of age. During 2006 one hundred and five children
were enrolled at Kinderville Community Preschool with forty children on any one day.
Of these, fifty-three were male and forty-two female. The background of the children
was predominantly Anglo-Saxon. According to the school’s ASPRAD survey conducted
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in 2006, to which ninety-three families responded, eight families identified having a
culturally and linguistically diverse background. Children with special needs who
attended on the Wednesday included a boy with a vision impairment and a girl with
diabetes who required regular insulin injections throughout the day.

The ASPRAD survey also indicated that the majority of children were from middle and
working class backgrounds, with thirteen families earning under $40,700, twelve
families earning $40,700 - $62,499 and sixty-nine families earning over $62,500.
Eighty-seven children came from two-parent families and eight children were from soleparent families. In eight families both parents worked full time, in forty-nine families one
parent worked full time and one worked part time, and in twenty-seven families only
one parent worked full time.

The Primary School Setting
Alderton Primary School was a government institution funded by the NSW Department
of Education and Training. In 2006 the enrolment at Alderton Public School was two
hundred and eighty one. Of these, twenty-nine children attended the 2/3 composite
class selected for the study and twenty of these students were in Year three. The
school operated during school terms, from 9:30am to 3:30pm and offered a Before and
After School Care program.

The school was located in a small suburb on the Illawarra coastline, New South Wales.
Built on water frontage and bordered by leafy grounds, the school boasted a lavish
location. The school comprised an extensive library, canteen, computer room, office,
staff room and two large covered outdoor learning areas. Classrooms were built within
several older brick buildings and four demountable buildings. The shady playground
areas included one infants’ playground with permanent play equipment, two outdoor
basketball courts, a recently built sand pit and a large area of grassy open space.

The staff members at Alderton Public School included twelve classroom teachers, two
support staff, one librarian, Principal and two administration staff. Dianne Harrison was
the 2/3 class teacher and her experience in the classroom extended over twenty-five
years. Other than regular classroom lessons with their teacher, the 2/3 class attended
library, peer support, relief-from-face-to-face teaching with a permanent staff member,
scripture, and several students attended music tuition with Mrs Peters. Parental
involvement was encouraged at Alderton Public School. Parents were encouraged to
join the school’s Parents and Citizens Association and assist in the classroom with a
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variety of activities such as reading groups.

The High School Setting
Kingsley High School was a government school funded by the NSW Department of
Education and Training. Children in Year seven were required to pay annual fees of
$262.00. Approximately six hundred and ninety students attended Kingsley High
School in 2006. Thirty children attended the Year seven class in which the research
was undertaken.

The school was located within a suburb in southern Sydney, New South Wales in close
proximity to a popular surf beach. School buildings were shaped in a ‘U’, divided into
several two-storey blocks of buildings that grouped the faculties together. Classrooms
included fully equipped commercial kitchens, science laboratories, TAS (Technical and
Applied Studies) workshops, art practical rooms, and a photography dark room. During
2005 the school raised funds to add a separate performing arts building, complete with
sound and lighting facilities. Staff-rooms for each key learning area were distributed
throughout the buildings. Over the past five years, the school had extensively upgraded
the school grounds, planting many new trees and surrounding the school with large
galvanised steel fencing.

Apart from the classroom buildings, Kingsley High School comprised other areas
including an extensive library, available to students before school and during recess
and lunchtime; a large school assembly hall and canteen/toilet block; several school
sporting ovals; a basketball court; large office area; and, a school hall. This included
four well-equipped computer rooms and an additional thirty computers housed in the
library.

Participants
The participants involved in this study included children, teachers and family caregivers. It was expected that children would be influenced by their various contexts and
so children’s teachers and family care-givers were included to obtain a more thorough
understanding of the various dimensions of children’s lives. Consent was granted for
forty-five children to take part in the first phase of the study, including twenty-five
children in the early childhood setting and ten children at each of the primary and high
school settings. Permission was also granted, by way of information and consent
forms, by a parent of each of the six case study children, eight teachers from the early
childhood setting, the primary classroom teacher, and five high school teachers.
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Due to time restrictions of PhD research, the decision was made to focus on three age
groups within the childhood continuum, that is to say, children aged 4 to 5, 8 to 9, and
12 to 13 years of age. Figure 3.2 presents an overview of the participants from the
three research settings. The pragmatic reason for selecting different age groups was
the different psychological, physical and emotional levels of the ages, that may have
indicated the developmental trajectory of the spiritual domain. As young children tend
to define themselves in terms of external and concrete characteristics, in line with the
cognitive stage theories (Erickson, 1968; Fowler, 1995; Piaget, 1929/1971) it was
anticipated that their notions of spirituality would differ from the older children who
possess the cognitive abilities to define themselves and their world more abstractly.

Preschool

Primary school

• Teacher/ Director

• Class teacher

• 6 teachers

• 29 children in 2/3 class (20 in Year 3)

• Support teacher for the vision impaired

• 3 case study children

• 45 children attend each Wednesday

High school

• 5 class teachers (science, history,

(Andre, Hayley & Natalie)

• 2 case study children (Harry & Tayla)

English, design and technology textiles
& librarian)
• 30 children in Year seven
• 1 case study child (Zona)

FIGURE 3.2: Participants within Educational Settings

As previously indicated, to gain a deeper understanding of children’s spirituality, the
second phase of the research focused on six children. Each of the cases chosen was
similar to other children within their age group, yet specific and complex in many ways
as well.

It was important to pay attention to each individual case. When undertaking research
on children’s spirituality, Robert Coles (1990) placed unqualified importance on the
particularity of each child’s spiritual life without generalisation or stereotype. In their
research, Hay and Nye (2006) also found that simplistic accounts that might force
individual differences into grouped pattens are in danger of misrepresenting spirituality.
This notion is also supported by Stake:
We study a case when it itself is of very special interest. We
look for detail of interaction with its contexts. Case study is the
study of the particular and complexity of a single case, coming
to understand its activity within important circumstances.
(Stake, 1995, p. xi)
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Cases were also selected for pragmatic reasons of access. The following factors
served as the criteria to guide the selection of case studies in Phase Two of the
research:
•

The likelihood that the child would be present for the duration of the study;

•

A working rapport established between the observer and the child;

•

The child was not prone to frequent absenteeism;

•

The child was the appropriate age, either 4 – 5 at the preschool setting, 8 – 9
in year three, or 12 – 13 in year seven; and,

•

Permission to take part in the study was obtained from the family care-giver.

Provided these criteria were met, the final selection of cases involved the selection of
children who portrayed various degrees of spirituality. The ‘critical cases’ as Flyvbjerg
(2001) speculates, were likely to either confirm or falsify theoretical propositions.

…when the objective is to achieve the greatest possible
amount of information on a given problem or phenomena, a
representative case or a random sample may not be the most
appropriate strategy. This is because the typical or average
case is often not the richest in information. Atypical or extreme
cases often reveal more information because they activate
more actors and more basic mechanisms in the situation
studied. (Flyvbjerg, 2001, p. 77 - 78)

Harry and Tayla were two children selected from the preschool age group, who
although different in many ways, demonstrated their spirituality from early on in the
study. The decision to study Tayla was made upon a fifteen-minute discussion with her
during the third day of data collection, when it was apparent that she enjoyed asking
questions (Field notes, 5/4/06). Tayla was also comfortable with the researcher’s
presence from the initial days of data collection.

Max and Hayley were selected from the Year Three group because they demonstrated
deeper reflection during classroom discussions compared to their peers. Natalie from
Year three was selected for her interest in scripture and Catholic upbringing, whilst
demonstrated empathy for her peers. Zona was selected from the high school group
due to her compassion, tolerance, and appreciation for the world around her. The
following section briefly describes each of the case-study participants.
Harry
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Harry was four and a half years of age at the beginning of the study and celebrated his
fifth birthday in late September. He was one of two children, and lived with his father,
mother and twelve year old sister Matilda. Before Harry was born his other sister Layla
had died as an infant. Baby Layla was discussed openly with Harry and Matilda. Harry
had attended Kinderville Community Preschool since the beginning of 2006 when his
family moved to the area. Due to his father’s work as an academic, the family had lived
in several locations across Australia. His mother lectured in Special Education and had
taught in early childhood settings before she had children. Harry’s family did not adhere
to one religion, rather his parents adopted a holistic view of religion and openly
discussed characteristics from all spiritual philosophies with their children.

Tayla
Tayla celebrated her fourth birthday in February and had attended Kinderville
Community Preschool since the beginning of 2005. She was the youngest of three
children and lived with her mother and father and siblings. Her father worked in the
construction industry and her mother was the Chief Executive Officer of a national
youth organisation aimed at alcohol prevention and harm reduction initiatives in the
area. Tayla’s siblings attended a Catholic primary school although this did not define
the family’s spiritual outlook. Rather, her parents viewed Catholicism as one of several
influences on their children’s spirituality.

Max
Max was eight and a half years old at the beginning of the study and celebrated his
ninth birthday half way through the year. He was the third child born in his family and
lived with his mother, father and siblings. All the children were aged approximately
three years apart. His father was a General Practitioner who worked locally in the area
and his mother was a homemaker. Although not religion-specific, his family openly
discussed faith and God. Max had attended Alderton Public School from Kindergarten
and had established a good rapport with his teachers and peers. Max practised the
piano, played soccer in winter and attended weekly Tae Kwon Do classes with his
siblings.

Hayley
Hayley was eight years old at the beginning of the study and turned nine in September.
She lived with her single mother and sister Brooke in a rented house, only a few streets
from the school. Her sister was in year ten and had moved in with Hayley and her
mother half way through the year. Hayley and her sister had different fathers. Hayley’s
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mother was a high-school art teacher and practicing artist whose creativity was an
influence on Hayley and a presence in their home environment. Hayley did not attend
school scripture classes and was encouraged to take an open view towards spirituality.
Her grandmother had introduced her to the teachings of Buddha.

Natalie
Natalie was eight years old at the time of the study. The younger of two children, she
lived with her sixteen year old brother, twelve year old sister, mother, and father. Her
mother was an administrative officer at a local primary school and her father worked in
engineering. Although Natalie’s parents were no longer practising Catholics, they
encouraged a strong belief in God among their children and emphasised the
importance of tolerance irrespective of age, race or religion. The family lived in a large
two-storey house overlooking the ocean. At the time of the study Natalie had attended
Alderton Public School for two years. She had attended jazz and tap dancing lessons
in the past and intended on beginning drama lessons at the end of the year. She also
played soccer during winter.

Zona
Zona was twelve years of age at the beginning of the study and had turned thirteen half
way through the school year. Zona was an only child who lived with her mother. Her
mother taught chemistry and biology in the Second Choice TAFE program, to youth
who had previously left school and had returned to complete the Higher School
Certificate. Zona’s mother was interested in arts and craft and the two often attended
exhibitions and galleries on the weekends. Zona’s father had died when she was
younger. He was referred to regularly during conversations with Zona and her mother
and many of his photographs were framed in their house.

Zona had attended a small school nearby during her primary years. She lived in a
suburb approximately ten minutes from her high-school. The large block she lived in
was bordered by unkempt natural vegetation and was shared with her grandmother
and uncle who lived in another residence.

Instruments and Procedures
In line with the experience of other researchers in the area (Boyatzis, 2005), it was a
challenge to find research methods to understand the phenomenological reality of
children’s spirituality. Awareness was drawn to the fact that some children’s experience
would be amenable to linguistic expression and some would exceed linguistic
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capabilities. The interplay between children’s language and experience was also well
reported by Coles (1990) through his depictions of children’s search for transcendent
meaning, which he addressed vastly through prolonged engagement at children’s
settings, lengthy interviews in children’s environments and offering children the option
to visually depict their responses and explain their significance. Therefore, in order to
address the research questions and construct the final case studies, a variety of data
sources was utilised, as demonstrated in Figure 3.3.

Research Questions
1. How does a child’s spirituality manifest
itself?

•
•
•

2. What developmental patterns of spirituality
can be observed?

•
•
•
•

3. In what contexts and under what conditions
do children exhibit spirituality?

•
•
•
•

4. What is the place of spirituality in children’s
lives, according to parents, teachers and
children?

5. Who is responsible for the development of
children’s spirituality according to parents,
teachers and children?

•
•
•
•
•
•

Data Sources
Observations at educational setting
Observations at child’s home
Interviews with educators, family caregivers and children
Children’s work samples
Observations at educational setting
Observations at child’s home
Interviews with educators, family caregivers and children
Children’s work samples
Observations at educational setting
Observations at child’s home
Interviews with educators, family caregivers and children
Children’s work samples
Observations at educational setting
Observations at child’s home
Interviews with educators, family caregivers and children
Children’s work samples
Interviews with educators, family caregivers and children

FIGURE 3.3: Research Questions and Data Sources

The children were very much aware of my presence, which seemed unavoidable as I
regularly attended their educational settings and homes. Upon my arrival at the primary
school, children often told me about their weekends and at recess and lunch, would
ask me to participate in their games. It was not uncommon for the preschool children to
take my hand and guide me somewhere or to even hug upon greeting or saying goodbye. I was often welcomed by my name as I arrived each morning, whereby my
presence in children’s settings became expected, for example, one morning,
approximately an hour into the school day at the preschool Liam stated: ‘Hi Kori, I didn’t
see you walk in today’ (Field notes, 9/8/06). On one occasion Max from the year three
group questioned, ‘Why are you studying us? Are we your apes?’ (Field notes,
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23/5/06). Although his intention was humorous, the comment signified his awareness of
the research situation in the room, which raised the issue of possible participant
reflexivity (Patton, 2002). Children in the year seven group were less aware of my
presence, however would occasionally invite me into their peer conversations between
classes and during recess and lunch.

My relationship with children was casual, where the participants referred to me on a
first name basis, as opposed to a more formal recognition. This was a deliberate
attempt to ease initial barriers that may have been associated with teacher-student
relationships, particularly at the Year seven setting. It was anticipated that building this
relationship from the onset of the inquiry would enable me to become closer, as a
participant, to the research situation (Merriam, 1991).

However, my role varied along a continuum, ranging from an observer with little
involvement in the dynamics of the setting, to being part of the research, acting as a
resource in a participant role (Merriam, 1991). Prolonged engagement in the field
assisted this successful balance to the point where the participants were comfortable
with including me in their activities, whilst at other times I seemed to go unnoticed as I
moved around their play areas and classes. For example, before school and during
recess and lunch I often spoke to children involved in the inquiry and interacted with
children’s games at the preschool and primary setting. During planned activities at the
preschool and primary school I also assisted teachers with handing out activities and
helped children with their questions during activities such as reading groups. During
formal learning at the high school I rarely assisted the teachers, though discussed with
children their school work as they completed activity sheets or participated in more
tangible experiences such as creating tapestries and acting in drama. During activities
at the home settings my presence was given greater attention by children and their
families, to the point that food was prepared and cooked for my visit by Harry and
Zona. The preschool and primary aged children invited me to interact with their home
activities and view their home environments. Among these experiences, I accompanied
Harry’s family on a coastal walk and joined Hayley and her peer at the local park. To
address researcher effects, these interactions were noted in the field notes and
disclosed in the findings.

Human-as-Instrument
In qualitative inquiry the researcher is the instrument (Patton, 2002) or referred to by
Lincoln and Guba (1985) in terms of human-as-instrument. Employing the human-as71

instrument allowed for responsiveness both to the environment and people in the
environment, and the employment of data collection methods that were congenial to
human response (Guba & Lincoln, 1989). It was capable of employing informal talk,
interviews, observation of non-verbal activity and observations of work samples and
possessed the ability to clarify data or probe for further information when given
ambiguous responses (Lincoln & Guba, 1985). This was particularly necessary in terms
of what I did in data collection, whereby I did not approach participants by talking
explicitly about spirituality or the Gardner (1999) or Hay and Nye (2006) frameworks,
rather, I allowed the data to drive me to what the participants demonstrated and
discussed as spirituality

During the inquiry it was necessary to be introspective to determine the
appropriateness of which activities to observe and who to interview and when, and the
human-as-instrument was the only tool that could determine the most suitable choice to
be made. In this manner, the human-as-instrument has been likened to a ‘smart bomb’
(Lincoln & Guba, 1985, p. 194), which, like a detective, is able to ‘change direction in
pursuit of meaning’ (Merriam, 1991, p. 37).

The adaptability of the human-as-instrument enabled the simultaneous collection of
data from conversations and observation at once, on both a conscious and
subconscious level (Guba & Lincoln, 1981). This was particularly relevant to the
classroom context where multiple factors needed to be considered. The human-asinstrument could take into account the mood, sights, sounds, interactions and body
language of participants, which was central for gaining a holistic sense of situations.
These features were particularly central to research on spirituality, having the capacity
to influence spiritual expression and even be an instance of spirituality, thus making
them as pertinent to the subject of inquiry an observation or interview.

Observation
Data were collected from the research sites primarily in the form of field notes, whereby
methodological choices were made, directed by the human-as-instrument, about where
and when observations would take place. Field notes aimed to depict a relatively
incontestable description of what could be seen and heard, to see what would have
happened had the research not taken place, to observe the ordinary in a period long
enough to understand what for the specific cases ordinary was (Stake, 1995).
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In situations where motives, attitudes, beliefs, and values direct
much, if not most of human activity, the most sophisticated
instrumentation we possess it still the careful observer – the
human being who can watch, see, listen, questions, probe, and
finally analyse and organise his direct experience. (Guba &
Lincoln, 1981, p. 213)

To accommodate for the inseparable nature of data gathering and analysis, field notes
were divided into three columns as outlined by Guba and Lincoln (1981). The first
column recorded coded categories that represented data in the second column, which
detailed thick and rich descriptions as objectively as possible from observing and
listening to the participants. The third column included explicit, self-conscious attempts
aimed at deriving and interpreting meaning from the notes made in column two, and
any details or questions to pursue in future field work. Time details of observations
were recorded alongside observations in column two. Field-notes were promptly
written-up following each observation session in order to provide the most
comprehensive and accurate account of the session. A copy of the matrix for
observation notes appears in Figure 3.4.
Observation Notes

Location_________________

Coding

Date_____________ Child____________________

Time/ Observations

Notes

FIGURE 3.4: Observation Log Format

To assist in gathering data of a more focused nature, the theoretical framework formed
a guide, although other issues considered relevant to the study were also recorded. An
example from the field notes is displayed below. See Appendix E for a full account.
Harry showed a lot of admiration and care for his mum
throughout the day. It felt like he only asked me questions
because he thought I’d enjoy it, not because of an attention
need. He listened a lot more than some of the other children at
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the preschool. He listened and responded appropriately,
sometimes inquisitively. (Field notes, 10/7/06)

Interviews
Interviews were undertaken to find out from the participants those things that cannot
directly be observed such as feelings, thoughts and intentions (Patton, 2002). Informal
conversational interviews (Patton, 1987) were the main source of interview employed,
primarily conducted with participants at the educational settings during regular school
hours and before and after school time. They were a means for participants to express
their own understandings in their own words, as a tool to elaborate on observations
and understand non-observable behaviours (Patton, 2002).

Interview methods have typically formed the basis for empirical inquiry in the area of
children’s spirituality (see Coles, 1990; Hay & Nye, 2006; Hyde, 2008; Mason,
Singleton & Webber, 2007; McCreery, 1996) and the need for sensitivity to children’s
language limitations and forms of expression is emphasised in nearly all reports.
Considering this, discussions were mainly left unfocused for children’s ultimate
concerns to surface, without my own expectations being placed upon them. To deal
with issues of adultcentrism (Goode, 1986) bearing upon my interpretations of
children’s spoken words, an effort was made to relate to children’s use of language and
communication styles. Interviews with the preschool and Year three children differed
from those with adults in that they did not occur in a congruent question-answer
fashion. Rather, longer periods of pause were experienced as children were much
more comfortable with silence than adults.

To further address adultcentrism, interviews with children often involved my
participation in children’s play situations, picture drawing, and prop use, whereby, a
playful form of interview was a means to meet the goal of being open to the
interviewees’ perspectives (Clark, 1995). Below is a sample of an informal interview
with Max from year three as he discussed the existence of dragons with his peers
during reading groups (Interview, 15/8/06).

Researcher:

Why do you believe in dragons?

Max:

Because there is like so much information about them.

Researcher:

What does that mean for you?

Max:

I’m just glad that we discovered them in this century, not the next
because there’s a lot of hi-tech, and dragons just wouldn’t mix.
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Researcher:

Why is that?

Max:

It’s just that most of the buildings and the cars and stuff, the dragons
would just pick them up and drop them. The dragons would just pick
them up and you’ll say ‘oh no the dragons are blocking the traffic’ and it
just wouldn’t mix.

Researcher:

Why in the next century do you think things will change?

Max:

Because they’ll take up or use more buildings and we’ll take up more
technology and use more energy. And the sun is going to explode in the
next five more years.

Researcher:

What does that mean?

Max:

Darkness.

Researcher:

And what do you think will happen?

Max:

We can’t survive without the sun.

As demonstrated, interview technique was essentially exploratory and occurred
spontaneously through a flow of interaction between myself and participants. To concur
with the methods of Mason and colleagues (2007), interview provided an account of a
variety of forms of spirituality qualitively far richer than anything obtainable from survey
research. Informal interviews were guided by children’s interests and topics of
conversations and these points of discussion were highly relevant as a means to
understand children’s interests and concerns. I approached interviews as a shared
conversation and looked at the process as an ongoing one whereby we constructed
knowledge together. If participants asked me a question in the interview, I briefly
answered it. An attempt to employ open-ended questioning was also central to
interviewing technique. Considered by Holliday (2002) as an essential component of
qualitative research, open-ended questioning offered fresh insights and new
information for categories to emerge (Merriam, 1991).

As employed in Hyde’s (2005) research, picture books and stories were utilised on
several occasions as a stimulus for discussion around spiritual issues. At other times,
as in McCreery’s (1996) work, children were provided with scenarios, such as how they
might respond to the death of a friend’s pet. McCreery found that explicit questions
about God and religion often triggered impersonal and ‘learned’ responses from
scripture or family influences. This was balanced in this inquiry by asking children to
respond to wider notions of spirituality, such as drawing and discussing what was of
importance in their lives.
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Informal interviews typically occurred with children when in the company of their peers.
As employed by Halstead and Waite (2001) and Hyde (2005), the group dynamic was
intended to help children feel more comfortable and less threatened by the research
situation. The second reason for meeting with groups was a child protection issue to
safeguard both myself and the children. Given child protection legislation it would have
been inappropriate to meet with children on an individual basis.

Once synthesised, the analysis and coding from informal interviews formed the basis
for the questions employed in semi-structured interviews. Whilst semi-structured
interviews often remained open-ended and assumed a conversational manner, the
content followed a certain set of questions derived from the research questions and
previous observations and informal conversations (See Appendix F for an example of a
semi-structured interview with a child, a family care-giver, and a teacher from each of
the educational settings). This schedule allowed interviewees to speak more widely on
specific issues raised and provided clarification on previous comments. Nevertheless,
data triangulation and member checks were necessary to consider inaccurate
articulation, poor recall, and the interviewee giving what they thought the interviewer
wanted to hear rather than what they really thought (Yin, 2003). Triangulation was
ongoing throughout the inquiry, whilst member checking followed each interview.

As demonstrated by Table 3.1 on the following page, several semi-structured
interviews were conducted with each of the case study participants throughout the
inquiry. In addition, at least one meeting was held with their teachers and family-care
givers to explore a structured interview concerning the child and their perspectives on
spirituality. The interviews were held at times and in locations appropriate to the
interviewee and convenient to the rest of the class. Email responses were also
provided when family care-givers or teachers were unavailable. All face-to-face
interviews were tape-recorded using a portable audiocassette to gain an accurate
record of the data. Each tape-recorded interview lasted between five minutes with the
younger children and up to twenty minutes with other participants. Interviews were
transcribed in full to show not only speech, but other significant responses such as
pauses and emphasis and relied upon member checks and additional note taking to
obtain accurate meanings. The following table indicates the frequency of formal and
informal interviews undertaken at each of the settings.
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TABLE 3.1: Interview Schedule
Interviewee
Harry
Tayla
Cindy
Cade
Katherine
Liam
Samantha
Ella
Jaydon
Tayla’s parents
Harry’s parents
Maureen (director)
Kate (teacher)
Melissa (teacher)
Berryl (teacher)
Rebecca (teacher)
Jan (teacher)
Josie (support teacher)
Interviewee
Max

Hayley

Natalie
Amy
Harper
Grant
Ralph
Jackelyn
Max’s parents
Natalie’s mother
Hayley’s mother
Mrs Harrison (teacher)
Interviewee
Zona

Byron
Leon
Danielle
Tanya
Nick
Paul
David
Belinda
Zona’s mother
Science teacher
D & T Textiles teacher
Art teacher
English teacher
History teacher

Preschool Interview schedule
Informal interview
Semi-structured interview
17/5/06, 7/6/06, 14/6/06, 10/7/06, 31/5/06, 26/7/06, 30/8/06,
19/7/06, 2/8/06, 13/9/06
13/9/06
5/4/06, 7/6/06, 14/6/06, 21/6/06, 24/5/06, 26/7/06
19/7/06, 8/9/06, 11/11/06
29/3/06, 10/5/06, 24/5/06
29/3/06, 24/5/06
5/4/06, 31/5/06
10/5/06
10/5/06
24/5/06
10/5/06, 31/5/06, 7/6/06
7/6/06
24/5/06
24/5/06
11/11/06
10/7/06, 13/9/06, 20/9/06, 29/11/07
20/9/06, 15/10/06, 4/2/07
14/2/06, 21/3/06, 16/8/06
9/8/06, 16/8/06, 21/3/07
7/6/06, 19/7/06, 13/9/06
13/9/06
29/3/06
13/9/06
3/5/06, 24/5/06, 13/9/06
29/3/06
20/9/06
Primary school Interview schedule
Informal interview
Semi-structured interview
13/4/06, 9/5/06, 26/10/06
16/5/06, 23/5/06, 29/5/06, 13/6/06,
1/8/06, 15/8/06, 21/8/06, 29/8/06,
12/9/06
6/4/06, 13/4/06, 23/5/06, 18/7/06, 16/5/06, 29/5/06, 23/5/06, 29/5/06,
6/8/06, 15/8/06
6/6/06, 13/6/06, 18/7/06, 6/8/06,
15/8/06, 29/8/06, 12/9/06
1/8/06, 29/8/06, 5/9/06
23/5/06, 29/5/06, 6/6/06, 13/6/06,
21/8/06, 5/9/06
13/4/06, 23/5/06, 18/7/06
29/5/06, 13/6/06, 18/7/06, 1/8/06
13/4/06
16/5/06, 23/5/06
16/5/06
16/5/06, 29/5/06
26/10/06
17/11/06, 12/11/06
1/8/06, 9/1/07
6/8/06
13/4/06, 6/6/06, 1/8/06
15/8/06, 22/8/06
High school Interview schedule
Informal interview
Semi-structured interview
8/8/06, 28/8/06, 4/9/06, 18/9/06, 20/11/06,
5/12/06,
11/12/06,
16/10/06,
18/10/06,
23/10/06, 14/12/06
30/10/06, 13/11/06, 14/12/06
28/8/06, 4/9/06, 16/10/06, 23/10/06
20/11/06, 5/12/06, 11/12/06
4/9/06, 30/10/06
13/11/06, 5/12/06
20/11/06, 5/12/06
20/11/06, 5/12/06
28/8/06, 23/10/06
20/11/06
27/11/06
20/11/06, 5/12/06, 11/12/06
16/10/06,
18/10/06,
23/10/06, 5/12/06
13/11/06
11/12/06, 5/12/06
14/12/06, 5/2/08
14/12/06
27/11/06
5/12/06
5/12/06
11/12/06
23/10/06
30/10/06
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Prior to beginning each interview, verbal consent for tape recording of the interview
was sought and participants were advised that they could conclude the interview or
stop the tape recorder at any time. As anticipated, some participants were at first
apprehensive about being audio-recorded and subsequently time was allocated to a
brief friendly chat prior and after the research conversation to alleviate these concerns.
Conversations were also shared with children before interviewing to provide a rough
measure of the child’s oral capabilities against which to compare instances of their talk
regarding spiritual issues. The younger children were particularly interested in the
novelty of audio recording and often asked to hear their voice back, for example, fouryear-old Aaron explained to his friend, ‘Kori has a very special machine that talks back
what you say something’ (Field notes, 21/5/06).

Work Samples
Due to the integrated nature of spirituality, children’s written and artistic response
provided an alternative medium to communicate manifestations of spiritual expression.
This included work samples of children’s regular classroom activities and also visual
responses during interviews. In his research, Gardner (1980) recognised work samples
as an invaluable source for gaining deeper understanding of what a child might have
conveyed had they had the verbal means to do so. It was also particularly popular with
younger children who spent a great deal of their time constructing, drawing, and
painting. For example, one morning Harry was drawing at the drawing table and
showed me pictures that he had illustrated whilst on the train with his dad. ‘Sometimes
I do them at my dad’s work. It’s a shark with me surfing on it,’ he stated. I commented
on the quality of his drawing ability and asked Harry if he could draw me a picture of
what was special to him. In response, he sketched several figures. ‘Dad, Shadow, Me
and I’m going to do my little baby sister Layla who died. She was my best friend. And
this is Matilda and this is going to be my dad cause he’s bigger than my mum,’ he
stated. ‘Sometimes it’s me and my friend Liam,’ he added. ‘When I grow up I’m going to
do some curly wurlies in my hair like some big cool boys. I’m going to be one cool dude
when I get big. I’m going to do some student stuff like they all do. I’m done now. My
dinosaur wants to say thank you.’ He pointed to the dinosaur he had drawn on a
previous page. After a few moments I referred back to the drawing of his family
members and to the illustration he had named as Layla to inquire who she was. ‘She
was my baby cause she’s my friend. I wasn’t alive then but we always see Layla’s star.
It’s the biggest in the sky. And my Grandad’s. He’s got a star,’ he replied (Interview,
13/9/06). The example of Harry’s drawing and other work samples from the early
childhood setting and the primary setting can be viewed at Appendix G.
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Visual response also intended to give children a prolonged amount of time to reflect
upon their answers than an immediate verbal response would provide. The concrete
nature of work samples allowed for repeated viewing and catered for various learning
styles. The meanings discussed by children concerning their drawings were recorded
and underwent coding and analysis like the other data collection methods.

Case study children from year three and year seven were also given written statements
to take home and reflect upon in their own time (see examples at Appendix H). The
points of spiritual orientation within the statements emerged from observations and
interviews with the children themselves. For example, after having recognised Year
three children had resonated with the themes of story and their own lives during the
shared book reading of Wilfred Gordon McDonald Partridge, the children were asked to
consider the statement, ‘When people read fiction, they enter another world.’ Returning
the activities, however, was difficult for some children. Max, for example, was often
quite forgetful and misplaced his folder containing the entire collection of take-home
activities.

Reflective Journal
To limit progressive subjectivity and for personal reflection, a reflective journal was
maintained for the duration of the inquiry (Lincoln & Guba, 1985). On a regular basis
and following data collection, reflections were often written about ideas that mapped
my thinking and the research in different contexts. Often these were in the form of
flowcharts and small notes. Emerging relationships between codes and categories
were also recorded. By recording the simultaneous application of tacit and
propositional knowledge, the data were neither stranded in my limited world or a world
based only on objective observation, rather, the two were constant and impinging on
each other. Below is a sample journal entry.
It seems that when I engage in conversation with this [high
school] age group they naturally touch on their spirituality,
nearly always talking about their interests and why they have
them due to personal meaning. Yet no opportunity to express
in the classroom. (Reflective journal, 4/9/06)
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Data Analysis
The theoretical framework was important from the onset of the inquiry as it signified the
conditions under which spirituality was likely to be found and provided a starting point
for the coding of initial observations and interviews. As discussed in Chapter Two, the
frameworks of Gardner (1999) and Hay and Nye (2006) were selected after a thorough
investigation of the literature and in consideration of my own knowledge as a qualified
and experienced educator. In addition to the literature of others and my own earlier
honours research on children’s spiritual response to narrative, this provided the initial
thematic codes for the research. An overview of the combined frameworks of Gardner
(1999) and Hay and Nye (2006) is presented on page 17.

In the process of thematic analysis (Boyatzis, 1998), initial stages of analysis required
sifting through the data in search of indications of children’s spirituality, guided by the
theoretical framework. As Merriam (1991) posits, classification schemes: ‘can be
borrowed from sources outside the study… (whereby) the data base is scanned to
determine the fit of a priori categories and the data are sorted into the borrowed
categories’ (p. 137). Runkel (1990) compares this process to casting a net over the
data. Nonetheless, in this process I was alert to any data and newly emerging
categories that did not fit with the priori categories. Therefore initial coding was
concurrently developed deductively from the theoretical framework and also
inductively, whereby themes surfaced that were independent of the deductive analysis
of the data. For example, categories specific to spirituality in educational contexts
emerged that did not fit the theoretical framework, such as teacher methods, classroom
environment, and mode of teacher and student interactions.

Central to the entire data analysis process was the application of the ‘human-asinstrument’ where it was necessary to simultaneously collect and analyse the data
(Lincoln & Guba, 1985). The continuous movement back and forth also allowed
findings to be shown to participants for confirmation of interpretations.

A coded system using categories drawn from the analytical framework organised the
initial stages of data collection. Figure 3.5 on the following page illustrates the initial
codes employed. To determine a code, Boyatzis’ (1998) recommendations regarding
the elements of a ‘good code’ were considered, which included a label, definition,
description and examples of what the code may look like. See Appendix I for an
overview of the Gardner codes employed at the early stages of this inquiry.
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Code
EXI
AES
NAT
DEA
CER
SOL
MYS
VAL
POS
LEAD
FAN
ID
INT
SOC
CUR
REFL
CON
PEACE

Classification of Data
Existential Questions
Aesthetic Experience
Experience with nature
Death
Ceremony and ritual
Solitude
Mystery
Values
Choosing to be positive
Leadership
Fantasy
Identity
Intuition
Sensitivity to social problems
Curiosity
Self-observing/self-aware
Connection with others
Peacemaker

FIGURE 3.5: Examples of Preliminary Coding Categories

Data were reviewed at the conclusion of each research session and read several times
through, with comments written in the right hand column and coded categories in the
left hand column. All audio recordings of interviews were also transcribed and
underwent the same coding process, as did work samples.

The daunting mass of data required considerable organisation, re-organisation,
synthesis and interpretation until I had enough experience with it to communicate to
others. This process required divergent and convergent thinking (Guba & Lincoln,
1981). Convergence indicated which data fitted together to form a category, whereas
divergence involved locating the categories once they developed. In this process, as
anticipated, the categories changed and unexpected categories that extended on the
Gardner (1999) and Hay and Nye (1998) conceptual framework were generated. As
Merriam (1991) posits, ‘the trick is using existing theory as a source for new theory’ (p.
60).

A physical process of photocopying, cutting, and pasting interview transcripts and field
notes into categories was undertaken. This form of mapping searched for meaningful
units, such as a sentence, which portrayed a category. Throughout this process,
several minor themes within major themes emerged and also collapsed some
categories into other categories, reorientating the focus to the research questions.
Memoing, coding and developing propositions was ongoing throughout the entire
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process. Memoing assisted the codes in moving from the empirical to the conceptual
level, as ideas were recorded concerning the codes and their relationships (Miles &
Huberman, 1994). Therefore, all data were regularly read through to obtain the overall
sense of the research, and findings were regularly written in my reflective journal as an
initial sorting-out process (Tesch, 1990).

The final level of analysis involved collapsing all codes and categories into broader
contextualised themes. To achieve this, systematic notes were maintained throughout
the process of analysis, either through marginal comments alongside observation notes
or writing on temporary post-it notes which were placed upon a large whiteboard to be
later reviewed. The refinement of each theme depended on gaining useful findings
from the most relevant cases (Stake, 2006). To make assertions about the data, theme
cards were created for each main category recorded. The next step involved sorting
the findings into the themes. For example, the findings associated with theme 1A in
Appendix I were placed in order of importance for understanding the theme. This
indicated the prevalence of the different themes at each of the settings and in relation
to the case study children. The next step involved merging the findings across the
cases of each of the educational setting, which was met through a process of clustering
the findings according to similarities to those already identified. For any findings with
insufficient evidence, a note was made, to be possibly discussed speculatively in the
final report rather than an assertion.

The implementation of several analytical techniques was required to ensure data were
not over collected and the cases and the key issues were continually kept in focus.
One way of achieving this, as recommended by Stake (2006), was consistent referral
to a copy of the research questions and the emerging themes to indicate the
information about children’s spirituality that I wanted to know about.

Several other processes as recommended by Miles and Huberman (1984) were also
employed. This included the clustering of information; creating data displays; and,
creating a matrix of categories and placing the evidence into these. Clustering was
implemented through identifying relationships between codes and categories, which
were often recorded in my reflective journal for future reference. Categories were also
regularly flow-charted to demonstrate their relationships and to illustrate findings. For
example, the copy of the original A3 flowchart in Appendix J demonstrates the
emergence of the link found between the Gardner and Hay and Nye frameworks which
had previously gone unnoticed. Several matrixes were also created throughout the
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research to focus upon thematic analysis of the educational settings (see Appendix K
for an example).

Consensus among the data signified the end of data collection, at which point there
was a saturation of categories; an emergence of regularities; and, over-extension,
where the new information being discovered seemed far removed from the core of any
of the existing categories that emerged, and was not useful (Lincoln & Guba, 1985).
Final drafts of each of the case study reports were also given to the parents of case
study children and the teachers for member checking. Once the research reached this
point, as Yin (2003) speculates, it was time to bring all the data together and present
the findings.

As outlined by Yin (2003) there are four principles that underlie good social science
research, all of which were integrated into this inquiry. First, analysis endeavoured to
include all relevant evidence, whereby analytic strategies including the development of
rival hypotheses was exhaustive. Second, no loose ends remained at the end of the
research. Third, the analysis addressed the most important aspect of the case study,
which was the spirituality of children. Finally, my prior knowledge was acknowledged
and employed in the research, through having studied similar issues in the past during
an honours project and remaining aware of current thinking.

The Final Construction: Conveying the Case Studies
After data were analysed, the best means to communicate the inquiry was through
three case study reports, focusing on the educational settings and the case study
children within those. As only a few cases existed, the simplest approach was to apply
each of the case’s findings to a theme-based description of the phenomenon (Stake,
2006). Therefore, data were organised thematically using the theoretical frameworks of
Gardner (1999) and Hay and Nye (2006) and within these themes, where possible,
were arranged using the following organisers:
•

Observations during voluntary experiences;

•

Observations during curriculum experiences;

•

Interviews with children;

•

Interviews with teachers;

•

Observations and interviews with case study children; and,

•

Interviews with case study family care-givers.
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Figure 3.6 provides an overview of the structure employed. The cases were written in a
narrative voice with the intention to transport the reader to the research site, to
communicate the quintessence of the research situation and illustrate the participants’
actions and voices (Stake, 2006).

Please see print copy for Figure 3.6

FIGURE 3.6: Overview of the Findings

Judging the Quality of the Research
Guba and Lincoln (1989) indicate that credibility and transferability of the findings
determine the quality of a qualitative inquiry.

Credibility
Credibility questions the correspondence between the way the participants perceive
social constructs and the way the researcher portrays their viewpoints (Mertens, 1998).
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As recommended by Guba and Lincoln (1989) credibility was addressed in this inquiry
through prolonged engagement, persistent observation, peer debriefing, progressive
subjectivity, negative case analysis, and member checks.

Observation over the course of a school day for a year long duration entailed the ability
to identify those characteristics and themes most relevant to the research and to focus
on them in detail. I became oriented to the classroom contexts and individual situations
of participants, and as a result the children, teachers and family care-givers appeared
comfortable with my presence as they interacted with, and included me in their daily
activities. I believe I had developed a genuine rapport with participants and had gained
their trust, which allowed for the topic of children’s spirituality to be focused on in detail.
In this manner, persistent observation added depth to the prolonged engagement at the
research sites (Guba & Lincoln, 1989).

Peer debriefing was undertaken with several teachers throughout the inquiry,
depending on their availability to engage in discussions surrounding the research
processes, findings and conclusions. The research design and findings were also
informally discussed with other postgraduate students at the University of Wollongong.
These forms of interaction also encouraged the monitoring of progressive subjectivity,
which raised my consciousness to tacit knowledge, personal bias and my role on the
position of the research (Guba & Lincoln, 1989). Throughout the inquiry I explicitly
reflected on and recorded my biases, values, and assumptions as they occurred in my
reflective journal, and also discussed such ideas with disinterested peers.

Negative case analysis involved ‘playing’ with various hypotheses until the data formed
the right direction. In the case of this inquiry, the focus that surfaced upon children’s
spirituality in education was a direct and unexpected result of this.

Member checking intended to give participants the chance to correct errors of my
understandings and provide opportunity to add additional information. Regularly
throughout interviews, participants were asked to clarify what was said to increase the
accuracy of their portrayal. Upon transcription, interviews were returned for
interviewees to confirm accurate interpretation. Whilst it was possible to discuss
interview transcripts with adults and older children, this process was difficult with
younger participants. To assist this, verbal checks were undertaken after discussions.
In addition to ongoing member checking, upon the completion of data collection,
provision was also made for drafts of the case studies to be critiqued by the teachers
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and family care-givers of children and the children themselves in the Year seven group.
Due to time and resource restrictions of the inquiry, it was not possible to have an
external researcher complete member checks, as recommended by Stake (2006).

Triangulating the data through multiple data collection methods and multiple sources
strengthened the credibility of results, whereby the flaw of one method was overcome
by another (Denzin, 1984). It was also the process employed for ensuring the correct
information and interpretations were conveyed, whereby findings were given assurance
by way of other data (Stake, 2006). Triangulation was necessary particularly to the
case study method, which required a substantial body of incontestable description to
be presented (Stake, 2006). Data were also recorded in several social settings specific
to the case studies to research the phenomenon of spirituality in different environments
and to investigate the reactions of participants to different settings and people.

Transferability
In qualitative multiple case study research, it is important to generalise the findings ‘to
theoretical propositions and not to populations or universes’ (Yin, 2003, p. 10).
Therefore, to obtain transferability, thick and rich description detailing instances of
children’s spirituality among the research sites and among individual children was
employed. Samples were selected to demonstrate what the spirituality of children
looked like and to describe this in detail, rather than exploring the concept in a broader
context, where meaning may have been lost. The focus of the case studies was
particularisation, where each case was studied to come to know it well, emphasising
uniqueness. As Merriam (1991) posits, ‘one selects a case study approach because
one wishes to understand the particular in depth, not because one wants to know what
is generally true to many’ (p. 173).

Limitations
Several methodological issues limited this inquiry, in terms of participant selections, as
well as the number of schools approached to take part. Though the number of age
settings selected was limited to three due to the scope of a PhD inquiry, study of
children of other ages including the older high school years may have had some impact
on the findings. A limited number of age groups also influenced the ability to address
the research question concerning the developmental trajectory of children’s spirituality,
whereby a larger sample may have made it increasingly recognisable. Drawing
participants from locations that were predominantly middle class and Anglo-Saxon was
also a limitation in that children from areas of wider cultural and religious influences
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may have demonstrated different expressions and interpretations of spirituality.
Difficulty in accessing a high school during the early stages of the inquiry influenced the
opportunity for fieldwork and limited the amount of data collected in comparison to the
other two settings.

Concluding Statement
This chapter has detailed the methodological orientation and research design that
underpinned this inquiry. Qualitative methods were selected to provide rich data and
description on several case studies to explore children’s spirituality. The interaction
between data collection and analysis in this research study illustrated children’s
spirituality in terms of the theoretical framework and uncovered unexpected categories
that the emergent design allowed to surface.

The following chapter will present the findings that surfaced as a result of this research
method. Adhering to the case study design, the findings will be addressed in three
sections, each detailing the three educational settings separately, with a minidiscussion at the end of each section as a means for reflection. Thorough discussion
concerning the case studies will follow in Chapter Seven, which will address the
relationships between the findings and the research questions.
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Chapter 4

THE FINDINGS
Hay and Nye (2006) assert that the only way to accurately map children’s spirituality:
‘Is to listen to what children have to say, and from what we hear, create an empirical
account of the contexts of childhood spirituality’ (p. 64). Accordingly, it is the aim of the
following three chapters to present the variety of spiritual experiences observed in and
reported by children, teachers and parents across three educational settings. It will be
recalled that children in the early childhood years and years three and seven were
invited to participate in the study and a total of forty-five children took part.

As mentioned in Chapter Three, field trips to each of the educational settings occurred
one day per week for up to twenty weeks with additional time spent in the homes of
case-study children. Much interaction and dialogue occurred as children shared with
each other and the researcher a wide range of ideas, including their likes and dislikes,
weekend activities, school work, favourite toys, and news about family, friends and
current affairs. However, as the following instances demonstrate, the children also
revealed something of their spiritual lives. For the most part, their spirituality was
expressed during the ordinary events and activities which abound in childhood, such as
playing with friends, asking inquisitive questions or empathising with a book character.

The findings are presented in terms of the theoretical frameworks of Gardner (1999)
and Hay and Nye (2006). These frameworks continually emerged and consequently
formed the basis for understanding children’s spirituality in this thesis. Whilst there
existed an abundance of ‘cross over’ among categories, for the purpose of this inquiry,
‘artificial’ boundaries were established to assist in the analysis of the data (Merriam,
1991). Where possible, each spiritual sensing theme was addressed using the
following organisers:
•

Observations during voluntary experiences;

•

Observations during curriculum experiences;

•

Interviews with children;

•

Interviews with teachers;

•

Observations and interviews with case study children; and,
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•

Interviews with case study children’s family care-givers.

For coherence, the findings are divided into three chapters to represent the three
educational settings. The first will address the early childhood setting, followed by the
primary school and finally the high school setting. Each of the sections will move
between whole class description and analysis to various conversations and examples
of individual children.

The chapters are written in a narrative style to complement the holistic essence of
spirituality. To further communicate the richness of the experience, data have been
appended where appropriate and italics employed to indicate participants’ direct
quotations. Pseudonyms have been used to protect confidentiality of participants and
educational sites. Although in a typical thesis, description and interpretation are
separated, for the sake of clarity and as part of my reflective process one or two
elements of possible interpretation have been inserted at key points. A brief analysis
will conclude each of the three findings chapters, to be discussed in depth in Chapter
Seven.
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THE EARLY CHILDHOOD SETTING
She was my baby cause she’s my friend. I wasn’t alive but we always see Layla’s Star. It’s the
biggest in the sky and my Grandad’s. He’s got a star. (Interview with Harry, 13/9/06)

The Spiritual Curriculum
The curriculum at Kinderville Community Preschool was primarily guided by the New
South Wales Curriculum Framework (2002), which specifically addressed the
development of, ‘the spiritual and moral child’. In addition to the Framework, the
director of Kinderville Community Preschool acknowledged the curriculum influences of
Lev Vygotsky’s social construction of learning; Jean Piaget; Howard Gardner; Reggio
Emilia and Loris Mallaguzzi; and, writings on the Emergent curriculum by Deb Curtis
and Margie Carter (1996), John Nimmo and Elizabeth Jones (1994), and, Catherine
Patterson and Alma Fleet (2003) (Interview, 21/3/07).

Beliefs and Attitudes of the Teachers
The director, Maureen, defined spirituality as: ‘People’s connections between each
other and probably the world’, as a quality that is, ‘Vital for a harmonious world and
community right from the big picture down’. Whilst teaching she often observed
children explore their spirituality during their day to day activities:

When dealing with younger children, animals, someone who’s hurt, any of those
situations in stories, and hear it when they are standing up for other people in
right and wrong and fair play. So in the normal play of things, it permeates
everything really. (Interview, 16/8/06)

Maureen believed spirituality was an innate quality with the capacity to be developed or
inhibited from a young age largely by a child’s family. Although she asserted that the
child’s community and place of education also shared responsibility, she recognised
that the issue was not openly discussed in the community and only touched on in
schools:

I see it as everybody’s role but I don’t see that we really talk about it as linked
responsibility. And you see a little bit of it in the papers about the ethical
teaching in schools but probably it would be much better if it was more openly
spoken about, especially in schools with a high population of people with
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challenging behaviour. And you wonder whether that’s a flow on from no
respect shown to them so they find it hard to show respect to other people. And
I see that in the different ways that families interact with other people.
(Interview, 16/8/06)

Maureen believed in the importance of spirituality to develop the communitymindedness of children, to enhance children’s ability to, ‘Look beyond their own needs,
to those of others’ and have the self-awareness necessary to know ‘what they
contribute’ (Interview, 16/8/06).

Unless they have that connection and feel that they have some responsibility to
others and nature, to their environment here, then they’re going to be the ratbags on the road, or the people doing the graffiti and don’t have that basic
moral code that gives them respect for other things, other people. (Interview,
16/8/06)

Maureen stated that a focus on materialism has led to a lack of spirituality in children’s
lives and to impede the problem at their preschool, ‘toy parades’ as she described
them, were discouraged and families were instructed not to bring toys from home.
Instead, children’s knowledge and experiences were to be valued and discussed
(Interview, 16/8/06).

There’s a lot of families who see themselves as needing to have all of the latest
things, rather than contributing…. Me, me, me extinguishes a lot of
consideration for others and focuses the relationship on “I’ve got this” rather
than doing things together. (Interview, 16/8/06)

To concur, Josie, the itinerant support teacher for vision at the school viewed the
spiritual development of children as the joint responsibility of teachers and educators
(Interview, 20/9/06). She commented that research in the area was important for
teachers to understand: ‘As a human being we have emotions and feelings that you
can’t separate’ and, ‘to see where the ideas and behaviours of older students come
from’ (Interview, 20/9/06). Nonetheless, Josie recognised that spiritual characteristics
were not usually valued in schools, which generally focused upon academic
achievement (Interview, 29/3/06). Josie also referred to the influence of a higher power
upon her decision to work alongside children with disabilities. She stated, ‘I strongly
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believe that I’m in this job because a higher power guided me. I don’t go to church, but
I’m spiritual’ (Interview, 20/9/06).

Jan, a class teacher at the preschool, speculated that spirituality was highly relevant to
young children, particularly with regard to values development and the acquisition of
world views that she believed generally remain consistent through to adulthood. She
asserted, ‘They just go from there to there, they just get bigger’ (Interview, 24/5/06).
She emphasised that the preschool curriculum encouraged children’s positive sense of
self-worth and self-esteem through success in a range of activities (Interview, 3/5/06).

The School Day at Kinderville Community Preschool
Learning at the preschool was based upon an emergent curriculum in which activities
and the environment related to children’s interests. Teachers rarely intervened during
children’s free play, and acted as a facilitator and co-learner. According to Maureen,
‘Large chunks of time and a relaxed flow to the day [allowed] uninterrupted time for
learning’ (Interview, 21/3/07). Children were offered a variety of indoor and outdoor
play areas and a range of tools and media to work with at craft and art tables, including
ink, crayons, charcoal, pencils, felt-tips and water-colours.

Although the majority of children’s days involved free play, children also attended two
structured group sessions. Each teacher-led session usually focused upon an art,
language or musical activity and ran for a half-hour duration. During observations, the
PALS (Playing and Learning to Socialise) program was also taught across five group
sessions. PALS involved interactive role-plays and scenarios demonstrating guidelines
for socially positive behaviour and problem solving. In addition to group sessions,
during the final five weeks of data collection the children in the four to five age group
attended a one hour ‘school’ session intended to simulate a primary school learning
hour.

Collaboration

and

open

consultation

between

educators

and

families

was

demonstrated at the preschool. Each child received a communications folder for
teachers and parents to record suggestions or concerns and families regularly received
‘Learning Stories’ containing work samples and comments concerning the child’s
development.
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The Emotional and Physical Environment
Regarded as a ‘third teacher’ by Maureen, the physical environment at the preschool
was aesthetically pleasing with the aim of inviting children to explore, experiment and
express themselves creatively (Interview, 21/3/07). The visual stimulus of the interior
and exterior of the preschool was extensive and enhanced by many natural objects and
displays such as animal skeletons, multicultural artefacts and plants. For example, a
wall display at the preschool featured photographs of people from various cultures and
displayed multicultural texts encouraging children’s discussion and understanding of
diversity. Children’s framed art works and work samples were displayed on the walls
alongside teacher-written anecdotes for children, families and staff to view.

Maureen stated that a child’s environment can stimulate their spirituality, ‘If your
emotional climate is part of the focus’ (Interview, 16/8/06). Accordingly, children were
given responsibility for their own actions to assist with developing self-control and
problem-solving skills. In a similar way, class teacher Berryl, stated that the physical
environment at Kinderville Community Preschool was unique to early childhood
settings and aimed to provide a socially stable atmosphere for children to explore
friendships and resolve conflicts. She stated:

It influences how they interact and respond to their inner conflicts. Here they
can go to a space where no one else is. Many children at other centres, for
example, at my old centre in Sydney, they just can’t do that, even compared to
the kids down the road at Play Time Preschool. (Interview, 29/3/06)

The Case Study Children: Family Disposition on Spirituality
Harry’s Family
Harry’s parents believed in a holistic approach towards spirituality and openly
discussed many religions and spiritual thinking with their children, as Harry’s mother
stated:

My belief is that the diversity of beliefs, particularly in regard to the concept of
religious spirituality, need to be shared in a caring and non-judgemental
environment which allows for freedom of thought and discussion. One would
hope that this may occur within the family environment however I know I am
living in a dream world. (Interview, 4/2/07)
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Harry’s mother identified their family as the main influence upon their son’s spirituality,
however, also recognised the influence of community, culture and the media. Referring
to the spiritual traits list which was given to family care-givers and teachers to comment
on (see Appendix L), Harry’s mother asserted that her son’s environmental upbringing,
along with her and her husband’s work in the field of education had influenced Harry’s
high level of identification with the spiritual traits. However, she emphasised it was
important to consider all facets of a child’s life to differentiate the aspects of spirituality
that children voluntarily engage with and referred to Bronfenbrenner’s social ecology
model (1979).

Some children have the genetic disposition which may allow them to engage
whereas others may not. Take for example a child with autism. Then of course
the environment, and the people who are the child’s role models, more
particularly their beliefs and behaviours, and how these are inculcated.
(Interview, 4/2/07)

Harry’s mother recognised that spiritual traits were embedded within the teaching and
learning experiences of the preschool curriculum. She referred to the: ‘General caring,
sharing and inclusive environment’ of preschools that encourage children to,
‘investigate their own perspective on life through play as well as guidance.’ However,
within an Australian patriarchal society, she felt many characteristics related to
spirituality were classified as: ‘Acceptable for the female gender but not male’
(Interview, 4/2/07).

Tayla’s Family
Tayla’s mother believed her daughter exhibited the majority of characteristics on the
spiritual traits list. She stated: ‘You would be amazed at how many of these are.’
Tayla’s mother believed their family was ‘fairly spiritual’ as their older children attended
a Catholic primary school, however, she asserted: ‘But that doesn’t necessarily define
what our sense of spirituality is.’ Further adding to the description of their family’s
spiritual outlook, Tayla’s father stated, ‘I think that we’ve always encouraged them to
have some sort of spirituality in their life and I think there probably is a caring, sharing
that we encourage’ (Interview, 11/11/06).

According to Tayla’s mother, it was important for parents to demonstrate openness
towards spirituality and to address children’s questions when asked:
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I think you have to make sure you pitch the information at the level that is
appropriate for them and give them information and if they want more they’ll
come back. I don’t want to overload them. But because of that they have always
been confident and safe enough to come back and ask more questions.
(Interview, 11/11/06)

Although Tayla’s parents were ‘busy people’, they regarded it ‘a privilege as a parent’
to nurture the holistic development of children. They agreed that good parenting
required effort, boundaries, and encouraging respect and responsibility. Tayla’s mother
stated: ‘People often say to us “your children are amazing.” And it’s like, well it’s not
that, it’s hard work and it’s about respect’ (Interview, 11/11/06).

The Themes of Children’s Spirituality
In posing the original research question, ‘How does a child’s spirituality manifest itself?’
an underlying assumption was that children possess spirituality in their lives. Howard
Gardner’s three notions of the spiritual provided the original broader indicators for what
constitutes spirituality, however, once the first phase of data collection was complete it
was apparent that the spiritual sensing themes of Hay and Nye (2006) were also
germane. Therefore, to frame the following three chapters, an amalgamation of
Gardner’s (1999) and Hay and Nye’s (2006) four themes has been drawn upon as
guides to reflection. They are, State of being: Awareness-sensing; State of being:
Mystery-sensing; Concern for existential issues: Mystery-sensing; and, Concern for
existential issues: Values-sensing.

State of Being: Awareness-Sensing
Hay and Nye (2006) refer to four examples of contemporary interest in heightened
consciousness, including the ‘here-and-now’, ‘focusing’, ‘tuning’ and ‘flow’, all of which
were demonstrated by preschool aged children during voluntary and curriculum
experiences of spirituality. Generally, awareness-sensing experiences involved a
synthesis of several Hay and Nye (2006) categories. Accordingly, while an attempt to
independently address each of the awareness-sensing themes was made, an overlap
between themes naturally existed.

Observations during Voluntary Experiences
During free play children seemed alert to that which was experienced in moments of
concentration. Despite the busyness and noise of the context, children demonstrated
the ability to apply their awareness to the moment of experience. Children were often
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calm and quiet during such experiences, as if to be unified with their chosen activities.
Often such experiences only occurred for several seconds as children observed the
texture of play-doh or observed the fine consistency of sand. The immediacy of
awareness was also evident as children imaginatively transformed everyday objects to
suit their play activities. For example, whilst playing outside with her peers, seated in a
cardboard box, Erin stated, ‘This is a boat you know, you can’t step in the water’ (Field
notes, 3/5/06).

Children also articulated the immediacy of the here-and-now during their discussions.
For example, when I advised Scott my purpose for attending his school was to
research what children thought about their world, he instantly responded by looking
around at his surroundings, and stated, ‘Well there’s sun in the sky and clouds and
blue and bikes below’ (Field notes, 29/3/06). It was also common for children to
illustrate experiences or people who related to their immediate activities when drawing.

Whilst attending to the here-and-now of their activities, children often demonstrated
awareness of their bodily engagement with a situation. For example, during one
experience in the sand pit, four boys carefully worked together to glide several
cylinders across the fine consistency of the sand’s surface. Patiently taking turns to
move the circular shape in many directions, the boys observed the slow movement of
granules pour between their fingers and the patterns they created. Their unhurried
movements seemed to correspond with the slow passage of the sand. Nearby, Pete
moved his hands in and out from the sand: ‘I’m crushing down the sand,’ he repeated
to himself (Field notes, 5/4/06). During such experiences, children generally appeared
unaware of time passing.

The flow characteristic appeared to underpin most experiences of awareness-sensing,
where children’s consciousness for their activity and the action of the activity merged.
The phrase, ‘Let’s pretend…’ was a common introduction as children initiated new
games and metaphorically moved into imaginative worlds of experience. This state was
particularly evident one winter afternoon when a group of children searched for an
imaginary Tyrannosaurus rex. As John and Scott moved around the trees making highpitched noises, the children and teachers in the outdoor area looked to see what the
disturbance was. ‘It’s a T-rex, it’s a T-rex,’ Jack yelled as his body shook excitedly,
moving his hands and arms above his head and exaggerating his gaze with eyes open
wide. Immediately most of the children ceased their activities and joined the pair on
their search through the trees. Shortly afterwards, the children interrupted the children
96

playing in the sandpit to ask if they had seen the dinosaur. Not many words were
spoken as the search continued in the sandpit for several minutes (Field notes,
20/9/06).

Children also entered flow whilst undertaking creative activities. Cindy, for example,
chose to draw and paint on her own for the greater part of her free time at preschool.
Daily, sometimes up to an hour, she concentrated on her work regardless of the games
and noise around her. Other children commonly experienced sporadic flow
engagements with the creative process. For example, one morning, Pete walked to the
paint easel where a plain piece of paper was clipped to the board and selected a paint
brush to begin his work. When asked what he intended to paint, Pete replied, ‘I don’t
know… I’ll just start with lots of zig zaggy things.’ He continued to engage his
concentration on the jagged pattern, adding colour where he felt necessary, modifying
the shape, and reviewing aspects he did not like. Engrossed in the process, he also
took no notice of the children running and talking loudly around him (Field notes,
22/3/06).

Observations during Curriculum Experiences
Children and teachers frequently attended to the here-and-now throughout the day
during group curriculum activities. For example, one windy afternoon, the children sat
outside on a picnic rug listening to Maureen read a story. During the reading, a door
slammed loudly that immediately diverted the children’s attention from the text. The
children looked to the leaves and dirt moving around them and rather than pursue
reading, Maureen encouraged the children to observe the movement of the leaves and
listen to the rustling noise in the trees. The children inquired about what had created
the wind and why the leaves had fallen from the trees, which progressed into a studentled discussion about the changing seasons. Once the situation was discussed for
several minutes and the children no longer had questions, Maureen resumed reading
the story. Yet Darryn continued to focus on the recent event as he observed a small
piece of paper that had blown next to his shoe. Focusing on the small movements of
the piece of paper in the wind, he proceeded to twist it between his fingers: ‘Look what
I’ve found. A piece of paper!’ he declared. Some children continued their focus on the
story, whereas others watched Darryn engage with the paper for the duration of the
story (Field notes, 12/4/06).

Although teachers did not explicitly apply the term to describe their experiences,
focusing activities were also employed throughout the school day to engage children’s
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bodily awareness. For example, at the conclusion of each hourly ‘school’ session, the
children assembled in a ‘sharing circle’ where they were expected to listen to their
peers report on two activities they had completed. The children were encouraged to sit
in silence with their legs crossed and arms in laps as they listened for approximately
ten minutes. Their ability to focus both mentally and physically was recognised by their
teachers, who commented on their patience and ability to sustain concentration for a
long period of time (Field notes, 9/8/06). Visualisation was also employed to assist the
process. As children reflected on their activities to report, Maureen asked the children,
‘I need you to do some thinking. I need you to think in your mind two things you did
today’ (Field notes, 19/7/06).

Children’s bodily awareness also surfaced during group art activities that required
stillness and reflection. In one instance, children concentrated their attention on
sketching a wooden dragon and a figurine of an African elephant. The room was quiet
and still as the group patiently observed the details of the objects on the middle of the
table. The group teacher, Rebecca encouraged the class to examine the detail of the
figurines by moving around the table to gain different perspectives and discuss the
colours and shape (Field notes, 31/5/06).

The experience of tuning also occurred on three occasions during music group
experiences. During the sessions, whilst listening to traditional children’s songs and
indigenous music from various countries, children moved around the room, using their
bodies, instruments and pieces of fabric to express their interpretation of the sounds.
Song was also employed by teachers as a means to grasp children’s awareness to
‘tune in’ to other activities throughout the day. For example, at the conclusion of freetime each day, the teachers sang, ‘Time to tidy up now everybody, time to tidy up now
everyone,’ at which time the children discontinued their activities and diverted their
attention to packing away.

Flow occurred during group lessons involving music, art, and reading, and was
particularly apparent one afternoon when the teachers painted animal characteristics
onto the children’s faces. It was as if the children became one with the personality of
the animal personas as they reacted physically and verbally, imitating the animals that
they were painted as. When two boys discussed attacking each other, one roared: ‘I’ll
cut you and you will get you dead.’ Another boy with his face painted as a tiger
approached a crowd of children and roared viciously. In response, the children
assumed their animal identities, some reacting fiercely, whilst others fluttered away as
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butterflies. The children appeared not only ‘caught in the moment’ but continued to
assume the identities of their masked appearances throughout the afternoon. In
response, the teachers had refrained from painting the children as superhero
characters, as one teacher commented:

We only do animals now. We had to stop superheroes because they were
taking on the characters too much. Some kids would get scared from that, the
shy ones. We had to wash their faces off. They were just so full-on. (Field
notes, 17/5/06)

Organised games such as ‘hide and go seek’ were not commonly organised, however,
when played on one occasion with a casual teacher the children were consumed with
the activity and disregarded other activities happening around them (Field notes,
5/4/06).

Interviews with Children
Visual response intended to provide younger children an extended period to reflect
during interviews, however, this did not affect the here-and-now of the young child’s
thinking which commonly portrayed the present. For example, when Cindy and Tegan
were asked to illustrate a time they could recall feeling happy, Cindy replied, ‘This is
you and this is me... I was happy this morning’ (Interview, 24/5/06).

Observations and Interviews with Case Study Children
Harry
During free-time at preschool Harry commonly engaged in role-play games with his
peers or built creative projects. For example, one morning Harry wore a cape and a
crown: ‘I’m a king and that’s my princess,’ he stated in a regal manner as he pointed to
Kyra, who was also dressed in costume (Field notes, 17/5/06). He also commonly
depicted television superheroes such as ‘Pigeon Boy.’ His games typically did not
involve much dialogue, but mostly quick actions and exaggerated pretend fighting. It
was difficult to observe him as he energetically moved about play areas, consciously
absorbed in his activities. The following example demonstrates Harry engaged in play
as he and Raymond sat in a small wooden boat. As other children played their own
games nearby and circled their bicycles around the vessel, Harry and Raymond
focused their attention on their role-play. They exhibited grave facial expression and
tone as they shouted their instructions and quickly carried out orders.
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Raymond:

Put the cannons on. Shoot the cannons.

Raymond and Harry rocked from side-to-side in the wooden boat.
Harry:

You said it was my nap time. Babies need nap times. What’s
happening?

Raymond:

We’re sailing. Now wake up now, we’re here.

Harry:

At Treasure Island?

Raymond:

Yep.

Harry:

There’s a pirate. (Field notes, 9/8/06)

The pair appeared completely immersed in the world of their pirate game, where there
was no recognition of others, only their characters and props. When he was not playing
with his friends, Harry concentrated on drawing at the craft table or building in the sand.
He dedicated approximately half of his free-time at preschool to working on his
projects, whether they were resources to aid play situations, artworks, or gifts. Unlike
the other children, Harry consistently created for a purpose and with a goal in mind,
which he communicated to his peers and teachers. His high level of building skills was
often commented on by his teachers, as Jan stated on one occasion, ‘I’m sure he’s
going to be doing that when he’s older’ (Field notes, 14/6/06).

Whilst focusing his attention on his activities, Harry was thorough and patient. For
example, whilst working at the craft table one day during free time, he pieced together
a necklace from multicoloured beads. Demonstrating the ability to synthesise his
mental and physical consciousness, he closely observed each individual bead, sensing
the textures and carefully selecting the colours as he positioned them individually along
the string. While other children became frustrated and sought help, Harry meticulously
and patiently threaded the beads until completion (Field notes, 8/9/06). He also
exhibited composure when waiting for group activities and the one hour school
sessions to begin, while it was common for other children to continue their discussions
and games around him. He also appeared in flow during book readings as he listened
attentively to the story and his facial expressions demonstrated his empathy for
characters and plot (Field notes, 9/8/06).

At home Harry also focused a great deal of time in flow, building and creating as he
attended to the here-and-now. His family home displayed an extensive amount of
Harry’s constructions and drawings. On the back porch sat a large wooden aeroplane
that Harry had made with his father and several other brick towers and buildings that
were transformed by Harry daily. During a home visit, he worked on his own on the
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back porch rearranging bricks and narrating his steps though self-talk, such as, ‘Well if
I didn’t take this part off it would stand up better.’ After an hour of concentrated
attention on the buildings, Harry decided to make a car track: ‘I might draw a picture of
it. I’ve got a piece of paper and a texta. I’m going to draw a map of it,’ he stated. As he
drew the map, Harry sang the theme song from the children’s television show Bob the
Builder, ‘We can build it, we can make it’ he repeated. As he continued to build the car
track for a further thirty minutes, Harry commented: ‘My favourite thing is making,
cause Bob the Builder makes’ (Field notes, 10/7/06).

It was apparent from observing the tasks Harry set himself and through discussions
with his mother and teachers that a high amount of challenge was involved. It seemed
that the challenge of his activities and purpose for creating them demanded his whole
concentration, to the point that he experienced flow. He also demonstrated a mature
understanding about construction for someone his age, which was also noted by his
teachers and family.

Tayla
On a daily basis Tayla typically focused her attention on activities in response to her
bodily engagement with her surroundings. For example, one afternoon when the rain
had ceased and the children were allowed outside to play, Tayla chose to walk to a
small puddle and observe the interruptions of water falling from a tree above. After a
few minutes she found a stick and moved it about the muddy edges of the puddle,
quietly watching the patterns she created. She then used the stick to create slow
movements in the water, observing the ripple effect, irrespective of the activities around
her (Field notes, 13/9/06).

Like Harry, Tayla also spent her time at preschool totally immersed in her actions as
she undertook role-play. She commonly worked in the office area, conversing on the
telephone and writing in old diaries. She played with other children in the home corner
on several occasions, wearing dress-up clothes and engaging in the role-play of
‘mothers and babies’. On one day she was observed by her teacher, Melissa, giving
birth to one of the dolls. She also concentrated her attention on completing puzzles and
reading books to herself, where she would invent the plot as she read.
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Interviews with Case Study Children’s Family Care-Givers
Harry’s Parents
According to Harry’s mother, Harry had enjoyed creating challenging projects and
working independently from a young age. He had always been provided with resources
such as scissors and pencils and had not required encouragement to create. Harry’s
mother commented on the extensive periods of time Harry spent building projects on
his own and with his father in their work shed: ‘He loves it, whenever Sean is in there,
he is there,’ she stated. Harry’s mother also commonly observed her son return to a
project after days away from it, and referred to the bricks on their back porch that were
‘moved around every day’ as Harry created new things from the materials (Interview,
10/7/06). Her following comments illustrate the extensive nature of Harry’s creations:

Do you know what I came home to last night? Three roles of sticky tape all over
our balcony and he’d created a spider man spider web. And I had to crawl in
and out and up. It was huge… He’s constantly got boxes and wood and he’s
hammering. Yeah this is just part of his life. He does big stuff, I mean the other
day he built this huge Tyrannosaurus rex out of wood and had his dad with the
nail gun, “I want it here, here, here and here.” It was huge. You could sit on it.
It’s pretty incredible. (Interview, 15/10/06)

Tayla’s Parents
Tayla’s mother commented on the extensive amount of time Tayla spent playing on her
own. She referred to the morning of the interview when Tayla had played for forty
minutes browsing books and playing with her toys: ‘I won’t hear from her because she’ll
be happily playing,’ she commented (Interview, 11/11/06). Nevertheless, on several
occasions throughout the year Tayla had expressed to her parents her boredom at
preschool, which they attributed to her no longer feeling challenged by the activities
there.

She keeps telling me, “It is so boring mum” and she rolls her eyes. And I said,
“Tayla, how could you”, because I hate that word bored, you know, like there is
so much to do. But yeah she has been really bored. It’s a bit like, “I’m a bit
above this” sort of thing… She does all the jigsaw puzzles very easily. I don’t
know if she is just not challenged by it any more. (Interview, 11/11/06)

Tayla’s experience accords with Csikszentmihalyi’s (1997) theory that flow occur when
high skills meet high challenges and self-awareness dissolves, whereby the 'self' and
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the challenge unify and occur in an effortless action. As a consequence, it appeared
that Tayla was not reaching challenge or flow through her activities and instead paid
greater awareness to the actions of those around her.

Occasionally at bed time Tayla’s mother focused her daughter’s bodily awareness
using meditative visualisation techniques, which Tayla’s mother believed were an
effective means to aid relaxation and sleep (Interview, 11/11/06).

State of Being: Mystery-Sensing
Children’s sensory experiences were a vehicle to explore and enjoy their world. The
following examples of mystery-sensing appear as children’s introductions to obtaining
truth in their experience and ultimately a state of being.

Observations during Voluntary Experiences
One way in which children demonstrated mystery-sensing was through children’s
appreciation of places or items in their environments, which invoked a pleasantness
among children and affected children’s positive outlook. For example, on one occasion
when the teacher asked Erin to describe her favourite part of her birthday the previous
day, Erin replied, ‘Well I just had a nice night eating cake under the umbrella because
it’s such a beautiful day’ (Field notes, 12/4/06). She also referred to her enjoyment for
playing in water on hot days, to experience the enjoyment of hot cheeks when
laughing. Erin did not attempt to articulate why the experiences invoked pleasure,
however, she demonstrated her awareness of the effects upon her state of being. In a
similar way, whilst exploring the school garden one day, Sierra found a small rock that
she placed in her pocket. She advised that she often collected rocks at home but only
kept ‘the beautiful ones’ (Field notes, 29/3/06).

Mystery-sensing was also expressed through questing, whereby children exhibited a
fascination for exploring the mystery of their environments. Each day different children
searched for imaginary treasure in the sand pit. They seemed to enjoy the search and
appreciated the magnificence of their imaginary finds. On other occasions children
searched without a goal in mind. For example, in one instance, three children walked
together outside, under the trees, lifting small logs to look underneath. When
questioned what they were searching for, the children responded, ‘I don’t know’ (Field
notes, 12/4/06).
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Magic was also discussed by children in their games and as explanations for events.
For example, in the sandpit one morning Scott employed a rake as a wand, ‘It can spell
and do you know what can happen, it can freeze them and split them in half,’ he
explained (Field note, 12/4/06). On another occasion, Samantha inquired if I had
arrived at school by magic: ‘Was it magic? You just run and you come and it’s magic?’
she asked (Field notes, 2/8/06).

Observations during Curriculum Experiences
Children were encouraged by their teachers to enjoy the splendour of their
surroundings and experiences. For example, on the two occasions when Kate attached
new bird feeders to wooden overhead beams outside, several children stopped their
activities to wait and watch the birds. On the first occasion, the group of five children
waited quietly as they watched and whispered to others to be quiet, so not to disturb
the birds. Kate referred to the various colourings of the animals as the group of children
patiently observed for several minutes, engaged with the stillness of the moment (Field
notes, 12/4/06).

Several group lessons also centred on the young child’s sense of wonder and
imagination. On one occasion during group learning, the children sat in a circle and
excitedly handed around a large velvet bag with a question mark sewn on it. Wearing a
blindfold, the children each selected an object from the bag to guess what it could be.
Although the bag contained everyday objects, most children demonstrated excitement
as they chose their item (Field notes, 24/5/06). During another group session, the
children created artworks using clear wax candles that they painted over with
watercolours, revealing their illustrations underneath. The majority of children were
surprised to observe their drawings appear through the paint, as Raymond explained,
‘It comes magic’ (Field notes, 13/9/06).

Books read by teachers during group sessions often contained fictional characters
including dragons, gruffalos, and witches, which enticed children’s sense of wonder for
the imaginary. During the readings, children occasionally argued the truth about the
characters. For example, Ramy convincingly advised his group that a gruffalo lived in
his fridge at home, however, several children questioned how that was possible (Field
notes, 17/5/06). Nonetheless, teachers did not discourage the imaginative and wishful
thinking of children. For example, upon reading a book about planets, Davie stated:
‘Last night I wished about something. Do you know what I wished for? A planet, a toy
planet like a spaceship.’ As Davie described the toy planet to the group, his teacher did
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not ask questions nor did she impede the conversation (Field notes, 17/5/06). This
occurred during another group session following the reading of a story about a dragon.
After Maureen had concluded the reading, Harry commented that he had been chased
by a friendly dragon which he had once taken to a cave. In response, Maureen did not
ask any further questions, however, nodded as if to accept Harry’s comment (Field
notes, 12/4/06).

Interviews with Children
Children did not commonly react to points of discussion concerning their awe and
wonder, however, on several occasions referred to the effect of their activities and
environments on their state of being. For example, as I walked into the preschool one
morning, Erin handed me some drawings: ‘You kept asking me what I liked doing. Well
this is the sun and this is the rain and my favourite thing is jumping in puddles,’ she
stated (Field notes, 14/6/06). On another occasion, when discussing with her peers
what they wanted to do when older, Keely described wanting ‘to be a fairy because I
want to fly’ (Field notes, 24/5/06).

Interview with Teachers
Children’s sense of awe and wonder was acknowledged by Josie, who upon observing
a group of children watch a caterpillar climb along the branch of a tree, commented:
‘It’s so wonderfully simple and... as adults we forget those things’ (Interview, 29/3/06).

Observations and Interviews with Case Study Children
Harry
Harry commonly demonstrated awe and wonder for the environment around him and
the effects of such environments on his state of being. For example, he often discussed
his enjoyment for flowers because they smelt nice and prompted people to be happy
(Field notes, 31/5/06). He was also observed stopping his play when he sighted small
mushrooms growing near the sandpit. He crouched low to observe them. When Davie
saw what had engaged Harry’s attention, he asked if he could stand on the mushrooms
to which Harry replied, ‘No, they want people to love them cause I’ve seen this on TV...
Look at them all around us, they’re everywhere’ (Field notes, 7/6/06).

Harry also demonstrated imagination during play and through the extensive projects he
created. On one occasion, Harry connected several boxes and colourful pieces of
paper together to create a rocket: ‘Look at this, it’s a rocket and when you touch it, it
speeds off,’ he stated (Field notes, 22/3/06).
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Concern for Existential Issues: Mystery-Sensing
The young child’s sense of awe and wonder appeared a natural means for making
meaning about their experiences and the world. Five of the prominent themes
demonstrated included identity; curiosity for the way the world works; animals and the
natural environment; exploration of the life cycle; and an interest in the intangible
aspects of the world.

Observations during Voluntary Experiences
Children discussed their changing self as an aspect of their identity and openly
expressed their past experiences and future roles with their peers and teachers. On
one occasion, without context, Gina stated: ‘Do you know when I was a baby I fell off a
chair and I cried’ (Field notes, 17/5/06). On three occasions children discussed the job
roles and family roles they hoped to achieve when older, as Keely explained, ‘When I
get bigger I want to be a teacher and I want to be the Tooth Fairy so that they don’t do
anything bad’ (Field notes, 22/3/06). Some children exhibited an imaginative
interpretation of their identity, which was particularly the case for Samantha, who
declared that the photographs in another child’s photograph album were of her family
and their holidays together (Field notes, 22/3/06). Although Samantha often
demonstrated a vivid imagination, Maureen expressed concern that she was ‘stuck’
between imaginative and real world contexts, and although it was not a problem at
preschool, it could be when she began primary school the following year.

Children also demonstrated curiosity for living things through their interest in animals
and whilst browsing texts at the book corner. For example, during lunch one day, six
children crowded around tables to observe a cricket as another group prodded a spider
web that suspended from the corner of another table (Field notes, 5/4/06). Children’s
discussions often extended to their understanding of the life cycle and value for living
things. One morning I was approached by Tegan who held a small seed in her hands,
probably from one of the trees outside. ‘Look at this,’ she stated, ‘It’s a nut. It’s very
special. A little butterfly will fly out of here one day and it will be very beautiful and I’m
going to keep it.’ She continued to hold the small object carefully in her palm and
walked outside (Field notes, 12/4/06).

Children’s curiosity for animals and the lifecycle also surfaced when the school hired a
chicken incubator for two weeks. Across the two days of data collection when the
incubator was present, groups of children consistently observed and discussed the
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eggs during their free-time. On the first day, seven different groups of children made
observations, with several children staying for up to forty-five minute intervals.
Disagreements were common as children rationalised their ideas about what was
happening inside the eggs, as the following example demonstrates.

Adam:

I know why she’s crying. She misses her mum and dad. Her mum is in
one egg and her dad is in the other. The eggs won’t hatch, that’s why
she’s crying.

Tayla:

No she’s not, she’s yawning.

Adam:

Shoosh.

Samantha:

Be quiet.

Tayla pointed to the clear adjoining cage next to the incubator.
Tayla:

That’s where the babies are going to go.

Indie:

No they aren’t, they are going to stay in this one.

Tayla:

No they aren’t, they can’t stay in there forever. The farmers
need to let them go.

Tegan placed her ear on the side of the glass as if to hear the chicks.
Tegan:

I think that egg is going to be a kangaroo.

Tayla:

You know in a different type of world they kill chickens to eat them. Yeah
in this different world. (Field notes, 3/5/06)

The presence of the incubator encouraged children to discuss a range of wider topics
including existential concerns. On one occasion, Tegan stated, ‘I remember when I was
a little baby. I was in an egg and my egg cracked’ (Field notes, 10/5/06). Children also
commented on the lifecycle of eggs several weeks after the incubator was removed
from the classroom. For example, whilst eating her lunch, Erin observed her mandarin
seeds and speculated: ‘These mandarin seeds will turn into an emu when they’re older’
(Field notes, 17/5/06). On another occasion, whilst constructing a puzzle with Tayla
and Alexis, Sharni asked: ‘What if someone didn’t know there was a chicken in the egg
and they ate it?’ (Field notes, 31/5/06).

Death was also explored in wider contexts of children’s play and drawings. For
example, at the conclusion of a game at the outside play equipment, a group of girls
decided to fall to the ground and ‘Pretend to be dead’. As they arose to find another
activity, Erin commented to her friends, ‘My mum says when you die you go to heaven.’
Erin did not pursue the conversation and her peers did not respond as they continued
their search for another game (Field notes, 7/6/06). Death was also portrayed in
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humorous contexts as children laughed at the comical death of toys and imaginative
endings to their games such as being eaten by a dragon.

Although not common, children also portrayed death in their artworks and drawings.
For example, upon explaining her drawing to her peer, Sierra stated: ‘These are Sally
and this is me. This is a baby and he’s trying to kill us’ (Field notes, 31/5/06).

On four occasions children mentioned their theories about the after-life. Whilst making
a card for Mother’s Day, Tegan explained that the figures she had drawn included her
mother, father and poppy: ‘But poppy died, He’s never coming back, he’s up in the
moon. Remember if you die, you go up in the moon’ (Field notes, 10/5/06). On another
occasion, as two boys searched in the sand pit for imaginary bones, one commented to
his friend: ‘People have bones when people died. Not in real life but that’s in movies.
Just bones, dead’ (Field notes, 5/4/06). Heaven was mentioned on two instances, one
of which occurred whilst Gina browsed the children’s photograph albums. She stated,
‘My Nanny is gone to God. She won’t come back. She always stayed died. I know
where heaven is. A long way away but where is the died place?’ Distracted by the
children playing with mobilo in front of her, Gina resumed looking at the other
photographs and discontinued her discussion (Field notes, 14/6/06).

Children mentioned the notion of God on another three occasions, two of which
involved Gina. Upon reading a book one afternoon in which the character died, Gina
stated, ‘God lives in a hut.’ When I asked what she knew about God, Gina asserted
that she attended Church. She stated her enjoyment for church and suggested the
purpose for her attendance was singing songs, which she also enjoyed (Field notes,
17/5/06).

Children also demonstrated their wonder concerning the wider universe. At the puzzle
table one afternoon a group of five children discussed the astronauts, robots, and
moon monsters that occupied the moon. Ramy speculated that the moon was made of
and tasted of cheese and was inhabited by a man (Field notes, 2/8/06).

Observations during Curriculum Experiences
The preschool environment incorporated spaces that encouraged children’s sense of
awe and wonder for the world around them, including a vegetable garden, several bird
feeders, a fish tank, toy animals, an extensive range of plants, hanging skeletal
frameworks, and a book corner containing fictional and factual texts.
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Group learning activities and several extra-curricular activities also encouraged
children’s wonder for existential issues. For example, whilst the egg incubator
remained in the classroom, morning and afternoon group sessions focused upon
student-led and teacher-led discussions about the chickens. The following comments
recorded with Jan’s group were typed and displayed near the egg incubator for
children’s families to view.

Caine:

Maybe inside the egg is a lizard.

Jan:

Lizards do come out of eggs but inside these ones are chickens.

Alex:

Crocodiles come out of eggs. Do frogs come out of eggs?

Jan:

Tadpoles come from eggs, then grow into frogs.

Jaydon:

How about snakes?

Jan:

Some hatch out of eggs, some are born.

Alex:

I can hear something.

Caine:

It’s the machine.

Alex:

Why do they need a machine?

Jan:

To keep them warm.

Dash:

Will they hatch at seven? Why are they just wet when they come
out?

Jan:

Because they’re just babies

Jaydon:

What are their names going to be? (Field notes, 2/5/06)

In the latter part of the year a box of silk worms was placed in the classroom, which
also prompted children’s discussions about change and death, as illustrated by the
following example.

Jaydon:

They will need to go in cocoons.

Maureen:

When they fly out, they will turn into a moth.

Tegan:

And maybe a butterfly.

Maureen:

You need to be careful with little animals like that because they don’t
have bones. Look only. The oils and germs on our hands can hurt their
bodies.

Paul:

At my home some of my hermit crabs have died. But four are
alive.

Liam:

One of mine died too. It was called Krusty and I got another one called
Rusty. (Field notes, 20/9/06)
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Interviews with Children
On several occasions children were interviewed on questions concerning the chickens’
lives. As indicated in the following example, responses demonstrated children’s
explanations and understanding of the life cycle, change and death.

Researcher:

Where did the chicks come from?

Samantha:

From the farm and an egg.

Researcher:

What do you think will happen to these chickens?

Cindy:

If you open the box they’re going to die.

After approximately thirty seconds, Cindy reviewed her idea.
Cindy:

They’re going to grow and grow until they won’t fit in there.

Researcher:

What will the eggs turn into?

Samantha:

They turn into nothing.

Indie:

If you open the lid then they will fly away.

Erin:

They will grow. They will grow like a mum.

Cindy:

Get dead.

Researcher:

What do you think will happen to the chickens when they hatch?

Erin:

They’ll go to a special family.

Cindy:

I want to see their mother, the mother at the farm.

Again Cindy took several moments to rethink her response.
Cindy:

They’ll grow and they’ll grow and they’ll grow up to the top there [she
pointed to the lid]. And then back to the farm. (Interview, 10/5/06)

On another occasion children demonstrated understanding of living things as
replaceable entities. When asked the question: ‘If my dog died what would you say to
me?’ Samantha replied, ‘That’s okay, you could get a new one at the pet shop.’
Similarly, Jaydon commented, ‘I wish you could have another dog’ (Interview, 24/5/06).

Interviews with Teachers
Teachers Kate and Melissa often heard children discuss death during their daily
activities, however, they believed the topic surfaced predominantly when Australian
celebrity Steve Irwin passed away in August 2006. At the time, the children asked
various questions regarding when Steve would return and what was going to happen to
him. Kate commented on one child in particular who had created a collage of
photographs to remember Steve by. However, she speculated that some children had
not ‘quite caught the idea or the concept of what has happened.’ She referred to
Jaydon who had walked into preschool the day following Steve’s death and in a blasé
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manner had advised Kate that Steve Irwin had died the previous day from a stingray
and continued to play with a group of children as if it was insignificant. Despite how
children reacted, however, Kate commented on the overall openness of children
regarding death:

It’s a shame we lose that innocence. As adults we don’t talk about those types
of things, it’s sort of taboo. I wonder why it stops or when it stops… We
underestimate kids, there’s so much going on up there. (Interview, 13/9/06)

Observations and Interviews with Case Study Children
Harry
Whilst drawing and making things, Harry often referred to whom he wanted to be. His
ideas included a pirate, a rock star and a ‘cool dude’. Whilst drawing a picture of
himself wearing his hat on backwards one afternoon, Harry commented, ‘When I grow
up I’m going to do some curly wurlies in my hair like some big cool boys. I’m going to
be one cool dude when I get big. I’m going to do some student stuff like they all do…’
(Field notes, 13/9/06). His ideas for the future were also supported at home. For
example, when Harry commented on wanting to visit the snow, his mother remarked:
‘You’ve got lots of things to do in your life, don’t you’ (Field notes, 10/7/06).

Harry presented glimpses into his existential concerns on a daily basis most often in
the form of ordinary wonderings, such as questioning whether the animals in the fish
tank were alive or dead (Field notes, 22/3/06). As Maureen commented: ‘Definitely he
has a curiosity about how the world works’ (Interview, 16/8/06). He placed death into
the contexts of his games on four occasions, often with humorous connotations. For
example, whilst outdoors one afternoon Harry and Raymond laughed as they built an
‘electrocution machine’ to kill people and ‘fry’ them. Having observed the boys, Jenny,
a teacher, asked what they thought would happen and how it would feel. ‘Yucky,’ Harry
replied as the boys continued to laugh at their game (Field notes, 13/9/06).

Harry also demonstrated apprehension for the death of family members, animals and
toys on several occasions. For example, during a home visit, in response to Harry’s
mother discussing the death of a baby shark in the news, Harry stated, ‘I don’t like
when baby things do die’ and continued to inform his mother about the dead spider he
found on their porch earlier in the day (Field notes, 10/7/06). That afternoon, after
playing on his own with wooden blocks and cars on the back porch for approximately
one hour, Harry looked to his mother who was sitting in the chair next to him and asked
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several questions exhibiting his existential concerns. He asked about the possibility of
his older sister Matilda having a baby and the possibility of the baby and their
descendants dying. In this instance, Harry’s mother reassured Harry that he and his
sister would probably have children when they grew older and when they were very
old, they too would cease to exist. Harry stated he did not want his mother to die and
did not want to grow older, but remain with his mother in their house. He also
discussed his desire to return to Perth, where the family had resided in the past.
Although the topic appeared typical of a young child’s thinking, Harry seemed to probe
more deeply than peers his age, as the following excerpt demonstrates.

Harry:

I don’t know how to look after a baby.

Harry’s mother:

Why do you need to know that?

Harry:

Matilda’s having one.

Harry’s mother:

Matilda’s having one?

Harry:

One day out of her tummy.

Harry’s mother:

Oh, well what things do you think you need to know?

Harry:

I want to look after Matilda’s baby when it grows. What about
when they [Matilda’s baby] grow a baby too? What about when
their baby dies and their baby dies?

Harry’s mother:

So you’re saying when you and Matilda grow up you’ll have kids
and when you get old they’ll grow up and when you’re very, very
old I’ll die.

Harry nodded.
Harry’s mother:

Yep, as people grow older they have children and then they have
children and when people get older they die too.

Harry:

I don’t want you to die.

Harry’s mother:

Darling I’m not going to die now. You’ll probably be so grown up,
you’ll have a house of your own, probably have kids of your own.

Harry:

I don’t want my own house. I want to live with you. But I want to
live in Perth too.

Harry’s mother:

Why?

Harry:

The house.

Harry’s mother:

Why do you want to live back there?

Harry:

The basketball hoop.

Harry’s mother:

We’ve got one here.

Harry:

I like the old house better with the cockroaches. They run around
the house and climbing.
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Harry’s mother moved her feet around quickly with Harry’s.
Harry’s mother:

Tap dancing cockroaches.

The two laughed together. (Field notes, 10/7/06)

This type of questioning occurred during all observations of Harry and his family,
whereby his general wonderings were encouraged by his parents. Harry also openly
discussed the death and afterlife of family members including his baby sister Layla.
Referring to Layla, he stated: ‘She was my baby cause she’s my friend. I wasn’t alive
but we always see Layla’s Star. It’s the biggest in the sky and my Grandad’s. He’s got
a star’ (Interview, 13/9/06).

Death was openly discussed in Harry’s home environment where his parents referred
to the death of family members, animals, and people in the media. To explain the
concept of death to their children, Harry’s parents referred to ‘Layla’s Star’ as the
physical location in the night sky where their daughter Layla, family, friends, and pets
traveled to when they no longer existed in the living environment.

Harry also mentioned the death of his grandfather on two other occasions, including
one instance during group time following the reading of a text about emotions. The
following conversation occurred between Harry and his teacher Melissa:

Melissa:

Can you make a grumpy face?

The group of children laughed as they formed grumpy facial expressions.
Melissa:

It’s okay to feel sad and angry. I wonder if you can show me another
feeling with your face?

Harry:

We’ve got bees at my house and my dad is building a wooden house for
them.

Melissa:

Your dad is good at making things.

Harry:

Yep, I am too and my grandad died cause he was my dad’s dad but he
wasn’t old and I’m sad.

Melissa:

It does make you sad.

Harry:

You know what I used to like? The monkey bars in Tasmania?

Melissa:

Did you used to show your grandad?

Harry:

No I was only two.

Melissa:

Was your dad sad too?

Harry:

He used to get a little bit shy about it, about his dad.
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Following the reading, Melissa stated: ‘That was interesting. I’ve never had that
conversation with him before. Perhaps it was the book all about feelings that brought it
out’ (Field notes, 14/6/06).

During ten of the twenty-one field visits at the preschool, Harry also discussed his
interest in skeletons and bones, and illustrated and constructed skeletal figures during
his free time daily. He exhibited a sound knowledge about skeletons for someone his
age and could correctly identify every skeleton in a children’s book from the reading
corner. He also discussed his understanding of what skeletons were and where they
came from, as detailed below:

From under the ground, under our feet… they dig a big hole so that they can go
down, down to the bottom of the earth and then they live there. When people
weren’t alive they were alive on the top of the world like us but then they went
under. In the olden days they dug a big hole and then they covered it up.
(Interview, 19/7/06)

Harry did not mention God at any time throughout the research. Indeed, when asked to
comment on God, Harry replied, ‘What’s a God?’ (Interview, 26/7/06).

Tayla
Throughout her day, Tayla verbally expressed her wonder concerning other people’s
actions and her immediate environment, often referring to simple observations or ideas,
as demonstrated by the following excerpt.

Tayla:

What do you think’s going on over there?

Researcher:

Weeding.

Tayla:

What’s that? Wait a minute, how’d she get there? How come you go to
group? When will you come to our group? Do you have an office?
Where is your lunch box? (Field notes, 5/4/06)

Although Tayla’s mother indicated that Tayla often discussed the existence of angels
and religious figures at home with her family, she did not share these ideas at
preschool. Only on one occasion, upon reading a picture book about angels, Tayla
commented on seeing her grandmother appear as an angel in her bedroom.
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I haven’t seen Nan and Pop in a long time. I’ve only seen one angel… I wasn’t
born when she was alive… She just stood there. She’s an angel. You can’t
even see anything in the dark. (Interview, 19/7/06)

Tayla introduced the notion of God into conversations on two occasions to explain the
cause of phenomena. After discussing the sunset in The Boy Who Wanted to Catch a
Star (Jeffers, 2005), Tayla described a sunset she had observed from the car during
the holidays, ‘It was going down just below the grass and it went to Perth,’ she stated. I
asked Tayla where she thought the sunset at night to which she responded: ‘It hides,
maybe God pulls it to his house’ (Interview, 14/6/06).

Interviews with Case Study Children’s Family Care-Givers
Harry’s Parents
Harry’s mother often heard her son discuss ideas he wanted to do and the personas he
wanted to be when older, and encouraged him to reflect upon his ideas. She also
observed him explore his identity during dramatic play, when he would distinguish
between being himself and characters such as Superman or Buzz Lightyear. She
referred to an occasion earlier on in the year when Harry identified with the character of
‘Jack’:

Last year he decided he was going to change his name to Jack, he signed his
name as Jack on arrival at pre-school, always introduced himself as Jack and
even on our holiday in Vanuatu he had every resort staff member referring to
him as Jack. At the time he was enamored with Matilda’s band friend whose
name was Jack, also he discovered that Jack Sparrow was a pirate captain and
he was going through a pirate stage. (Interview, 4/2/07)

Reflecting on Harry’s current personality and motivation, his mother also envisioned the
characteristics he would possess:

Whatever he does he’ll probably be full frontal. He’s like my drama queen and
reminds me of me when I was a child, go in boots and all. Whereas Matilda will
work, she’ll do the under stuff. She’ll be there, but she has what I call the chip
policy, you chip away at what you want and how you do it and you do it in a way
that’s acceptable, whereas I think Harry will be a little bit out left of centre. Isn’t
it amazing how you can slowly just see it. (Interview, 15/10/06)
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According to Harry’s mother, Harry asked ‘big’ questions each day about an array of
ideas, particularly during the half-hour car trips between the city and their home. Their
family referred to these wonderings as ‘Harry’s question of the day,’ as his mother
commented: ‘They always come up. And you think where did that come from, or you
shouldn’t know about that’ (Interview, 15/10/06). Questions were typically of a scientific
environmental perspective addressing concerns such as the origins of air and water, or
a social perspective, such as the reason for people having different coloured skin. On
the day of the interview, Harry’s question to his mother was: ‘If a dog had six legs
would it run faster?’ Harry’s mother believed such questions epitomised Harry’s
continual thinking about his understanding of his existence (Interview, 15/10/06). She
also recognised that the amount of time Harry spent creating projects was a means for
‘getting his head around how things work’ (Interview, 4/2/07). She referred to a week
prior to the interview when Harry had created a ‘water maker’ using a funnel and plastic
tubing. His reason behind the project was to aid water shortage, an idea he had
conceived because the neighbours had recently installed five water tanks. He had also
experimented with freezing water and had placed a musical toy on one of the
experiments for it to freeze more rapidly (Interview, 4/2/07).

According to Harry’s mother, Harry’s interest in ‘anything that moves or grows’ also
depicted his sense of spirituality. At home, Harry caught various animals in a bug
catcher, which often led to discussions with his family concerning life cycles, food
chains, respect for creatures, and returning the animals after capturing them. Harry’s
mother commented that returning the animals had been ‘quite an issue’ because Harry
believed they were ‘all his friends’. After the first animals had died when he refused to
release them, Harry’s mother discussed the causes with her son and asked if he would
prefer a friend who was living. To this, Harry explained that the animals continued to be
his friends regardless of being alive or not (Interview, 4/2/07). Whilst gardening
together, discussions also ensued between Harry and his mother concerning the
lifecycle of flowers.

Harry’s mother believed Harry possessed ‘a very clear concept of death’ due to several
life experiences including the death of his sister Layla who had died before Harry was
born.

He knows all about it…. We look at photos, we talk, and he understands it. And
he talks about it, you know, “You’re not going to die are you mummy before
me?” And I’ll say, “Look, we have a time, our time comes, but I’m going to be
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around a lot longer yet.” I never tell him, you just don’t know that inevitability but
I never have him think that it could happen now, that possibility. (Interview,
15/10/06)

At times, the family observed ‘Layla’s Star’ at night and discussed the people and
animals residing on it. Harry’s mother recalled the family adding friends during the
October school holidays who had recently passed away. Harry commented that the
star was too small for the large amount of people, however, his older sister reassured
him that the star was large enough to accommodate all (Interview, 4/2/07).

Nonetheless, during conversations with his mother, Harry also referred to people as
replaceable beings. During one occasion whilst watching a wildlife show Harry stated
that Steve Irwin was on the television. Harry’s mother explained that it was not Steve
Irwin because he had died, however, the man on the television was undertaking a
similar role. Harry responded that the new presenter could subsequently become the
next Steve Irwin and when he died someone else could replace him. When Harry’s
mother suggested that individuals are not replaced upon death, Harry asserted, ‘If
you’re a superhero you never die, someone takes your place’ (Interview, 4/2/07).

Harry’s mother stated that their family did not follow a particular religion, however
openly discussed with their children the characteristics from various religions and
spiritual thinking, particularly during dinnertime conversations (Interview, 4/2/07). She
referred to a point in her daughter Matilda’s life in Year one when Matilda inquired
about the religions of her school friends. In response Harry’s mother discussed the
various religions with her daughter using the book Whose God Is That? Following the
reading Matilda advised her parents that she favoured Buddhism and the concept of
reincarnation, and planned to return as a butterfly. Harry’s mother stated that their
family’s open relationship with spirituality and religion was also evident in discussions
with Harry, even at the age of four (Interview, 15/10/06). Harry’s mother did not think
Harry demonstrated an interest in God or faith during 2006. However, during a
subsequent meeting with her in late 2007, she commented that he had demonstrated
attention to various religions since attending Baha’i scripture classes at primary school
(Interview, 29/11/07).
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Tayla’s Parents
Tayla’s parents emphasised Tayla’s enjoyment for big questions and desire to know
about how the world works. They believed she had demonstrated such curiosity since
she could verbalise her ideas at age two:

I’ve got a video, she just turned two and she was speaking in absolute complete
sentences. It’s just amazing and you forget until you watch the video and you
look at her, like the day we got the horse. The horse arrived at the beginning of
April and we’ve got her on the video saying, “Mum what is that for? Why is she
doing that?” Speaking like that. (Interview, 11/11/06)

However, Tayla’s parents were concerned that she was interested in issues not
generally associated with younger children. For example, when Tayla had turned four,
she asked her mother if the world could start again and if she could be reborn. When
her mother questioned why she had asked such a question, Tayla advised, ‘When I
was a little baby inside you, Mary said to me, Tayla the world will start again.’ Tayla’s
mother was unsure about where she gained such ideas, as their family had not
discussed reincarnation and was strict with the children’s media influences. She
commented: ‘Where Tayla got that from I have no idea, no idea. And we are really strict
about what they read and what they watch on telly… It was a big question’ (Interview,
11/11/06).

The parents discussed with their children from a young age that people can return as
angels after death and Tayla and her older sister had advised their parents that they
could see angels. Tayla’s older sister also believed she had observed friends that had
passed away. As Tayla’s mother, stated:

She’ll come and say to us, “I’ve just seen so and so in the room again.” And
we’ll have conversations about people becoming angels and stuff but we have
never spoken about reincarnation or anything like that. So where Tayla got that
from I have no idea, no idea. (Interview, 11/11/06)

Tayla’s mother believed that their older daughter’s ‘gift’ had influenced Tayla’s thinking
about the afterlife and also her belief that she could see people at night who had no
eyes. According to Tayla’s mother, Tayla honestly believed she could see the people
and was resolute when she had approached her parents about it (Interview, 11/11/06).
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Concern for Existential Issues: Values-Sensing
Young children eagerly shared their sense of that which mattered to them and openly
expressed their moral reasoning with their peers, particularly during shared play
situations. The themes which children addressed most commonly included sense of
self, values, the act of compassion and sympathy, connection to others and connection
to the wider world.

Observations during Voluntary Experiences
Children often referred to the meaning they associated with their identity through age,
physical attributes, friends, and proficiency in activities. For example, Samantha stated
that she was: ‘Big enough for everything, well I can play with toys and reach toys. I’m
just myself but I can open my seat belt’ (Field notes, 10/5/06). Samantha also referred
to her future in dancing: ‘I’ve got to practise to get better and be a bigger dancer’ she
stated, acknowledging her hope to improve in an area that she valued (Field notes,
3/5/06).

When children referred to their experiences some reflected more optimistically than
others. In one instance, overhearing Nathan cry for his mother, Samantha walked to
him and held his hand: ‘It’s okay, your mum will be here this afternoon,’ she reassured
as she walked him outside to play (Field notes, 7/6/06). Samantha whilst drawing a
picture of her mother at the drawing table also demonstrated positive outlook. She
commented, ‘I’m going to draw my mum cause sometimes when I miss my mum that’s
what I do’ (Field notes, 19/7/06). Utilising drawing as a coping strategy for her grief,
Samantha was able to address her sadness and move on. Children also reacted
positively to experiences of mild despair, such as when artworks did not result as they
had intended. During such occasions, various children demonstrated distress, whereas
others recognised opportunity for change. Whilst being positive, it appeared children
could look beyond the material value of their works and instead engage with the
creative process, as Sharni did when she unsuccessfully created a caterpillar during
free choice activities: ‘Well I’m not going to make a caterpillar anymore,’ she claimed
and used the materials to instead create a kite (Field notes, 2/8/06).

Young children also expressed their value of right and wrong behaviour as an aspect of
meaning making. Most often this occurred during play situations. For example, whilst
playing with toy animals Tegan became upset when Cindy did not state, ‘please’ for a
toy. ‘You’re supposed to say please like I do at home,’ Tegan stated, ‘Can you please,
please Cindy. If you don’t I will just walk away from you and I will play with someone
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else.’ As a result, Cindy said please and the two continued to play happily together
(Field notes, 2/8/06). Right and wrong was also expressed through children’s
discussions concerning ‘good’ and ‘bad’ characteristics of characters during play.

Love and affection were also valued by younger children, mentioned in relation to toys,
activities, friendships and family. For example, whilst playing outside Corrine hugged
Darryn when he stated, ‘You’re always my friend Corrine’ (Field notes, 13/9/06). During
role-play some children also appeared more considerate for the world around them.
For example, Davie, who was observed most of the time playing rougher, more
physical games, when in character during several play situations, often spoke in a
sensitive manner towards his playmates and surroundings. Acting as a pirate one
afternoon, he stated to his peer, ‘You need to get the treasures out and take care of
them, not stand on them’ (Field notes, 22/3/06).

Children also demonstrated their value for the company of others and the desire to
belong to peer groups. On four occasions in particular, groups of children were
observed cooperating to achieve a common goal. In one instance five boys filled a
wheelbarrow with logs and balanced them across to their ‘campfire’, which was a metal
bucket containing sticks. Two girls at the ‘campfire’ stirred the sticks to cook food for
the group (Field notes, 3/5/06). However, the desire to belong and be involved with
other children’s games was a concern of despair for some children. For example, one
morning, Scott was crying in the corner of a room by himself because he was not
invited to a friend’s birthday party: ‘I’m feeling very sadder. I’m not invited to Erin’s
party,’ he stated. He continued to sit on his own for a period and when approached by
peers, chose not to participate in their games or talk to them (Field notes, 10/5/06).

Children were generally sympathetic towards children who appeared ’left out’. For
example, one morning Scott approached Maureen to advise that his peer was sitting on
his own. He pointed to Nathan alone at the play equipment with his back turned away
from the other children, as the following discussion pursued.

Maureen:

Why do you think that?

Scott:

Well he’s done bad things and now he’s feeling left out.

Maureen:

Maybe you could go play with him.

Scott:

Yes, I’ll think about it.

Maureen:

What?

Scott:

I’ll think about something for next year.
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Maureen:

But he’s feeling sad now. Something has to be done now.

Scott:

Tonight I’ll think about it. (Field notes, 22/3/06)

Although Scott failed to act on Maureen’s advice to include Nathan in his game, he
demonstrated awareness of the inclusion of others and perhaps the advice sought on
that occasion would encourage him to take action in impending situations.

Nathan was observed having difficulty with establishing and maintaining connection
with other children on the majority of field days. While he tried, Nathan typically did not
cooperate well in children’s games and acted violently to catch their attention. His
peers were aware and often discussed Nathan’s behaviour and shielded their toys from
him upon his approach. During the initial days of fieldwork, I was warned about
Nathan’s behaviour by a boy who stated: ‘You know Nathan, well he’s not nice. No not
Nathan, you try him out, he’s not nice’ (Field notes, 22/3/06). On occasion, however,
children approved of Nathan’s participation in their games and it appeared that
although it was difficult for Nathan to initiate connection, once he received acceptance
from others, he acted kindly in response.

Family members were commonly referred to in conversations and depicted in artworks,
demonstrating children’s value for family. Reassurance in a parental figure was
demonstrated in terms of care and ultimate goodness on several occasions, as one
boy recalled: ‘Yesterday and last night I had a cough but mum gave me some
medicine’ (Field notes, 24/5/06). Children also applied ultimate goodness to other
contexts, such as the baby chicks requiring the care of a parent.

Also topical in children’s conversations and illustrations was children’s interest in and
concern for the welfare of animals, which often surfaced during play situations. On one
occasion while playing with plastic farm animals, a girl kissed a horse that she believed
was ‘upset’ to help it feel better (Field notes, 12/4/06). Concern also surfaced during
discussions as groups of children observed the chicken eggs in the incubator. Children
articulated the emotional states and defencelessness of the chickens, demonstrating
their value for the chickens’ feelings, as they might that of a person. For example, after
listening to the chicks chirping, Scott stated, ‘I know why she’s crying. She misses her
mum and dad. Her mum’s in one egg and her dad’s in the other. The eggs won’t hatch,
that’s why she’s crying’. Later that afternoon, Cindy commented, ‘Be gentle because
we could hurt their feelings’ (Field notes, 3/5/06).
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Children’s concern also extended to their moral consideration for the lives of animals.
Whilst some children did not hesitate in killing insects and plants, others exhibited a
higher sense of empathy, as outlined in the following example when Sierra carefully
placed an insect she had found in the garden into a small bucket. ‘Don’t touch the
bucket,’ she warned, ‘It’s got a bug in it. Be very careful.’ Nevertheless, a boy picked up
a plastic spool and moved it along the ground towards the bucket: ‘There’s a bug
catcher coming up,’ he stated, ‘It kills bugs.’ In response, the girls screamed, quickly
moving the bucket in order to save the insect and advised the boy to leave (Field notes,
5/4/06). On another occasion, Liam carefully lifted slaters from underneath the mat in
the doorway: ‘I’m rescuing slaters. I put them in my transformer because sometimes
they get trodden on inside,’ he advised (Field notes, 29/3/06). In another instance a
group of children surrounded a puddle searching for tadpoles: ‘I think we better not kill
the tadpoles. They would die and they won’t grow,’ Corrine stated. ‘They’ll go up to
tadpole heaven’ (Field notes, 13/9/06).

Children mentioned God on several occasions, however, this was less relative to
values-sensing and more applicable to wonder concerning God, as already discussed
in Concern for existential issues: Mystery-sensing.

Observations during Curriculum Experiences
Children’s self value and meaning making were encouraged through resources and
learning experiences at the preschool. Self-reflective activities such as children’s self
portraits encouraged children to explore identity, whereas children’s individual
photograph albums allowed children to access and narrate their past experiences to
their peers. Experiences that children valued outside of the preschool were also
encouraged by the activity of taking a journal and a toy Komodo dragon named Iggy
home. Each week one child was given Iggy and Iggy’s journal to record their family’s
activities with Iggy over the weekend.

The daily experience of children sharing their personal stories with teachers and peers
encouraged children to discuss what mattered in their lives. For example, during one
group session, Jaydon showed a newspaper clipping of a large fish to his peers. Time
was allowed for Jaydon to discuss the photograph even when he demonstrated
shyness in front of his peers. Maureen commented on the large size of the fish and
asked Jaydon if he enjoyed fishing. Although unrelated, Keely raised her hand to share
her experience of dancing, she commented: ‘Melissa was watching and so was Kate
and it was very beautiful and Kate said so.’ After several minutes of discussion the
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intended lesson resumed and the children voted on which of the five books they
wanted to read. As they read Sleepy Pendoodle Maureen asked the children to reflect
on photographs of themselves, to consider how they had changed like the character of
Sleepy Pendoodle. The discussion moved to children’s ideas concerning their past and
future, as Keely commented, ‘Maybe when I have my baby I can take photos then too’
(Field notes, 12/4/06). Teachers also demonstrated awareness of children’s individual
interests. For example, during group time Maureen discussed with Erin her enjoyment
for sunsets and looked through a book on sunsets with her to draw for the art activity
(Field notes, 5/4/06).

The shared book experience also motivated teachers’ comments regarding the moral
reasoning of characters in texts. For example, during the reading of Chicken Little,
Maureen commented: ‘No one would let him forget his mistake, that’s not very fair’
(Field notes, 29/3/06). Teachers also encouraged children’s values development during
free-time and group sessions, continually reminding children to act in a considerate
manner, with a particular focus on kindness, sharing, and manners. For example,
having observed a disagreement between twin brothers Davie and Darryn, Maureen
commented, ‘Remember we use our bodies nicely to others, especially brothers,
they’re very special people’ (Field notes, 9/8/06). If conflict arose, children were asked
questions or given suggestions to take responsibility for their situations. For example,
after Maureen observed a child with a large piece of play-doh she asked, ‘How come
you’ve got such a big lump of play-doh? Is that fair? Would you like it if I did that to
you?’ (Field notes, 3/5/06).

PALS sessions also focused upon children’s development of self and values. During a
lesson on calming strategies, the children viewed a puppet show and DVD in which the
character was required to calm down. Maureen asked the children how they
themselves could calm down when they were angry or upset. The following
conversation took place.

Evan:

Take three breaths when she’s angry.

Maureen:

Good, remember you need to use your words.

Erin:

Take three breaths. I can stop it.

Harry:

Take three breaths. I can use gentle hands.

Jaydon:

Red light stop. That’s my truck.

Maureen:

It’s okay to get angry but when you’re angry it’s not okay to hit or be
mean to others. When you’re angry it’s good to calm down.
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Keely:

You could punch a punching bag. (Field notes, 26/7/06)

The PALS program also extended children’s understanding of how to connect with
others and addressed topics such as asking for assistance, friendliness, sharing, and
helping others. Children were observed re-enacting PALS sessions during their free
time, using the PALS puppets and whiteboard (Field notes, 31/5/06).

Teachers also encouraged children’s consideration for animals. For example, whilst
observing silk worms, Maureen stated, ‘You need to be careful with little animals like
that because they don’t have bones. Look only. The oils and germs on our hands can
hurt their bodies.’ Following Maureen’s comment Keely stated, ‘I found a butterfly with
a broken wing so I looked after it’ (Field notes, 20/9/06). On another occasion following
the eating of a child’s birthday cake, their teacher Kate advised the children, to leave
the crumbs for the ants to eat and ‘have a party too.’ Children were also visited by a
reptile handler who brought in various reptiles for the children to touch and discuss,
emphasising the need to care for animals and not to hurt them (Field notes, 26/7/06).
During subsequent group learning sessions children discussed their experiences with
the animals and drew illustrations to record the visit (Field notes, 9/8/06)

Interviews with Children
When asked to draw what was special to them, the majority of children illustrated family
members. (See Appendix G for examples).

Interviews with Teachers
Maureen observed the spirituality of young children as they interacted with younger
children and animals and empathised with someone injured. She also witnessed
spirituality when children defended others in the right and wrong associated with fair
play and the act of giving. She commented:

When we’re talking about things like the rights or wrongs of keeping animals in
captivity and stuff like that, like when they catch lizards and things you can see
some people have either talked it through with their family or thought it through
and other people know it’s just about me wanting this animal. There’s no
consideration for the animal or things like that. (Interview, 16/8/06)

Maureen suggested that considerate behaviour was important to building children’s
connection to self and others. During an interview, she observed as one of the older
124

boys rode his bicycle to a children’s petrol bowser that one of the younger boys was
managing, she stated:

See this is nice. Hopefully this sort of thing, where you’re stopping for the little
three year old who wants to fill you up with petrol even though you want to be
on riding, you’re sort of having that nice interaction that helps meet both needs
and it’s giving him a connection to the older people. (Interview, 16/8/06)

Maureen also commented on the shared book experience as a curriculum activity that
incurred a range of empathetic responses for children:

Some children, the emotions of the characters are reflected on their faces and
they’re really feeling it with them. Whereas others are far more blasé and just
waiting for the story to finish or will have like a peripheral relationship to the
character. Whereas with some others you can tell that they’re about to cry if the
character is having a hard time in the book. (Interview, 16/8/06)

Teachers also referred to the value that children associated with activities that were
generally undermined by older people. For example, for Kate’s birthday, as a present, a
group of children voluntarily made a plastic shaker from a jar and pieces of pasta and
paper. Kate commented, ‘It’s such a good job to be in cause they think of it [her
birthday] as so special and it makes it so special’ (Field notes, 9/8/06).

Observations and Interviews with Case Study Children
Harry
Harry often spoke about the activities he valued, particularly his enjoyment for building
that he had engaged with from a young age: ‘I did make stuff when I was a little baby,’
he commented (Interview, 31/5/06). He also expressed awareness for his potential and
the need to practise to improve performance: ‘You just need to practise. If you practise
at school you’ll get terrific and if you practise at home you’ll get terrific. If you grow and
grow you will get terrific too,’ he stated (Field notes, 13/9/06).

Harry commonly demonstrated a positive outlook and problem solving throughout his
day and often advised his peers to think optimistically. When negative occurrences
happened such as a child breaking his lego construction, Harry stated that he was
upset but could create a new one and began to build with new blocks (Field notes,
13/9/06). Not one conflict concerning Harry and another child or self frustration was
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observed during the research. According to Harry, nothing made him sad except when
his mother was angry with him. He commented: ‘I just get sometimes when my mum
gets angry at me, that makes me sad. But not anything else,’ he stated (Interview,
31/5/06). However, he demonstrated sensitivity to having his hair cut: ‘I’m just scared of
the machines they use,’ he stated (Field notes, 14/6/06). To assist Harry’s trepidation,
the preschool organised a visit from a local hairdresser to cut his hair in front of his
peers. Although he appeared uncomfortable for most of the experience, once done,
Harry insisted he liked his new haircut and was no longer afraid (Field notes, 14/6/06).

Although not discussed in depth, Harry demonstrated an honest portrayal of himself
during several conversations with his peers. For example, on one occasion, whilst
working at the art table one morning, several children commented that they were not
afraid of anything. In response, Harry maintained he was fearful of the dark and other
aspects that children his age seemed to perceive as weakness of character.

Harry:

I am. I’m scared of the dark.

Jed:

I’m not even scared of a thing.

Harry:

Don’t you think you’ll be scared of a big animal with big teeth?

Jed:

No, not even a shark.

Harry:

Well I am. I’m scared of them. (Field notes, 26/7/06)

Daily, Harry stated his love for people and objects. When verbally constructing a written
text about his puppy during groups, he stated: ‘Don’t forget to write that I love him
forever’ (Field notes, 29/3/06). On another occasion, when Harry observed children
playing roughly with toy cherubs, he stated, ‘I didn’t say kill them. I want them to live,
they’re my babies.’ Harry then wrapped the cherubs in a blanket and asked the other
children to move away to allow the cherubs rest (Field notes, 24/5/06). During a home
visit, Harry also sang his mother a song about the love between a king and a princess.
He regularly articulated his affection for his family and commented to his mother his
apprehension for losing ‘Mummy and Harry day’, the day each week which they spent
together (Interview, 4/2/07). Harry frequently commented on his enjoyment for working
with his father in the work shed and referred to his mother as a source of ultimate
goodness throughout his day. When Harry hurt his finger during a home visit, he
immediately approached his mother for affection and to diagnose his injury (Field
notes, 10/7/06). On six occasions Harry referred to his mother as ‘special’:
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I make my mum lovely things. My mum helps me make things. My mum
teaches me. I just like special things about my mum. My mum’s special.
(Interview, 17/5/06)

Harry also discussed and drew pictures about the people he valued most in his life.
When during an interview Harry was asked to draw a picture of the people he regarded
as special, he illustrated his family including his baby sister who had passed away
(Interview, 13/9/06). Even though he had not known his sister, Harry spoke about Layla
in terms of his ‘baby’ and ‘best friend’. Although his sister Layla had died before Harry
was born she continued to be an active presence in Harry’s family life, providing it with
identity and form. Keeping faith in and discussing ‘Layla’s Star’ was a means for Harry
and his family to remain unified with Layla. In this manner, a relationship and sense of
connectedness between the living and the deceased was established, which allowed
Layla to remain an active presence in the family’s life, providing it with meaning after
death.

Each day of field work Harry created a gift to give to his friends, mother or myself.
Whilst observing Harry play one day, the teacher Kate recalled that Harry had drawn
flowers for a sick friend during the week because, he had stated, that was what you do
when people are sad (Interview, 7/6/06). Nearly each day Harry drew flowers: ‘Cause
that’s nice to people. Cause I always be nice to people,’ he stated (Interview, 14/6/06).
He also wrote letters to his peers and one day wrote to Erin requesting her to return the
princess puppet she had taken from him (Field notes, 5/4/06). Consequently, class
teacher, Jan referred to Harry as a ‘presence’ at the preschool, with the potential to,
‘Make friends everywhere because that’s the kind of kid he is’ (Field notes, 14/6/06).
On another occasion, she stated: ‘Some kids aren’t like that. I know if there was a new
kid who arrived that Harry would be the one to go up to them and play with them’ (Field
notes, 26/7/06). Similarly, Maureen believed Harry demonstrated an ability to connect
with others:

He has a knack where everyone would like to be his friend and play with him
because he has that peaceful, caring way about him. So he is a sought after
play mate and the way he asks people, today I saw him bounce up to Jaydon
and say, “Can we play something together?” Like he knows other people’s
interests and will use them to initiate some interaction, which isn’t always the
way. (Interview, 16/8/06)
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Harry’s ability to interact with and understand others was demonstrated one day in the
sandpit when Harry and his friends were approached by Nathan, who asked to help
with the building they were constructing. While one of the boys was immediately
possessive of his project and did not allow Nathan to play, Harry encouraged Nathan
and reassured his peers: ‘He can help, he can help, let’s work together.’ Harry further
commented:

When people want to play with the footy but they don’t… I could come along
and just play with them and if they wanted to play with me then I would let them.
I just come along and I help Nathan. I play with him. (Interview, 7/6/06)

Moreover, Harry regularly referred to the value he related to having friends. For
example, when a boy approached Harry with a toy lazer gun during free-play, Harry
commented, ‘Don’t shoot me, cause I’m your friend’ (Field notes, 17/5/06). Regarding
what makes people happy, Harry commented, ‘Sometimes when they get friends they
get happy and sometimes people get rainbows around them’ (Interview, 30/8/06).
Harry’s friendship with Raymond, a boy with a vision impairment, also demonstrated
his sensitivity to the needs of others. Rarely throughout the school day, did Harry and
Raymond undertake separate activities. One afternoon as the pair burrowed for
dinosaurs in the sandpit, Raymond stated, ‘Let’s do it Harry… Give me five! We can do
anything Harry’ (Field notes, 29/3/06). Maureen commented that Harry’s friendship had
spurred Raymond’s confidence, whereas ‘previously in the year he would just say I
can’t do that and wouldn’t even have a go’ (Field notes, 19/7/06).

Maureen also observed Harry’s concern for inequity and injustice during book readings
and PALS sessions. She stated: ‘You can hear the sensitivity to socio problems and his
helping to suggest solutions for conflicts between puppets when we’re doing things like
that.’ She further commented:

Yesterday he built a dragon at group time and made the fire come out of it’s
mouth and then made the fire burn the dragon’s own tail so then there were
tears coming down the dragon’s face because he had burnt his own tail. And I
think it was humour but there was also a lot more sensitivity there. (Interview,
16/8/06)

Animals were also valued by Harry, particularly his puppy, which he referred to often
and in terms as ‘a special one’ (Field notes, 10/7/06). On several occasions Harry
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discussed the need for plants and non-living objects to be cared for. According to
Harry, he could communicate with tree friends and also with animals using a language
he called ‘Anamalish’, which he demonstrated through making cooing and hissing
sounds (Interview, 14/6/06).

Tayla
Tayla spent the greater part of her day at preschool playing on her own and stated her
value for spending quiet time alone. When asked to comment on her favourite activity,
she stated, ‘I like peace and quiet… I read books and I’ll tell you my favourite at
preschool is going on the monkey bars every morning. It’s fun. And riding my horse’
(Field notes, 10/5/06). Tayla also played with other children and occasionally asked if
she was invited to their birthday parties (Field notes, 2/8/06).

During the shared book experience Tayla demonstrated early stages of empathy
through the questions she asked to which she was unable to articulate answers. For
example, whilst reading The Red Tree Tayla recognised the emotive archetypes
throughout the text: ‘What’s a deaf machine?’ she asked, ‘Why is she really down…
Why is she waiting?’ (Interview, 21/6/06).

Tayla was also aware that she could achieve future goals and mentioned her older
sister receiving first place at the Easter Show in a horse-riding event and her desire to
enter the following year (Field notes, 3/5/06).

Interviews with Case Study Children’s Family Care-Givers
Harry’s Parents
Harry’s mother described Harry as ‘always positive’, rarely demonstrating negativity,
and ‘very gregarious’. She believed Harry was self reflective: ‘As much as he can be at
the age that he is’ and stated that his sensitivity to purpose in life was evident ‘but isn’t
really strong.’ Harry’s mother consciously tried to move Harry beyond his egocentric
stage and discussed with him different behaviours he observed and whether they were
appropriate or inappropriate. She stated: ‘We talk a lot about, “Oh that’s interesting,
now why did you do that and how do you feel it went and what would you do if you had
to do it again?” and that sort of thing’ (Interview, 15/10/06).

Harry’s mother referred to Harry’s value for his past experiences as an aspect of his
current life. Although she believed he appeared resilient, particularly in terms of
relocating between several childcare centres, he occasionally asked if he could return
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to see his friend in Perth and occasionally when tired or unwell, wanted to visit Perth
but could not articulate why. He also expressed his apprehension for his transition to
primary school, including the fear of losing friends and the familiarity of people and
places (Interview, 4/2/07).

Harry’s mother also believed her son valued doing the right thing, particularly in relation
to the behaviour of his older sister. Harry’s mother observed Harry explore an idealised
perspective of what was good and bad, chiefly in relation to the ‘goodies and baddies’
in his games. At times he equated violent behaviour as positive because it was
employed as a protective measure. As a consequence, Harry’s mother asserted,
‘Cartoons and TV have a lot to answer for!’ (Interview, 4/2/07).

Harry’s mother stated that he was ‘very’ connected to others and exhibited a sense of
belonging to his family and friends. She described Harry as an affectionate child, who
enjoyed having people in proximity the majority of the time: ‘He just loves coming up for
snuggles,’ she stated. Harry’s mother also believed he demonstrated concern for
others, ‘In a nice way, not in a busybody type of way’ as he discussed his friends with
her after school. However, she believed his interest was limited to his immediate circle
of family and friends, and referred to the occasions when Harry had observed aspects
of human suffering on the television and had not appeared concerned:

If I turn around and say that I’ve got a headache, he’ll go and get me a water or
he’ll stroke my head or come and give me a cuddle. So in terms of family
experiencing pain then he’s in there. Concern with general human suffering, I
don’t think he’d give a damn. You know, the big world picture, forget it. Even
when things come on the TV, he’s not really interested. He’s more interested in
The Simpsons. (Interview, 15/10/06)

She also believed Harry demonstrated a high level of awareness of diversity for a child
his age as a direct influence of his environment, experiences, and up bringing. She
stated, ‘I think that’s really a key to Harry… He knows that people are different and that
people have different ways to see, hear and all that sort of thing’ (Interview, 15/10/06).

Tayla’s Parents
Tayla’s parents believed their daughter exhibited a strong self-belief and value for
independence and referred to the example of self-determination at Swimming Club,
which they attended weekly. Her mother commented:
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All the other four year olds have their grown ups swim next to them. Well she
swims proper freestyle, breathes both sides, off she goes. No one is going to
help her. She will do it, thank you very much. That is her attitude, so it’s good.
(Interview, 11/11/06)

Working in the youth drug and alcohol industry, Tayla’s mother was aware of issues
affecting young people and believed it was important to develop a strong sense of self
within her own children.

I work with young people and I really worry about levels of depression and I
worry about suicide and all those things and I just think we need to encourage
our children to have a strong sense of, you know “being comfortable in our own
skin” and knowing how to share problems and communicate and get it out
there. And so I think these things are all that. I mean it’s a balance too I think
you’ve got to have. (Interview, 11/ 11/ 06)

Consequently, Tayla’s parents tried to instil in their children a high sense of
independence to ensure their safety in testing situations, as Tayla’s mother
commented, ‘Once they become teenagers they’ve got the courage to be able to say
no and not worry about it.’ However, Tayla’s mother was apprehensive that her
daughter’s strong personality and ‘zest’ would be ‘knocked out of her’ when she
attended primary school the following year. She commented: ‘I’m not a big fan of
schools’, however, she was determined that her daughter maintain her sense of self,
even though society might not value her characteristics as a female:

Her gender is an influence. I think as a female who has ability to think and be
assertive and whatever, it’s not always valued. It’s so sexist and I really want
her to have the courage of her convictions, like to really be comfortable in her
own skin but realise there is always a pay off. But just because you are
comfortable in your own skin doesn’t mean other people accept that in you… I
really worry about Tayla because she has got so much spunk about her and I
don’t want her to lose that. But somewhere down the line she will realise that
there is a consequence to it. (Interview, 11/11/06)

To engage their children’s self-reflection, Tayla’s family employed the time-out system,
which they believed ‘really works, even at Tayla’s age.’ When the children
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demonstrated the wrong behaviour, they were asked to reflect on how others felt as a
consequence of their actions and what they could have done differently. Tayla’s father
commented, ‘They hardly get yelled at which doesn’t mean they don’t get into trouble
because they do but they have to take responsibility for their actions’ (Interview,
11/11/06).

During discussions with her family at home, Tayla demonstrated a strong sense of
concern for the welfare of family and friends. Tayla’s mother referred to a situation in
which Tayla offered to share her grandmother with family friends whose own
grandmother had passed away twelve months previously. Whilst on the phone to her
own grandmother, Tayla stated, ‘You don’t have to say yes but would you mind being
Brad and Jenna’s grandma because they don’t have one’ (Interview, 11/11/06).

Although Tayla’s parents believed their daughter could be a ‘challenge at times’, Tayla
demonstrated concern about right conduct and social justice and exhibited frustration
at others doing the wrong thing, often advising her siblings of their actions which she
perceived as wrong. Nevertheless, Tayla’s parents were cautious that children could be
excessively concerned for others and referred to their nine-year-old son who was
‘constantly worrying about other people’ and stating prayers at night to help his friends.
Although Tayla’s parents recognised his strong sense of empathy and care for others,
they advised Jackson that he could not fix everything. ‘It’s almost like we have to water
that down a little bit by saying that it’s fine to care but also you look after yourself,’
Tayla’s mother stated (Interview, 11/11/06).

Although the family discussed the notion of God’s creatures and love for animals,
Tayla’s parents did not believe their daughter exhibited a strong sense of connection to
animals: ‘I don’t think that is something that is jumping out,’ her mother stated.
However, the parents hoped to encourage within their children environmental concern
and understanding that ‘it’s a bigger world out there and it’s not just about them’
(Interview, 11/11/06).

With regard to Tayla’s connection to God, Tayla’s mother believed that an interest had
developed from Tayla’s exposure to the Catholic school that her siblings attended: ‘So
she has a bit of an interest there in what God is about… She is exposed to it so she
understands a bit about it,’ Tayla’s mother stated. Tayla regularly sang songs to her
family about Jesus and Mary and advised her parents that the Holy Spirit spoke to her.
Her mother commented:
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I don’t even know if we have spoken about Mary but she has embraced Mary
that’s for sure. She loves Mary and the Holy Spirit. I don’t know, I think because
our three children have always had this strong sense [pause]. It is just part of
their lives. Some of the profound stuff might be just unprompted. But yeah, no
pattern to it, very irregular. (Interview, 11/11/06)

Discussion
Teachers and family care-givers at Kinderville Community Preschool agreed on the
importance of spirituality in children’s lives and encouraged various dimensions of
children’s spiritual sensing. The curriculum specifically addressed the ‘spiritual child’
and emphasised the importance of learning experiences related to children’s interests
and a socially stable environment that was aesthetically inviting for children to explore
and interact with. The informal development of children’s spirituality was also
consciously encouraged by staff through their interactions with children and the
learning experiences offered.

Awareness-sensing surfaced most frequently at the preschool setting compared to
other aspects of the framework, perhaps because the preschooler was less aware of
others and more concerned with exploring their world and interacting with it. Children
often concentrated their attention to the here-and-now of their experience or focused
their sensory and bodily awareness to a situation. Although awareness that arose in
heightened aesthetic experience was not as common, group activities invited children
to ‘tune in’ to aesthetic sensations of music and art on a modest level, which their
language and spatial levels of development allowed.

Children demonstrated complete and conscious engagement during their play activities
that often lacked perception of others and indicated the presence of the flow
characteristic. For some children, their engagement with play was particularly high, as
demonstrated by Jack and Scott’s search for a Tyrannosaurus rex. Flow occurred
when the child was interested and the activity was challenging enough to uphold the
child’s interest. Although preschool children appeared in flow more frequently during
their play than other activities, this is most likely because the opportunity existed for
children to be clearly observed both physically and verbally immersed in their play
situations, tended not to articulate their experiences whilst creating art or playing on
their own.
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Young children attached a sense of awe and wonder to their play and the mystery of
everyday experiences. Driven by their curiosity, children often investigated their
environments without a goal in mind, except to experience the activity. Imagination
seemed to enhance children’s state of being as they shifted between the imaginary and
reality, creating marvellous experiences from ordinary events. Mystery-sensing was
also openly integrated into the curriculum, which consciously aimed to stimulate the
young child’s awe and wonder for their surroundings. When children mentioned their
imaginative experiences in the real world, teachers listened to their ideas, rather than
ignore or disagree with their impossibility.

Mystery-sensing was also employed as a means to explore identity, life and death, the
inevitability of change and growth, theories on the afterlife and ideas concerning God
and the wider Universe. Imagination allowed children to interpret and explain the
meanings of a world in which they encountered new ideas and phenomena on a daily
basis. For some children an interest in existential issues was more prevalent, however,
considering the daily frequency that children mentioned the lifecycle and death in the
contexts of games and conversations, they were concerns relevant to most young
children. Death was commonly briefly addressed as children’s discussions moved onto
other topics, or mentioned humorously with a general disregard for social taboo.
Children explained death and the afterlife with reference to personal imaginative
theories and religious and cultural contexts. Teachers also encouraged children’s
existential concerns, demonstrated by discussions that pursued when children were ‘off
topic’ and the reports that teachers recorded on such conversations for parents to view.

The preschoolers also explored their sense of value and moral reasoning at preschool.
During conversations with others, children consistently referred to their age, family
members, pets, and their enjoyment and proficiency in activities. Personal change was
acknowledged as they discussed their past experiences and the future. Values
surfaced as children discussed right and wrong, manners, and fair play, and disputes
occurred as children realised the differences of opinion that existed. The meanings
children obtained from their experiences seemed affected by how they perceived the
situation. Evidently, some children appeared to consider their experiences more
positively than others did and consequently, experienced their day-to-day activities with
a light optimism.

Children’s exploration of their values was facilitated by the curriculum through play,
artistic expression, and discussions during the shared book experience. During
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reading, teacher-led and student-led discussions regularly moved between the text and
children’s own lives, emphasising the value of their own experiences. Children were
also empowered to choose their own activities and provided with space and time to
explore on their own or with others, enabling children to explore their connections to
self, others and their environment. Teachers demonstrated awareness to the individual
interests of students and facilitated for them accordingly through discussions and
activities. Resources such as the children’s individual photograph albums and the takehome Iggy journal also recognised children’s lives outside of preschool.

The desire to belong was a significant aspect of the young child’s day and encouraged
by a considerate attitude promoted by the teachers and facilitated for during
discussions at group learning sessions and free play. Children were made aware of
how to solve problems through teacher recommendations and PALS, and commonly
addressed their own disputes with the help of peers and teachers.

Although children differed in their interactions with animals, the majority of children
demonstrated care and compassion during their play as they cared for toy animals and
role-played as animal characters. Resources including the chicken incubator, bird
feeders, silkworm farm and the reptile man encouraged children’s understanding of,
and connection to the animal world. Through discussions, teachers encouraged
children’s connection to the natural environment and emphasised the need to give
animals the care they require.

Children rarely discussed their connection to God, however, discussed their wonder
about God and the afterlife on several occasions during informal conversations.
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Chapter 5

THE PRIMARY SCHOOL
I like to read about magic and stuff… I just believe that there’s still a bit of mystery in the world,
like there might be a dragon. No one necessarily knows what’s in the Loch Ness and the
Bermuda Triangle so I want to get like an exploration team and go there. But it would be pretty
scary. (Interview with Max, 15/8/06)

The Spiritual Curriculum
The mandatory curriculum for all NSW public schools is guided by the K–10
Framework, a document designed to ensure all K–10 syllabus and curriculum
requirements provide educational opportunities that, among other outcomes: ‘Prepare
all students for effective and responsible participation in their society, taking account of
moral, ethical and spiritual considerations’ (The Board of Studies, 2003, p. 5). At the
primary education level, the framework is guided by learning in six Key Learning Areas,
including English, Mathematics, Science and Technology, Human Society and its
Environment, Creative Arts, and Personal Development, Health and Physical
Education. Of these subject areas, three explicitly address spirituality in their syllabus.
The Creative Arts K – 6 Syllabus refers to art forms as an opportunity for children to:
‘Explore social and cultural values about spiritual and worldly beliefs in Australia and in
other regions and cultures, and to celebrate, share and negotiate these values and
beliefs’ (The Board of Studies, 2006, p. 6). Spirituality is also addressed in the Personal
Development, Health and Physical Education K – 6 Syllabus, which defines health as:
‘All aspects of an individual’s wellbeing, inclusive of social, mental, physical and
spiritual health’ (The Board of Studies, 2006, p. 5). Although the Human Society and Its
Environment K-6 Syllabus does not specifically employ the term ‘spiritual’, the
document outlines that the subject aims to enhance the students’: ‘Sense of personal,
community, national and global identity; and enable them to participate effectively in
maintaining and improving the quality of their society and environment’ (The Board of
Studies, 2006, p. 8). Furthermore, the Human Society and Its Environment (HSIE) K –
6 Syllabus incorporates units of work on ‘Moral education’, ‘Intercultural understanding’,
and ‘Beliefs and moral codes’.
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In addition, as discussed in Chapter two, the Australian Government Department of
Education and Science and Technology (2005) and the NSW Government Department
of Education and Training (2004) recognise that an approach to values education
underpins learning across all areas in public schools. In 2004 the NSW Government
released a statement on Values in NSW Public Schools, affirming that values
education permeates all aspects of school life and is: ‘Taught explicitly in classrooms
through the activities and relationships of the school and its community’ (p. 2). The
document recognises nine core values that ‘are common to a range of secular and
religious world-views and are found in most cultures’ (p. 3). They include: integrity,
excellence, respect, responsibility, cooperation, participation, care, fairness, and
democracy.

In addition, under the Education Reform Act 1990, time is allowed for the religious
education of children of any religious persuasion in every Australian government
school. At Alderton Public School each Wednesday, students attended special
Religious Education lessons of the faith indicated by their parents on their enrolment
form. The half-hour lessons were taught by Catholic, Anglican, Jewish and Jehovah’s
Witness lay teachers, and children whose parents elected for them not to attend were
supervised by a member of staff in the library, where they completed activities
arranged by their class teachers.

Beliefs and Attitudes of the Teachers
The Year 2/3 class teacher Mrs Harrison believed children’s spiritual development was
the responsibility of teachers and parents ‘working together’. Referring to the list of
spiritual traits, (Appendix L), she described the traits as: ‘The most important things that
you can give children’ and asserted that they played a ‘major role’ in her classroom.
She commented:

I don’t know any other way. I see other people doing it [teaching] and it’s very,
very black and white and they don’t kind of give of themselves very much. It’s
all very much, “I’m here to communicate facts and figures and stuff but I’m not
going to go any deeper than that” but I don’t know how to do that. (Interview,
15/8/06)

According to Mrs Harrison, all of the spiritual traits could be taught at ‘some level’ in the
year three classroom and often surfaced whether the teacher was conscious of them or
not. She stated: ‘If you’ve got that sort of belief system it will work itself in there. And I
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mean you do it anyway, whether you do it consciously or unconsciously.’ However, Mrs
Harrison recognised that other teachers did not share her perspective: ‘I cop a bit of
flak from other teachers for being like that. They think you need to go in gung-ho, guns
blazing,’ she stated. Consequently, Mrs Harrison commented on the impact of
individual teachers on the spiritual development of children and referred to the
enthusiasm for learning that students she had taught the previous year demonstrated,
which had been ‘stifled’ with their current teacher:

I mean there are some [teachers] here, you know I really like them as people
but I get a real shock when I actually hear them. You might say, “Oh, so and so
isn’t well today. Did you know?” And they’ll say, “Oh no, we didn’t know”… I’ve
got a child from Year 6 come to me because she’s got problems so she’s sort of
sought me out rather than go to the class teacher because she knows there’s
no real sort of connection there. And that causes issues too because you don’t
want to step on anyone else’s toes. I mean I’d be upset if I knew a child had
gone to another teacher rather than come to see me about something.
(Interview, 15/8/06)

Nevertheless, Mrs Harrison encouraged her colleagues to take an interest in the ‘whole
child’ development of children. Upon attending a bullying in-service, she placed copies
of Haim Ginott’s (1972) quotation, ‘The Role of the Teacher’ (see below), into teachers’
administration trays. Mrs Harrison also displayed the quotation above her desk: ‘I just
love this quote,’ she commented.

I’ve come to the frightening conclusion that I am the decisive element in the
classroom. It is my personal approach that creates the climate. It is my daily
mood that makes the weather. As a teacher I possess tremendous power to
make a child’s life miserable or joyous. I can be a tool of torture or an instrument
for inspiration. I can humiliate or humour, hurt or heal. In all situations it is my
response that decides whether a crisis will be escalated or de-escalated and a
child will be humanised or dehumanised. (Ginott, 1972, p. 13)

Mrs Harrison recognised that integrating spiritual traits into her teaching, led her to
appreciate each of her students as individuals with life factors impinging on them and
influencing their behaviour. She commented:
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It does help too when you get the whole child, it’s not just in isolation. They’re
coming from different backgrounds and it helps you know. If one’s off one day
and behaving badly, you kind of think, “well what is going on, I need to find out”,
rather than “you’re just behaving badly, you’re going on detention.” (Interview,
15/8/06)

Although Mrs Harrison acknowledged that, ‘it can be rewarding to be like that’, she also
commented on the emotional and health issues she endured as a result: ‘You tend to
get more health issues because my energy is being drained a lot quicker than
someone who just comes in, does what they have to do and off they go, like it’s only a
job type situation’ (Interview, 15/8/06). Nonetheless, Mrs Harrison believed it would be
beneficial for new teachers to train in the area of children’s spiritual development:

I think somehow or other in the teacher training course… That there was just
something, a subject, I don’t know what it could be called, but just so that they
realise that they are all little individuals and that there are so many things that
impact on them… You know just using Multiple Intelligences you can see how
they’ve all got their own little talents and drawing it out. (Interview, 15/8/06)

The School Day in the 2/3 Classroom at Alderton Public School
The typical routine of events on a Wednesday in the 2/3 classroom, was as follows:

09.30

News

10:00

Scripture

10:30

Maths Groups

11.15

Recess

11.35

Art activity/ reading groups/ Human Society and its Environment

01.00

Lunch

02.00

Art activity/ reading groups/ Human Society and its Environment

03.30

End of day

Each morning children lined up outside the classroom and greeted Mrs Harrison on her
arrival. Once bags were unpacked, the class sat on the carpet at the front of the room.
Each child carried out their morning duty, which was changed weekly. On a rotating
roster, one child was also selected as the week’s ‘special person’, whose role was to
individually greet students as they read the names from the roll. News followed as
children discussed what was happening in their lives and Mrs Harrison commonly
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inquired about a family member’s health or a weekend sports result. Each week
children were given a news topic to discuss which tended to be based upon the HSIE
unit. School activities often combined English and HSIE with art activities.

The Emotional and Physical Environment
The 2/3 class was situated in one of the demountable classrooms. The room was lit
with natural light and the walls were coloured with bright paper and children’s artwork.
Paintings of the Sydney Harbour Bridge were displayed on the back wall with
quotations stating ‘heart, share the love exciting, hope, dreams, Sydney celebrates,
reconciliation, colourful, spectacular, beautiful’. The blackboard was brightly decorated
with the letters of the alphabet, the children’s group points, and the class jobs chart. A
book stand and book case were positioned at the front of the room displaying texts and
resources related to ‘English’ and ‘Human Society and its Environment’ topics. Children
sat in tables arranged in groups of four to eight. Seating arrangements were changed
weekly by Mrs Harrison, who felt it was important to regularly modify children’s group
dynamics.

The Case Study Children: Family Disposition on Spirituality
Hayley’s Family
Hayley’s family was not religious and Hayley did not attend school scripture classes,
however, her grandmother had introduced her to the teachings of Buddha.

Hayley was born into a family of artists. Her grandfather was a renowned artist in the
South Coast area and her mother was a practising artist and art teacher.
Consequently, Hayley was encouraged to express herself through art. The walls of
their family home were adorned with framed artworks and collaged photographs.
Hayley’s bedroom displayed her own pieces of framed art and her mother’s dream-like
paintings resembled Maurice Sendak’s (1970) classic text, Where the Wild Things Are.
Other rooms in the house also had an imaginative quality about them. The walls of the
kitchen were fuchsia pink and collaged pictures lined the walls.

Commenting on Hayley’s family, Mrs Harrison stated:

Her mother is very artistic, she’s very different. She sort of talks like her mother
and I’ve met her grandmother and she’s just like that too. And I just thought that
I can see this following through the whole line of generations. (Field notes,
15/8/06)
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Max’s Family
Max’s mother believed spirituality was ‘very important’ to children because the traits
associated with it, ‘translate well to adulthood and wider issues’ (Interview, 17/11/06).
Referring to the spiritual traits list (Appendix L) she asserted that spirituality was an
innate quality primarily developed by a child’s family, however, she also recognised
that the school and community were responsible for providing further information and
support. She heard Max discuss aspects of his spirituality during mealtime discussions,
in private conversations with her after school, and during playtime with friends and
family. She commented: ‘We are a family that communicates well. We insist on evening
meals together where a variety of issues are discussed.’ She also stated that she and
her husband, ‘Encourage thought and curiosity about everything’ and openly discussed
issues that their children raised (Interview, 17/11/06).

Max was described by his father as ‘different’ from their other children. From a young
age, his parents often heard people comment that he was memorable, with a distinct
personality that set him apart from others. Similarly, Mrs Harrison believed Max
‘travelled to the beat of a different drum’, however, she could not define what his
‘different’ characteristic was. She stated:

He doesn’t know which tray to put his book in, and you know, we do the same
thing over and over, and you can see it, he looks like “I don’t know what I’m
doing.” And I’ve spoken to Jenna [his mother] and she says, “I don’t know,
that’s just always the way he’s always been.” I mean they have a very privileged
background and they’ve travelled the world and they’re exposed to lots of
different things but I don’t know, I think this is even something different to that
again, than just being privileged. (Interview, 15/8/06)

When asked during an interview if she held any hopes for Max’s future, Max’s mother
stated: ‘I want Max to be happy. I hope that he has a feeling of fulfilment and a balance
between work achievements and a happy family life’ (Interview, 17/11/06).

Natalie’s Family
Natalie’s mother asserted that children’s spiritual development was the responsibility of
parents and ‘very important in any individual as they foster a more caring and nurturing
adult.’ Although Natalie’s parents were no longer practising Catholics, they encouraged
a strong belief in God among their children and emphasised the importance of being
kind to others and tolerant. She stated:
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Martin [husband] and I were raised as Catholics, however, we have not been
practising Catholics for quite some time. We do, however, have a strong belief
in God and try to instil in all our children the importance of being kind to others
irrespective of age, race or religion. (Interview, 9/1/07)

Natalie’s mother heard Natalie exhibit from the spiritual traits list (Appendix L) mostly
in discussions with her family at home and during car trips. She believed Natalie
voluntarily engaged with most of the spiritual traits and some appeared to be triggered
by events she was exposed to through radio and television (Interview, 25/7/06). When
asked if there was anything she hoped Natalie would achieve, Natalie’s mother stated:
‘We would only hope that she experiences love and is happy and healthy’ (Interview,
9/1/07).

Commenting on Natalie’s background, Mrs Harrison stated: ‘They [Natalie and Amy]
come from very normal type backgrounds and they know the right things to say and
they’ve got lovely manners and the rest of it but I don’t think they think very deeply
below the surface of that’ (Mrs Harrison, 15/8/06).

Children’s Perspectives on Spirituality
When Hayley was asked if spiritual development was relevant to children her age, she
stated: ‘I think you should worry about it all your life because if you don’t your life turns
into a big disaster and you only have one life.’ She determined that it was her
responsibility to develop her own spirituality:

I think it’s yourself because if your dad or your mother think you are someone,
that they know whatever about you, it might not be true and then you just
become a way different person that you would like to be… The only person that
really knows about you is yourself. (Interview, 19/9/06)

By contrast, Natalie believed it was the responsibility of ‘teachers and sometimes our
mother and dad but mostly our teachers because they talk about it.’ She stated it was
the role of others to communicate to children the importance of self belief: ‘Well they
could say don’t worry about what anyone else thinks how you are, you just worry about
how you like to be yourself and just be yourself’ (Interview, 19/9/06). Commenting on
what she felt was important, Natalie stated, ‘I think its important to look after people
and think about yourself and not try and be like anyone else, just be yourself.’ She
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concluded, ‘I don’t care what people think of me because I like who I am’. She also
believed it was important to develop spiritual traits now to maintain her sense of self
when older:

Because if you don’t care about yourself right now, like you don’t think of
yourself right now, you might think you are too fat or you are ugly or you are too
skinny and [think to yourself] “I have no friends and no one likes me”, and
you’ve got to just be yourself and people will like you. (Interview, 12/9/06)

Amy asserted that children’s spiritual development was the joint responsibility of
parents, teachers and the child themselves. Amy agreed with Natalie’s comment
concerning the importance of self belief when older, however, also referred to the
importance of maintaining the care of one’s physical appearance.

I think it is important to look after yourself and think about yourself. And the
reason why you have to think about yourself [is] because if you don’t think
about yourself now, the same thing as Nat said, when you get older you might
go “I’m too fat” or something like that and the reason why you have to look after
yourself [is] because you don’t want to get older and get lots and lots of pimples
on your face, get stuff that you are not meant to have, like men or boys get this
and they are called blackheads. And if you are a boy you don’t want to get
those. (Interview, 12/9/06)

The Themes of Children’s Spirituality

State of Being: Awareness-Sensing
Children demonstrated tuning during class time and engaged with the immediacy of the
here-and-now on several occasions. Daily, children applied the conscious engagement
of flow to their play activities and creative experiences.

Observations during Voluntary Experiences
When children engaged in several games and sports, it was as if activities managed
themselves, indicating the flow characteristic. Whether this was a group skipping
activity, soccer, or a make-believe game involving characters such as werewolves,
children generally appeared absorbed in their activities with little regard for other
children’s activities around them. Whether participating in sports or play, children often
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continued their games after the bell sounded, signifying their concentrated attention to
their task.

Observations during Curriculum Experiences
Children demonstrated bodily awareness in response to a handwriting activity one
morning. During the lesson Mrs Harrison encouraged the children to relax their bodies
and minds by performing shoulder rolls and finger exercises. She commented on the
children’s silence, their posture and ‘beautiful’ handwriting, as they attended to the
here-and-now of their experience (Field notes, 12/9/06).

Although she did not use the term, Mrs Harrison commonly employed the experience of
tuning in the classroom to calm the class and bring their awareness back to the
situation. To alert children of a class interchange, Mrs Harrison often sang a song for
the class to follow. In a matter of minutes the room was tidied and the class was seated
on the carpet singing and performing the corresponding actions. Many of the songs
encompassed positive lyrics that the children would ‘tune in’ to, demonstrated by their
smiling faces and laughter as they sang. The lyrics of The sun is a very magic fellow
are as below.

The sun is a very magic fellow,
she shines on me each day.
The wind is a funny fickle fellow,
she blows my dreams away.
The rain is a very sad lady,
she falls down on me sometimes.
But the sun is a very magic fellow,
she shines down on me each day.

On another occasion, during scripture, the children listened to an audio recording of the
wind. Immediately, demonstrating his want to interact with the sounds, Eli asked the
scripture teacher: ‘Can we pretend to be in the wind?’ However, he was advised to
instead focus on listening to the recording (Field notes, 9/5/06).

Interviews with Children
Although children were not interviewed specifically on awareness-sensing, children
introduced their experiences of flow and focusing to discussions. In one instance, Amy

144

described a bodily state of nervousness and wanted to know the reason for the
experience.

Amy:

I have another question, say if like something happens but you don’t
want it to happen but it’s good. This isn’t true or anything, but say if your
mother or dad is on canteen because you’re embarrassed then you
can’t leave the canteen and you get all stomach bugs in your tummy.

Natalie:

Butterflies?

Amy:

Well why do you get that feeling? And why are they called that?

Natalie:

Yeah cause it’s so scary. Cause I was late when I came to Kindy and I
had butterflies in my tummy and I went to sit down next to Ashleigh but
she wouldn’t speak to me. (Interview, 6/6/06)

Interviews with Teacher
Although Mrs Harrison had not used meditation in the classroom, she intended to use
the ‘Heart Talk for Children’ guided meditation CD on her desk (Field notes, 21/3/06).

Observations and Interviews with Case Study Children
Hayley
Hayley demonstrated the flow characteristic whilst working on art at school and at
home. She also described the consciousness associated with the flow experience
during an interview, when she explained her enjoyment for drawing regardless of other
activities occurring around her. Although she referred to feeding her sister’s horses as
her second favourite activity, she explained it was not important if she was drawing:
‘Cause I’m drawing and I’m enjoying the drawing.’ She further commented, ‘Sometimes
when I’m bored I just sort of draw. I just draw weird things for no reason’ (Interview,
29/8/06). During news, Hayley also referred to drawing without a goal in mind, as she
explained, she had created a collage to show the class, ‘For no reason, just felt like it’
(Field notes, 16/5/06). Hayley recalled her pleasure for drawing from a young age. She
stated, ‘At home when I was little I used to draw and paint on the walls a lot’ (Interview,
18/7/06).

Max
During school time Max often appeared completely absorbed in the here-and-now as
he made observations out of the window and disregarded his schoolwork. Unaware of
the teacher’s instructions and children’s group discussions around him, he pensively
and regularly watched the trees and empty playground outside. On one occasion when
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I asked Max what he was thinking about, he smiled and replied, ‘Personal stuff, fantasy
stories that I make up. And food’ (Interview, 23/5/06).

During recess and lunch, Max frequently engaged in dramatic play activities. He and
his peers often re-enacted the film The Matrix and played a game where they stole
make-believe steaks from each other. He also commonly spoke with an American
accent. During such games, Max was unaware of others observing him and did not pay
attention to other’s activities. At home with his siblings, Max also consciously engaged
with his play experience but additionally enjoyed spending time on his own, as Max
commented:

We play most of our games out here. Sometimes I prefer to play on my own,
like private things like playing my little games on my own… I do my thinking at
school. When I get home my brain likes to turn off. (Field notes, 26/10/06)

During the act of reading Max also appeared to consciously engage with the flow
experience. He described reading as ‘breathtaking’ and seemed to enjoy the escapism
and adventure of a book. Consequently, Max discussed his dislike for reading groups,
which he believed disrupted the flow of reading. He stated: ‘I hate it. I hate reading a
chapter and just stopping. There’s no point to reading groups cause you don’t really get
to read’ (Field notes, 12/9/06). Max also described his enjoyment for visualising plots
and characters in response to the statement, ‘When I read I enter another world…’ In
response he stated:

I think it’s true because the more you read the more you start to picture what
the person is like and how they behave and how they slot into the story. The
book that I’ve read is called the Forgotten Prince, the main character is a thief
called Sal and she can like climb up sewer drains and stuff and the more I think
of her the more I get the picture of her and the sewer drains. (Interview, 1/8/06)

Max also demonstrated tuning during his weekly keyboard tuition at school. He enjoyed
his lessons and confidently expressed his movements in response to the music he
created. As Max played heavier pitched notes, he responded to the music by acting as
a character. Closing one eye and hunching his back, he extended his hands and
fingers, reaching slowly for the keys. In response to higher notes, he scrunched his
face tight and moved his mouth as if to taste a sour toffee. He interacted with the music
in this manner for the remainder of the lesson and continued to play when the teacher
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advised the lesson was complete. Max stated that Beethoven was his favourite
composer (Field notes, 22/8/06).

Natalie
Natalie was rarely observed in flow. During free play Natalie generally attended to the
people around her rather than becoming lost in the nature of her activities, and in the
classroom often participated in quiet conversations as she carried out her work and
seldom demonstrated absolute attention.

State of Being: Mystery-Sensing
Although children demonstrated awe and wonder for the world around, children rarely
mentioned what they wondered about unless asked to comment on it or in response to
a text read during class. However, children commonly employed imagination to
enhance their reading experiences and games and this was encouraged by their
teacher.

Observations during Voluntary Experiences
Occasionally children discussed awe and wonder for aesthetically-pleasing objects. For
example, as Grant constructed an animal from boxes during a class lesson, he
explained his choice of a dragon because he enjoyed their colourful appearance (Field
notes, 6/4/06). Children also demonstrated awe and wonder for magic and fantasy.
One recess, Jacob and his peers read the Dragonology book (Field notes, 6/4/06). On
another occasion whilst lining up after lunch, a group of children exhibited awe and
wonder for the various tricks Rebecca showed them in her magic book (Field notes,
2/5/06).

Observations during Curriculum Experiences
Awe and wonder were exhibited more frequently in the classroom when children were
given opportunity and time to reflect. For example, in her recount of the holidays,
Jackelyn chose to focus her writing on a crystal she had found:

I found a real crystal. It was pink and it was very pretty. I found it when we went
bushwalking. And I saw a rock but I thought rocks aren’t pink and I asked my
mother and she told me it was a crystal. (Work Sample, 2/5/06)

Similarly, children demonstrated awe and wonder for their environments when they
painted their ‘favourite outside place’ for the local Seaside Festival. Before illustrating
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their ideas, Mrs Harrison advised the children to ‘close your eyes and have a little think’
about their subject. The following responses surfaced during the class discussion as
children explained to Mrs Harrison what they intended to paint:

Grant:

Uncle Kev’s, it’s a big area and I get to run around with the dog, and it’s
hilly and there’s trees.

Ralph:

Coral Bay Western Australia. It’s got a really nice beach. We used to go
to this really nice area where there was a big rock.

Jackelyn:

Seaview Bridge because it’s nice and has a nice view. I can see the
water and cliffs.

Shiloh:

Amy’s backyard cause we go for small bush walks in it (Field notes,
21/3/06).

Ryan:

Great Barrier Reef, because all fish swimming around with coral and
reef on the bottom snorkelled there. Felt quite relaxed because of all the
fish swimming around.

Harper:

Camping, playing with my friends. Sit around the fire and toast
marshmallows. (Field notes, 21/3/06)

Children’s use of imagination was encouraged on several occasions by Mrs Harrison.
For example, whilst discussing the Charlie and the Chocolate Factory and the golden
ticket activity, Mrs Harrison asked the class: ‘Does it capture your imagination?’ (Field
notes, 29/5/06). Similarly, during Reading Groups, she explained, ‘It’s a story where
you have to use your imagination’ (Field notes, 25/7/06). On Grandparent’s Day,
children were asked to imagine and describe an activity that their Grandparent enjoyed.
Hayley wrote, ‘I dreamed I was Pa at Sandy Bay. Going fishing at any time of the day.
Happy and hungry’. Max recorded, ‘My grandma likes to garden. I dreamed I was
grandma in the garden playing with Jenna in the morning. Calm, relaxed and happy’
(Field notes, 13/4/06).

Interviews with Children
Mystery-sensing surfaced throughout interviews as children eagerly described physical
and imaginary places that had an effect on their state of being. During one interview I
asked Amy if there was a place that she enjoyed going to. Immediately a smile
appeared on her face as she referred to the large scrub area that backed onto her
family’s property:
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My special place is out the back. It’s where there’s little stairs going down and
there’s all like green stuff on the side and down the bottom. It’s all wild because
there’s lantana in it. And if you keep going you end up at a swimming pool and
you can swim in it… It’s special to me because when I go down there we
normally go on bushwalks and it’s at night time and it’s got lights and it’s really
pretty and in the day time we all go on bushwalks. There is a family of possums
there and it sounds like a duck but there’s a frog. (Interview, 1/8/06)

Amy also referred to her backyard during subsequent interviews: ‘There’s things out
there that I haven’t seen before, and fun cause it’s usually night time. It’s really cool
cause you go down one bit and there’s Aboriginal paintings there when you take the
bark off,’ she stated (Interview, 21/3/06). Several other children referred to their
aesthetic appreciation for living near the beach, as Shiloh stated, ‘The nicest thing
about home is that I have a lovely view of the ocean’ (Interview, 12/9/06).

Observations and Interviews with Case Study Children
Hayley
Hayley often discussed awe and wonder for the world around her. Whilst walking to the
local park with her friend during a home visit, Hayley stopped to observe the extensive
mountain range in the distance behind her. Her pause and expression revealed
something of her awe at the grandeur of the natural feature, as she stated: ‘When I
look at those mountains I sometimes wonder what it would be like to climb that’ (Field
notes, 6/8/06). Hayley also made remarks throughout her day such as wanting to fly
like an eagle and her desire to become a strawberry for their delicious taste (Field
notes, 6/8/06).

Hayley also referred to the aesthetics of her environments and the effect this had on
her state of being. On several occasions she discussed her enjoyment for living in a
small ‘cosy’ home, in contrast to the ‘ugly’ modern houses next door. She also
expressed her desire for the construction of modern houses in her neighbourhood to
cease. Hayley enjoyed being in her home environment because: ‘It’s near the beach
and my mum is there and it’s in a safe place and it’s not too busy.’ At home, Hayley
mostly enjoyed, ‘… drawing and watching whatever Brooke [sister] is doing. And I like
food and listening to my I-pod, looking at mum’s paintings.’ As she looked to one of her
paintings she stated, ‘It’s a picture of walking down to my Grandpa’s’ (Field notes,
6/8/06). Hayley also expressed awe and wonder for the natural environment and its
inhabitants when discussing her favourite outdoor area for the Seaside Festival:
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My sister lives up in the mountains. We go driving there to a little corner. I
always remember it and you can see the horses and it has a wombat hole. And
it’s up the back at Mittagong in the bush. There’s lots of trees and when you
look up there’s nothing but sky. And there’s heaps and heaps of kangaroos
there, like two thousand. (Field notes, 21/3/06)

Art was employed by Hayley as a medium to appreciate and enter imaginary worlds.
The majority of the time she carried a small book which contained many of her
sketches and drawings. Covered in purple satin fabric and entitled Hayley’s book of
things, the book contained a variety of sketches and drawings. Describing art, Hayley
stated: ‘I like to draw mainly horses or the beach. I imagine that I’m sitting on the sand
and the water is kind of coming up’ (Interview, 13/4/06). Hayley also applied
imagination to engage with reading: ‘Sometimes I feel like if I was there, in say a book
or a painting, I think what would I do… I imagine I’m walking around the streets and
things like in the book,’ she explained (Interview, 18/7/06).

Hayley also had an imaginary friend named Henrietta, whom she mentioned daily.
Henrietta was discussed with her mother and referred to during news and Peer-support
groups. According to Hayley, Henrietta was one of her best friends. She explained that
Henrietta lived in the tree outside of her bedroom window, however, often visited her
uncle and other relatives in England. Hayley frequently discussed her imaginary friend
during interviews, advising the activities they shared:

I walk my dog with her and actually she’s a fairy. It’s pretty weird. She lives in a
tree in front of my house. She’s ten and we play with my doll house and I had
three pictures of paper and they’re pictures of her. One’s just a draft, one’s of
when she was five and one’s of now. (Interview, 29/8/06)

Max
Fantasy played a large part in Max’s day-to-day experience. Underneath Max’s desk
were many pieces of paper on which he had drawn intricate illustrations of weapons,
dragons, dinosaurs and people representing the fantasy worlds he read about and
imagined. The subjects of Max’s drawings were also the focus of the games that Max
played with his friends (Field notes, 9/5/06). It seemed mystery created enjoyment and
adventure for Max. Commenting on his enjoyment for reading about magic and science
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fiction, Max insisted: ‘Not a lot of people… Well only ten percent of the world believes
in magic’ (Interview, 1/8/06). He further stated:

I like to read about magic and stuff… I just believe that there’s still a bit of
mystery in the world, like there might be a dragon. No one necessarily knows
what’s in the Loch Ness and the Bermuda Triangle so I want to get like an
exploration team and go there. But it would be pretty scary. (Interview, 15/8/06)

As Max worked on his school activities, he frequently entertained others and discussed
different imaginative ideas and realities that he wondered about. For example, one
morning Max had completed little work across two lessons, however, he stated to his
peers, ‘I’m a dog charmer if anyone wants to know’ as he slowly sharpened his pencil
observing the cautious rotating movement he made (Field notes, 29/8/06). As a
consequence, Max often concentrated on activities other than his school activities.
Referring to Max during basic skills standardised testing, Mrs Harrison stated, ‘He will
probably do very poorly. He just sat there for a while and day dreamed. He’s much
more oral’ (Field notes, 1/8/06).

Max also exhibited awe and wonder for a camping ground regularly visited by his
family. Max referred to his enjoyment for: ‘Putting on clay, taking my shirt off, feathers
in my hair’ when there (Interview, 13/4/06). On another occasion, in response to the
class reading of The Waterfall’s Gift, Max described his family’s connection to the area
and this is discussed in Concern for existential issues: Values-sensing.

Natalie
Natalie commented on the positive effect that the beach had on her state of being.
According to Natalie, spending time at the beach made her feel ‘good cause you’re
down to where you’re breathing nice fresh air and you’re playing and you’re going in
the water and splashing around and your family is there with you’ (Field notes,
29/8/06). During a class discussion Natalie also stated her enjoyment for lying down at
the park and imagining the clouds to be different animal shapes. She stated: ‘When I’m
at the park I watch the clouds and I imagine they’re all animals and stuff,’ she stated
(Field notes, 25/7/06).

Instances of mystery-sensing also surfaced when Natalie referred to the statement,
‘When I read I enter another world…’ In her response, Natalie wrote: ‘Sometimes I
think I’m in the book and when it is a book with no pictures I can imagine the pictures in
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my head’ (Work sample, 6/8/06). At news, she discussed her enjoyment for books such
as her favourite text, The Magic Faraway Tree. Natalie also referred to her enjoyment
for imagining her own stories:

You know how you make up stories and stuff, is that kind of your imagination,
when you’re making up stories? Cause I like making up stories like fairy tales
and stuff like lots of ones like the Hairy Fairy, that’s about my dad. (Interview,
6/6/06)

Interviews with Case Study Children’s Family Care-Giver
Hayley
Hayley’s mother acknowledged that her daughter ‘enjoys anything to do with drawing’
(Field notes, 6/8/06).

Max
Max’s mother stated that her son demonstrated ‘Great imagination’ as a result of
extensive reading (Interview, 17/11/06).

Concern for Existential Issues: Mystery-Sensing
A sense of awe and wonder was drawn upon by children in order to question their
world and interpret the meaning. The existential concerns of Year three children tended
to centre on faith systems, God and death. However, children also expressed hopes for
their personal futures and concern for the uncertainty of future happenings.

Observations during Voluntary Experiences
Death was mentioned by children on eight of twenty observation days, with most
references made to children’s grief for family and pets. For example, upon hearing her
peer sing a song during reading groups, Shiloh commented: ‘That makes me feel sad
every time I hear it cause my rabbit died.’ She continued to discuss her deceased pet
and stated her desire for it to ‘come back to life’. Amy, who was seated next to Shiloh,
replied, ‘Don’t ever talk about Shiloh’s rabbit. It makes her cry’ (Field notes, 13/6/06).
On several occasions children mentioned their concern for the inevitable future death
of pets. For example, Rebecca referred to her dog: ‘Myn is thirteen and I don’t want her
to die,’ she stated (Field notes, 13/4/06).

Children also made reference to various faith systems when working at their tables.
The notion of God was discussed on six occasions, referring most commonly to the
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origin of objects and phenomena. The following conversation occurred during art when
Eli claimed he had invented the word ‘constipated’.

Claudia:

No, God made it up.

Natalie:

No he didn’t.

Claudia:

Yes he did. He made up everything.

Max:

When it rains me and Brodie [brother] always say he’s watering his
garden. When it hails, he’s playing golf. (Field notes, 16/5/06)

On another occasion, Amy and Hannah discussed attending a children’s Christian
church group for an hour every Tuesday (Field notes, 29/5/06). Amy referred to God on
most days, usually with reference to ‘God’s creatures’ or as an explanation for a natural
phenomena or moral. During one recess, she asked her friend, ‘Don’t you believe in
Jesus?’ to which her friend nodded to demonstrate her faith and the pair continued with
their game (Field notes, 21/3/06).

Children also referred to astral horoscopes and crystals in terms of a faith system. On
one occasion, Claudia referred to the meanings of several gemstones her mother had
bought for her, as she explained: ‘This one is for love and this one is for peaceful and
this one is good-luck.’ She advised her friends to be careful whilst handling the ‘pretty
and special’ crystals (Field notes, 25/7/06).

Observations during Curriculum Experiences
Units of work on global religions and the Aboriginal Dreamtime were taught in HSIE.
During term four, children learnt about an array of religions and presented projects
detailing a faith of their choice. The Aboriginal Dreamtime unit included work on the
‘lifestyle and spiritual life’ of indigenous Australians and included the reading of many
Dreamtime stories. Each child commented on their enjoyment for the stories and
several stated their cultural purpose. As Mark explained, Dreamtime stories were
employed ‘to explain how things first got here in Australia and how some animals are
special, like the platypus’ (Field notes, 6/4/06). In addition to discussions, children
rewrote and illustrated their choice of Aboriginal Dreamtime stories as part of an A3
class book and designed a Tiddelywink frog to explain a creation story. Children also
participated in a Multiple Intelligences Day that focused upon Aboriginal culture (Field
notes, 6/4/06). Throughout the year, the class also sang songs related to Aboriginal
faith systems. For example, Tommy the Termite referred to the Dreamtime and The
Rainbow Snake depicted the spiritual snake as the bearer of water.
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The notion of God was also discussed during scripture classes. However, children
were not given time to question God, rather they were told what to believe, as the
Anglican scripture teacher stated: ‘It really did happen, we need to accept that these
things really did happen, we have witnesses’ (Field notes, 21/3/06). Although the
children did not question her statements, when the class finished one morning, Grant
advised that he did not believe in God as creator. Rather, he stated: ‘It just came like
that. My mum said it, God didn’t really make it’ (Field notes, 16/5/06). Nevertheless,
scripture lessons largely focused upon children’s relationship to God, as detailed in
Concern for existential Issues: Values-sensing.

Children’s mystery-sensing concerning death surfaced on four occasions during
classroom discussions. The following conversation occurred as children walked into the
classroom the day of Mrs Harrison’s return from a two-week holiday in the United
Kingdom.

Eli:

The Princess of Wales died.

Mrs Harrison:

Yes, I liked her and I actually stayed in a place near hers and
when I was away I found out that Steve Irwin died. That’s very
sad.

Ellie:

Peter Brock died too.

Max:

There’s like a celebrity plague going on.

Billy:

Who’s the next one dying?

Mrs Harrison:

I don’t know, nobody knows that.

Natalie:

Some people say it goes in threes, people dying.

Shiloh:

Well my mother said at least he didn’t die of much pain.

Billy:

And he died doing what he loved. (Field notes, 19/9/06)

Following the discussion, Mrs Harrison reoriented the class to the children’s news,
however, the class continued to discuss their interest concerning Steve Irwin’s death.

Rebecca:

Also when I first heard that Steve Irwin died my next door
neighbour lended us her magazine and it says ‘Family and tears
for Steve Irwin’. And it says “I love you daddy.”

Mrs Harrison:

She [Steve’s daughter] was the same age as some of you,
wasn’t she?

Natalie:

Yeah and the little boy keeps asking, “Where’s my daddy?”
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Rebecca:

And I thought that me and my family are going to raise money…
And also on the news there were these guys surfing on it, cause
he liked surfing.

Mrs Harrison:

Yes, that’s lovely isn’t it.

Natalie:

Well when Steve died there were all these people who started
killing stingrays but that’s not what he would have wanted. And
they have it on tape but they won’t show it.

Mrs Harrison:

We shouldn’t try thinking about that. We should think of all the
good things. (Field notes, 19/9/06)

Death was also mentioned during a maths lesson on probability as children discussed
likely events. Among suggestions including ‘lunch’ and ‘sports’, Mark suggested, ‘That
we’re going to die’. Again, when Mrs Harrison asked the class to describe an event that
was unlikely, Mark stated, ‘That we’re going to die today.’ He was advised not to
mention death again, as Mrs Harrison commented, ‘If you say that again I’m going to
send you to Mr Gallon. I don’t want to hear it again.’ During the lesson, in her textbook,
Amy referred to the improbability of the sky turning green: ‘Because it’s always that
yellowy or blue or orange colour because God made them that way so they’ll always be
that way’ (Field notes, 2/5/06).

Children also chose to discuss death during news on several occasions. For example,
Eli referred to his uncle whose friends had died as a consequence of war:

If he was still alive he wouldn’t talk about the war because he lost all of his
friends. They all got shot. But my Uncle Benny he’s still alive. He went to World
War Two and he even talks about the war. He’s not scared of it cause all his
friends are still alive, they were lucky. (Field notes, 29/5/06)

Similarly, Rebecca discussed the stories she had heard about a deceased relative for
news:

A couple of years ago my grandma died. She died of cancer. Lots of people
died and my grandma died on Monday or Wednesday or Tuesday. Her name
was Violet. I only just found that out. I never knew her or saw her. I didn’t even
know what she looked like. And my grandma she used to take bike rides… But
I’m getting over it now. (Field notes, 23/5/06)
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Interviews with Children
Children in Year three demonstrated self reflection relating to their future roles and
identity. During an interview with Amy and Jackelyn in which they were asked to
describe any ideas they wondered about, the girls expressed hopes related to their
futures and speculations concerning death. Amy referred to university in terms of a
definite experience that she would undertake, however, she questioned where she
would be in ten years, what her appearance would look like, and what the state of the
earth would be:

Amy:

I wonder what it’s going to be like when I go to University… I want to
know some of the things that they do, like their spelling words, and I
want to know if it’s hard to do it or if it’s easy.

Jackelyn:

I want to get out of school.

Amy:

And so I wonder what I’ll be doing in ten years time. And I wonder what
Earth is going to look like in ten years and I wonder what I’m going to
look like in ten years, probably an old lady.

Interviewer:

That’s a long way away. Do you want to grow up?

Amy:

Yes and no.

Jackelyn:

Yeah, yes and no, cause I don’t want to die. It’s sad.

Amy:

And cause I’ve already been died, this is my second life.

Interviewer:

Why do you think that?

Amy:

Because I was a baby and then I came out of my mother’s tummy and
then when I came out of her tummy I got a new life because I was crying
then and I still kept crying. I actually screamed at my mother. (Interview,
29/5/06)

Further interviews with Amy about her ideas concerning death developed into
explanations concerning the afterlife and God. Amy explained that during death people
‘are in the ground but at the same time they are up with God.’ She also believed that
the ‘spirit’ of deceased loved ones remained in the ‘hearts’ of living relatives.

I think they are in the ground but at the same time they are up with God. I don’t
know why, but yeah I think they are up there but they are down here as well.
Because, with my bird, he died and we buried him. And I think if they are part of
your family they are still in your heart and it’s like they are still there. It was
really scary because the next day we got another bird and he died. We didn’t
even get to name him. (Interview, 18/7/06)
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Observations and Interviews with Case Study Children
Hayley
When asked if she had considered future goals or achievements, Hayley stated, ‘I
really don’t know cause I change my mind every day, maybe an illustrator’ (Field notes,
23/5/06). She also stated her hope for a house and a garden ‘with lots of flowers, in
England’ (Interview, 29/5/06).

Commenting on what she wondered about, Hayley’s primary concern was the world
blowing up: ‘That’s the question that I really want to ask, say I’m alive then that’s bad
cause I’ll just blow up,’ she stated (Interview, 15/8/06). She discussed this concern on
another occasion, referring to her apprehension for people, ‘flying out of their graves’
(Interview, 12/9/06). She also articulated her concern for the environment:

Sometimes I wonder if the trees will still be around when I’m older because they
keep chopping them down and I wonder if the grass will still be there. And if
nice houses will still be around cause I’m really hoping for not ugly big brick
houses. I want little houses. Sometimes I wonder why oranges have to be
called oranges just because of their colour and why everyone voted for John
Howard and not the Greens. (Interview, 29/5/06)

Hayley also referred to her personal and often alternative perspectives on common
activities. At home she was encouraged by her mother to expand on her ideas and
explain them for the rest of the family to understand. For example, whilst sitting at the
kitchen table with her mother and sister during a home visit, she stated ‘I don’t like
clapping; I think it’s a bit rude’. When her mother smiled and asked why, Hayley
commented, ‘All the noise, I just think it’s weird, I just don’t like it.’ Her mother nodded
as if to accept her explanation and commented on her daughter’s quirky perspectives,
explaining that Hayley looked at the world differently to other people (Field notes,
6/8/06).

Hayley did not attend scripture classes and exhibited a broad understanding of faith
systems. She stated her particular enjoyment for Aboriginal Dreamtime stories on
several occasions: ‘I like that they’ve had them for a long, long time and they keep
telling us about all the things that happened, and my favourite is the koala,’ she stated
(Interview,

29/5/06).

During

interviews,

Hayley

referred

to

several

different

understandings of God. On one occasion, she stated her belief in Buddha, which her
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grandmother had introduced her to. ‘Everyone likes Buddha… because he’s peaceful
and quiet and sometimes he can turn blue,’ she stated (Interview, 15/8/06). Two weeks
following, Hayley stated that she ‘sometimes’ thought about God, and described him
as: ‘A genie guy who lives in a cup and that cup is, what’s it called, the last cup he
drank out of.’ She further stated that people went to heaven after death, where:
‘whatever they wish for comes true’ (Interview, 29/8/06). Only on one occasion did
Hayley ask a question of her peers concerning religion. After non-scripture one day she
asked Natalie, ‘What’s the difference between a Catholic and a Christian?’ Hurrying to
get to recess, Natalie shrugged her shoulders and continued looking for her skipping
rope in her school bag. Hayley did not pursue the conversation as she followed her
peers out to play (Field notes, 6/6/06).

Hayley also demonstrated her belief in astral horoscopes and related them to her
personal identity. During a home visit, she commented, ‘I’m a Virgo. They’re like
mermaid people. It means not emotional but strong, but I cry all the time over the
silliest things’ (Field notes, 6/8/06).

Max
Max demonstrated an inquisitive nature that often distracted him from his schoolwork.
He proclaimed himself a ‘wonderer’ during our discussions and recalled his enjoyment
for asking questions from a young age (Interview, 26/10/06).

Well I ask questions, and I mean a lot of questions at home. There are just so
many questions that pop up in my head that they’ve actually got a name, they’re
called ‘Max questions’… They’re really questions that practically no one can
answer. (Interview, 29/5/06)

Max’s curiosity was often based on environmental phenomena such as why trees
provide air and explanations for the strength of certain metals. He employed a vivid
imagination when reflecting on his world, as indicated by the following discussion:

Sometimes I wonder why trees give us air… and I wonder why metal has to be
a really strong substance… and how we came to be…I think it’s pretty weird.
We’re pretty weird things. How we see, our eyes, kind of like optical illusions.
Something looks like it’s spinning around but it’s not. Our eyes can trick us. And
we walk. Most creatures, like dogs, and stuff like that, they walk on four legs.
We walk on two. And how monkeys are related to us. (Interview, 6/6/06)
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Max also exhibited an interest in human evolution and dinosaurs and seemed to
particularly enjoy discussing his perspectives on such topics:

The king of the Cretaceous and the Jurassic was the Tyrannosaurus but now
the king is the tiger and the lion. It’s weird. Back then the king of the sea used to
be the Lophorhothon, now the king of the sea is the shark, as we think, cause
we haven’t really explored much enough to know. There may be another
Lophorhothon or a Calamospondylus. The Loch Ness monster I think is a
Calamospondylus. I think it could survive a meteor. And how come the Loch
Ness is there? What is the Loch Ness? What do we know about it? And what do
we know about the ocean? Nothing! (Interview, 6/6/06)

Max also discussed his belief in other galaxies and solar systems, which he believed
were approximately one century more advanced than Earth (Interview, 6/6/06). He also
discussed his future hope to be an astro-engineer: ‘To invent a spaceship so people
can get around quicker’ (Interview, 23/5/06) and ‘Discover what other life there is’
(Interview, 29/8/06). His interest in space was also evident during his play, as Max
recalled referring to a game: ‘It’s called Kid’s Spy Corporation and they have a lot of
high tech things like spaceships.’ His favourite novels and television shows also
involved space because he enjoyed looking ‘into the future a lot’ (Interview, 29/5/06).
Max enjoyed watching the experiments performed on the children’s television show
Backyard Science.

Max discussed his theory concerning the reality of death during an interview, however,
often referred to killing and death humorously whilst playing games. He stated:

I think that you go up to heaven and I always imagine it this way, my Grandpa
and Nan are sitting up there playing a game of poker and then Grandpa goes,
“So how did you die?” And Nan goes, “Oh I died from that dreadful smoking
disease.” And then grandpa says, “Oh I actually smoke so that was my
downfall”. (Interview, 15/8/06)

Max referred to God on several occasions during discussions with his peers. For
example, when his friend asked if he was cold, he replied, ‘I think God gave me a gift to
never be cold’ (Field notes, 23/5/06). During interviews, Max referred to God as the
creator of people and the environment:
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I think I was born because God loves me. He was like, “this person have life
now”… I like the way that God made the environment, like I like the way it looks,
a really nice looking place. I think that man came along and kinda destroyed it.
God created this but God got a bit lonely so he created us and he gave us the
ability to think for ourselves but that was just a bit of a downfall cause man
decided to destroy the place. (Interview, 15/8/06)

Max’s mystery-sensing for God extended to his own life. When asked if he wondered
about his future, he referred to God as his creator and stated what he regarded as a
‘smooth’ life plan, which he regarded as encompassing marriage, children and
grandchildren and the eventual reality of death:

I think I was born cause God wanted me to be born. I don’t really know. I won’t
know till the end of my life… I won’t know if I get married, I don’t want to know
how long I’ve got… If it goes smoothly I’ll get married, I’ll have kids, I’ll become
a grandpa and I’ll eventually die. Or then I won’t get married, I won’t have kids,
I’ll never be a grandpa and I’ll die. I’d prefer smooth, and a doggie, everyone
needs a pet. (Interview, 29/8/06)

Although Max advised he had learnt about the Hindu faith whilst researching for his
HSIE project, he claimed: ‘I prefer to just hear about God and Jesus in religion’ (Field
notes, 26/10/06). Max also valued learning about the ‘stories and legends’ during
scripture class and took an active interest in class discussions, often questioning and
making comments (Interview, 5/9/06).

Natalie
When Natalie was asked to comment on what she wondered about she discussed her
future role as an adult. She stated: ‘Maybe, I’ll get a job and then, well this is what I
want to get, a job on telly and get married and have children’ (Interview, 29/8/06). On
another occasion when Amy and Natalie were asked to comment on what they
wondered about, Natalie asked several questions related to Creationism, God and
moral queries:

Amy:

Sometimes I wonder why it rains.
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Natalie:

I think God is watering the garden. My mummy says it sometimes. And
when there’s thunder he’s moving around his furniture. And when
there’s lightning, I forget what that means.

Amy:

He’s angry with his wife.

Natalie:

Oh I have a question, who’s God’s wife?

Amy:

I wonder why you have to go to school.

Natalie:

So you can learn.

Amy:

Why do you have to learn?

Natalie:

So you can get smart and get a job and go to Uni and you can get a
ginormous house.

Amy:

I wonder why we were made, like all of the people, why do you think?

Natalie:

So people can have their kids and it just keeps on going.

Amy:

But who had the first kid? That’s what I wonder. I wonder how God, like
how did God, how does, it just can’t start off with one person cause they
need a mother and then they need a mother, so how does…

Natalie:

And then Amy and me would be related. I wonder who started, like
generations and stuff?

Amy:

Yeah cause they need a mother and they need a mother.

Natalie:

We’ll never know or maybe in a thousand years.

Amy:

I wonder why I have blue eyes.

Natalie:

Cause you were born like that.

Amy:

Why did they make plants and trees? Where do you think they come
from?

Natalie:

I think God made them.

Amy:

Well who had God?

Natalie:

But isn’t, you know how people say “God is Jesus’ father”, isn’t Jesus
like God?

Amy:

Yeah.

Natalie:

Yeah I thought so. Because who had God then? Is God like a person?

Amy:

Yeah that’s what I wonder. I always thought that he looked like the KFC
man, Colonel Sanders.

Natalie:

Is he like a spirit? I thought he was like a ghost, a nice ghost. And you
know how he says he forgives everyone, well what about Hitler? He was
a very bad man, he wouldn’t forgive him, would he? Because they say
he forgives you but I wouldn’t think he would forgive Hitler. He killed
people and he was mean and they had this big jail thing. And my
mummy says that old people, if they went slow that they would shoot
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them. My mummy told me that. And he wanted everyone to have blond
hair and blue eyes. Why? Did he have blond hair and blue eyes? He
had black hair didn’t he? My sister would be alright but I wouldn’t
because she has blond hair and blue eyes. He killed himself because he
knew all of the people were coming.
Amy:

I wonder if God forgives people. What if they did something really really
really bad?

Natalie:

But maybe he says that if you had a fight with your friend that he would
forgive you, like if you go say sorry.

Amy:

But if you do something really bad, like you kill like one hundred people
right, he wouldn’t forgive you, I don’t think he would. (Interview, 29/5/06)

Natalie defined God in terms of her Catholic upbringing, referring to God as: ‘A spirit
and it’s big and it’s everywhere you go. It never leaves your sight but you just can’t see
it’ (Interview, 5/9/06). Although Natalie felt that she rarely thought about God
throughout her day, she stated her enjoyment for learning about God and Jesus during
scripture, where she learnt: ‘About God and stuff. Like we do prayers and we learn to
be nice to each other and they say that God will forgive you every time, but I don’t get
it’ (Interview, 29/5/06). Natalie also demonstrated understanding of what she believed
happened to people upon death:

They get buried in the graveyard and everyone comes and the angels come
and take their souls and they go up to heaven and they watch the people who
they loved. But if you’re bad you don’t go to heaven. (Interview, 5/9/06)

When referring to the Aboriginal Dreamtime, Natalie described the faith system in
terms of fictional stories: ‘It’s one when the Aborigines made it up and they thought it
was true… For their kids to pass onto their kids, showing them not to hurt animals’
(Interview, 6/4/06). Nonetheless, Natalie mentioned her belief in fate and luck when
referring to their dog which had been resuscitated three times. She stated: ‘It was
meant to be, we were meant to have her… She’s a lucky puppy that one’ (Field notes,
1/8/06).

Interviews with Case Study Children’s Family Care-Givers
Hayley’s Mother
Hayley’s mother believed her daughter demonstrated quirky perspectives on life and
often discussed with her family theories concerning the way the world worked. She
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believed she was rigidly set in her beliefs even though there was often little logic
behind her reasoning. She stated:

She definitely looks at the world in a different way to other people. She has
ideas on funny things which she tells to her sister and I. Like she continues to
think the water [beach] is in that direction. She gets these ideas in her head and
they’re her theories. (Interview, 6/8/06)

Max’s Parents
Max’s parents encouraged their son’s curiosity for the world from a young age.
However, his mother recalled the many times it had led him to troubling situations,
where, by the age of four, he had ‘got into everything’ including consuming
dishwashing powder at nine months old. His parents commented that he was
particularly interested in science and space and his consistent desire to know how and
why things happened. To help answer Max’s questions, his parents purchased
information books such as the Horrible Science and Horrible History series (Interview,
26/10/06). Max’s mother stated:

Max is a deep thinker and regularly comments on things that have stimulated
him. They are not his theories as such but he has lots of questions about
situations, issues. (Interview, 17/11/06)

Natalie’s Mother
Natalie’s mother believed her daughter was ‘beginning to’ demonstrate sensitivity to
her purpose in life, and often wondered about what she will do when older. She stated
that Natalie: ‘Loves big questions’ and was ‘very’ curious (Interview, 25/7/06). Natalie
often told her family about her different theories, such as her belief that people living on
other planets were normal and people on earth were the aliens. She also advised that
Australian Sophie Delezio survived two accidents because God wanted her on earth to
save the whales (Interview, 9/1/07).

Concern for Existential Issues: Values-Sensing
Throughout their day, children employed values-sensing to explore what was
meaningful. They often discussed what experiences and issues mattered to them with
peers and their teacher and this was encouraged in the classroom, particularly during
news, Peer-support, and lessons in English and Human Society and Its Environment.
Generally, children employed values-sensing in relation to their connection to self,
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others, the environment and God. Children varied in the areas in which they placed
significance.

Observations during Voluntary Experiences
Children exhibited self understanding during their discussions with peers on a daily
basis. On many occasions this involved references to the activities that children did and
did not enjoy. For example, during reading groups, Nathan stated, ‘I’m lazy. Only when
I like things I want to do them… Like watching TV, sleeping, ride on my bike to the
shops, chocolate milk, motorbike riding, running around in my boxers, reading’ (Field
notes, 12/9/06). Children also referred to such activities with a sense of delight, for
example, whilst working at his table, Jacob stated, ‘I’m a real freak of water and I love
body boarding. It’s fun and feels good but can be scary when it gets a bit high’ (Field
notes, 2/5/06). On other occasions, children commented on their proficiency in
activities, such as when Ryan advised he was skilful at maths times tables: ‘I just
practise them. I was just born to be good I guess’ (Field notes, 18/7/06). In a similar
way, Eli suggested, ‘I may not be a very good writer but I am a good drawer’ (Field
notes, 25/7/06).

Children also discussed their value for friendships. This was particularly the case with
Harper who referred to her friendship with Ryan on almost every day of field work.
Harper and Ryan sat next to each other on any given opportunity, and during recess
and lunch one was never without the other. Referring to Ryan, Harper stated: ‘We’ve
been friends since we were babies. Our mums knew each other. We’ll be friends for a
long time’ (Field notes, 23/5/06). Harper referred to camping as her favourite outdoor
activity because it involved the company of her friends, ‘including Ryan’ (Field notes,
21/3/06). When Ryan’s family went camping without Harper she was not her usual self
in the classroom. Reserved and disinterested in her peers, Harper stated: ‘I just want to
go camping is all. I haven’t seen Ryan in two days. He’s my best friend’ (Interview,
13/4/06).

Children also demonstrated co-operation when playing certain games. For example,
skipping using a large skipping rope was a popular activity particularly among the Year
three girls. On most mornings the children could be heard clapping and encouraging
each other to make another skip. For the game to be successful children were required
to patiently take their turn and jump in rhythm with their peers. Children were also
encouraging of others when a child jumped the most amount of jumps. For example,
one morning as the bell rang to signal the beginning of class, the children cheered.
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When asked why, Shiloh commented, ‘Yay, because Amy is our new champion.
Twenty-four jumps!’ (Field notes, 22/8/06).

Children generally demonstrated concern and empathy when a peer was injured or
upset, however, children exhibited a range of empathetic responses towards animals
and the natural environment. For example, one recess Shiloh and Amy observed three
younger children standing on a colony of ants that scrawled underneath the school’s
sundial. Immediately Shiloh stated, ‘Let’s kill them.’ However, she was held back by
Amy who explained: ‘They’re nature, they’re just like us. It’s mean and it doesn’t seem
very nice. Would you like to get squashed if you were one of them?’ (Field notes,
16/5/06). Another recess, Shiloh and Amy cared for a flower bud they had found. They
used leaves to create a basket to ‘try to keep the flower alive’, however, when the
flower wilted in the sun they discarded it and searched for another. As Amy recalled, ‘It
went black so we threw it out’ (Field notes, 2/5/06).

Observations during Curriculum Experiences
Children were given opportunity during class to share their experiences and interests
that mattered to them. Following each of the school holidays, children formed a circle to
discuss what they did during their two weeks, and during free-choice news children
discussed information specific to their experiences. Topics were various and
demonstrated children’s understanding of self, others, the world, and God. For
example, Rebecca discussed a book that she recently received: ‘You can describe
yourself. At the top of the page it says “I love being me” and I wrote, “Hi my name is
Rebecca, some people call me Bec. One day I would love to have a puppy” (Field
notes, 12/9/06). In another instance Eli discussed a crucifix he purchased from a
second-hand store. As he addressed the class he stretched his arms wide like a
crucifix and sang like an angel. Mrs Harrison inquired why he chose the object to which
he responded: ‘Because I’m a big Christian. And there’s prayers on the back’, which he
read aloud to the class (Field notes, 2/5/06). Structured news topics also
accommodated children’s developing understanding of their identity. The topics for
term one included: ‘How I’ve changed’, ‘How my home area has changed’, and ‘My
favourite part of the term’. Examples of news presentations are given in the individual
children’s case study section to follow.

Children’s birthdays and Easter experiences were recognised as important occasions
in the classroom, with children receiving ‘special news’ to discuss their days. During
news time observed at Easter, children made no reference to religion and instead
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discussed their plans for the holidays and excitement for receiving Easter eggs and
spending time with extended family (Field notes, 13/4/06).

Literature activities also facilitated children’s personal development as children
frequently applied their own experiences to those of characters in texts, creating
understanding and meaning for their own lives. For example, during independent
reading, Shiloh explained to her friend, the likeness she shared with a character, ‘I get
disappointed with my sister when she fights with me too’, she stated (Field notes,
21/3/06). The activities that Mrs Harrison wrote that accompanied each text also
encouraged children’s understanding of themselves and others. For example, the
children were asked to respond to the statement, ‘We are as lucky as most and luckier
than many. What did Sarina’s mother mean by this? Do you think this is true for your
life?’ In the three responses recorded all children associated their luck partly to having
pets. Harper commented, ‘I guess I’m lucky because I’ve got four dogs and only two
died’ whereas Jackelyn commented, ‘Very [lucky], because I have nice friends, a very
cute doggy, a little house.’ Hayley stated, ‘I have a big huge room, it’s the biggest in my
house and I have a dog and a cat and my own fish. We live in a little house like Charlie
and the Chocolate Factory. Approximately one minute passed before Harper
responded:

What’s a stupid bird going to do? I believe in my family because a bird can’t
have luck. Because it’s just yourself doing it, not luck. Like in Harry Potter, he
thought he saw his dad but he saw himself doing it. (Field notes, 12/9/06)

Children also applied intertextuality during class readings of texts and independent
reading activities, and this was encouraged by Mrs Harrison. For example, whilst
reading Wilfred Gordon McDonald Partridge, a text about an elderly woman’s
recollections of times past, Mrs Harrison asked the class to define what a memory was.
In response, children immediately related their own experiences to the discussion.
Ralph stated: ‘Something that you remember. It’s something that can make you laugh
or cry. My mother’s uncle died and there was a photo of him that made me cry.’ He
further commented on learning from older people, similarly to the main character in the
story: ‘They’re wise so they can teach me about stuff that they did. My grandfather was
a schoolteacher and he told me they used to use the cane, and how they grew up and
what it was like in their age.’ Mrs Harrison encouraged children’s value for others and
asked other children to discuss the lessons they had learned from older people in their
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lives. Hayley stated, ‘About the wars and how it was like at schools in the olden days’,
whereas Max noted:

What it was like when they were young, what they’re like, how kind they can
be… Because I always know that old people are alright to talk to. They’re
always too old, with the bones, to do anything. They ask really nice questions
like how was your day, questions that adults don’t ask unless they’re your
parents. (Field notes, 16/5/06)

Children were also encouraged to appreciate others through various activities including
writing poems for Father’s Day, making cards for Mother’s Day and painting vases as
gifts for the ladies working in the office. During these activities, children expressed
ultimate goodness for care-givers. For example, whilst making Mother’s Day cards,
children were instructed to write adjectives describing their parent. The majority of
children referred to the happiness, love and safety that their care-giver provided, for
instance, Amy stated: ‘She tucks me in and cuddles me, kisses me goodnight. Because
I love her I feel good inside when she does and I feel like I’m going to be safe and I
know I’m going to have a good night.’ Similarly, Harper commented: ‘Her beautiful
voice makes me feel good.’ In response to the children who referred to physical
characteristics and material possessions, Mrs Harrison referred to emotions and care.
For example, when Ralph stated, ‘She gives me lots of things’, Mrs Harrison
suggested, ‘Do you have to be able to see them? What if she gives you lots of hugs?’
(Field notes, 9/5/06).

Love and care were also evident in Mrs Harrison’s relationship with her students. For
example, as Mrs Harrison discussed her approaching holiday in the United Kingdom
and Ellie began to cry, Mrs Harrison stated, ‘Oh no don’t you start or else I won’t be
able to stop’ (Field notes, 22/8/06). Several weeks following, on the morning of Mrs
Harrison’s return, the children lined up in silence to surprise their teacher: ‘I can’t wait,
Mrs Harrison is coming back!’ a child whispered. Once they walked into the classroom,
Eli presented Mrs Harrison with a macaroni shaker and a pirate hat and several other
children brought cards. Rebecca’s inscription stated, ‘I missed you very much and so
did the class. Welcome home to 2/3. You are the best teacher in the world.’ Mrs
Harrison responded by telling the children, ‘I missed all of you so much, all of my little
friends’ and handed each child a souvenir from overseas. Wrapped in cellophane and
ribbon, each parcel contained a coin from England, a chocolate, and a pencil (Field
notes, 19/9/06).
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Other school activities that supported children’s exploration of meaning included the
Values for Life workbook series that focused on friendship, honesty and kindness.
Children were also given an activity booklet to complete in their free time entitled, Me,
Myself and I that focused on children’s sense of identity, friends, dreams, celebrations,
and an illustration of their dream house. Several activities during the Multiple
Intelligences Day also required children to explore their personal values systems,
through differentiating between positive and negative behaviours in Aboriginal
Dreamtime stories (Field notes, 6/4/06).

In addition, Mrs Harrison encouraged considerate behaviour and connection to others
through reflective discussions and activities that specifically addressed children’s
understanding of personal values. For example, following lunch one day Mrs Harrison
walked into the classroom stating her disappointment in class members who had
played roughly during lunch and accidentally injured a student. She stated, ‘I took your
word yesterday that it was an accident but now it’s happened twice. I just want you to
be honest. I’m just so shocked that it was you two, shocked it was anyone from this
class’ (Interview, 16/5/06). On another occasion Mrs Harrison arranged a lunchtime
meeting with the year three girls to discuss name calling as a form of bullying. The
following week for news, Claudia discussed a key chain she had made with the names
of her friends inscribed on it. Claudia stated, ‘This term I am going to be good, enjoy
Mrs Harrison and my friends and our work and not fight with my friends because I want
to have a happy term.’ Mrs Harrison asked why she wanted those things and Claudia
replied, ‘Because it makes me feel better’ (Field notes, 18/7/06).

Manners were also commented on by Mrs Harrison throughout the day. For example,
following an incident where a child accidentally moved their chair into another, Mrs
Harrison stated, ‘It can make a world of difference just saying sorry’ and the class
continued to discuss why it was important and the effect that apologising had on others
(Field notes, 15/8/06). On another occasion, at home time, Mrs Harrison stated,
‘Remember to talk to mum and dad about what we talked about being friendly. It
doesn’t cost you anything, it’s just nice to be a friend’ (Field notes, 13/4/06).

The Peer-support Program also encouraged children’s development of values with a
particular focus on self-confidence and self-esteem. The four hourly lessons observed
focused on the importance of performing at personal best and not the expectations of
others; resilience to overcome; sense of belonging; and the need for others. Activities
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included falling freely backwards into the arms of another person in their group (Field
notes, 6/6/06). Following each of the Peer-support sessions, Mrs Harrison debriefed on
the content with her class. The following discussion demonstrates children’s
perspectives on resilience.

Max:

If something happens to upset you, you don’t go down in a crying
heap, you keep going. Like Rhianna, when she hurt herself in the
cross-country.

Natalie:

Like if you come last in the Cross Country you still feel like you
tried just because you tried your hardest.

Hayley:

Yeah, like I tried so that doesn’t mean that I lose, I sort of win.

Natalie:

Yeah like that.

Grant:

You don’t go aw, I came last! I need to do it again.

Mrs Harrison:

But what happens when you do lose?

Natalie:

You feel a bit sad and maybe if you had nice friends they’d cheer
you up. (Field notes, 29/5/06)

Each day Mrs Harrison would share personal experiences with her students. Stories
commonly depicted her experiences when she was a child, of her family and the
current events in her life. The majority of her statements were integrated into whole
class discussions when the children were seated on the carpet between lessons. For
example, upon singing the Australian children’s song Kookaburra Sits in an Old
Gumtree, Mrs Harrison recalled when she was a child her mother saying that the call of
a kookaburra indicated that they were laughing at Mrs Harrison (Field notes, 21/3/06).
On another occasion, as Mrs Harrison arrived in the classroom for the morning she
advised the class that she was feeling slightly upset because her son had moved to the
United Kingdom the previous day (Field notes, 9/5/06). In another instance during a
class discussion, Mrs Harrison responded to a child’s comment about a boy being short
during maths groups. ‘Hands up if you grew taller than last year?’ she asked, ‘What
happens when you get a bit older? I haven’t grown since I left primary school but my
son, when he began high school, he was the shortest in his team and look at him
now… You shouldn’t worry about your height anyway as long as you’re healthy,’ she
asserted (Field notes, 19/9/06).

Children also exhibited respect and connection to their environment during
spontaneous discussions and teacher-led activities. For example, Grant was given
special news to discuss the bower birds in his backyard. He showed a photograph of
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the bird in an encyclopaedia and several other children shared their stories about the
birds and animals that they fed and cared for at their homes.

Eli:

I once saw a kookaburra that fell out of a tree.

Mrs Harrison:

That’s sad isn’t it, but that’s the life cycle of plants and animals.
It’s sad, but that’s nature.

Amy:

I saw a kookaburra who had lost its leg and this man was taking
care of it. And it saw a lizard and it was really sad because it ate
it.

Mrs Harrison:

Do you know some bower birds can build such beautiful nests
that settlers thought they were children’s play cubby houses? But
you never ever touch it, do you? It’s like at the National Parks,
leave only footprints take only photos. You know you’re very
lucky if you have animals and birds come to your house. Hand
up if you feed them and look after them?... That’s good to see.
(Field notes, 22/8/06)

Moreover, during term two, as part of the HSIE unit on Aboriginal Dreamtime, children
were asked to respond to the statement: ‘Why Australian animals are special’. In her
answer, Amy wrote:

They are so cute and we all must agree that we do not kill the beautiful
creatures that God has put on earth, so they can always be in the zoo and we
can see them. If we were them we wouldn’t want to be getting hurt. (Work
Sample, 13/4/06)

Term three HSIE activities focused on the ‘My Environmental Footprint’ unit. One
lesson required children to paint a threatened animal for the Dymocks Golden Paw
competition. Mrs Harrison explained to the class that for every entry, Dymocks donated
one dollar to save endangered species: ‘So we’re going to do our little bit,’ she claimed.
The children and their teacher discussed thirty information sheets on threatened
species, as Hayley explained: ‘It means they’re endangered, the type of animal that will
be killed soon.’ Each child then selected an animal to paint for the competition (Field
notes, 1/8/06). As part of the unit, all students from Year three and Year four also
attended a waste education centre where they observed new technologies in waste
management and made paper from recycled materials. Accordingly, third term news
topics included methods to reduce water usage at home and environmental methods
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for school transport. The following discussion occurred one morning during Natalie’s
news and demonstrated the general flow of conversation in the classroom that moved
to and from topics and the children’s and Mrs Harrison’s own experiences.

Natalie:

Our lesson last week was quite sad because we found out the
number of animals that die from plastic bags. And a couple of
weeks ago we sponsored a little boy and he’s only four and he’ll
be able to go to school cause we sponsor him.

Mrs Harrison:

That’s great, the school sponsor a child in Columbia… We could
make it our mission, if you see the bubbler on just go and turn it
off. That would make such a difference.

Mark:

We could make posters too.

Mrs Harrison:

Well that’s what we’ll do this afternoon.

Natalie:

That could be a job on the job chart.

Mark:

That’s saving lots of dolphins [from] getting choked.

Mrs Harrison:

Not only do they die but it’s very painful. There was a whale off
the coast just yesterday. It was really sad. There was a whale in
a fishing net dead. There’s another thing, we have to be careful
of these things… We’re never going to get started [on school
work].

Natalie:

Today me and my mother are going shopping and we aren’t
taking plastic bags.

Ralph:

When they die they have to blow them up.

Mrs Harrison:

No more stories of violence or blowing up. (Field notes, 15/8/06)

Although children rarely voluntarily discussed their value for God in everyday
conversations, children were encouraged to do so during scripture lessons. Children
appeared less interested in listening to verses from the bible, demonstrated by their
misbehaviour, however appeared to engage with the subject matter when the teacher
related stories to their lives. For example, when children were asked what they could
do to feel calm, answers included, watch television, sleep, pray, and drink cold water.
Children were also questioned about their relationship to God to which Amy stated:
‘Don’t be scared because you’re with God and he’ll save you from anything bad.’ Max
commented on personal strength gained: ‘I think it means that you’ve just got to believe
in yourself. Life’s too short to go, “I did something so terrible.” Just don’t worry and
don’t feel discouraged.’ In response to Max’s statement, the teacher asked the class,
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‘Who has felt discouraged or scared before? Hands up. Me too. But we don’t need to
because God is with us’ (Field notes, 19/9/06).

Moral lessons from the bible were also referred to by the teacher. For example,
following a discussion about the story of Abraham, the children discussed situations in
which they felt disappointed and the patience and understanding required to overcome
it. Thomas referred to his parents planning to take him places and the frustration he
experienced when they cancelled (Field notes, 16/5/06). During a Catholic scripture
lesson, students were explained the analogy between Jesus’ ability to know a good or
bad tree from its branches and children knowing good or bad people through
behaviour. Referring to the characteristics of a ‘good’ person, the teacher advised,
‘These are all words that I would like to hear about you’ (Field notes, 18/7/06).

Scripture lessons also offered children the opportunity to discuss matters that were
important to them. One lesson, Eli employed prayer to influence the relationship
between his parents who had recently separated. He asked if he could begin the
opening prayer and as he did so, he added: ‘And I wish my mother and dad would like
each other again.’ He also asked to conclude the lesson with prayer and again referred
to his parents: ‘Thank you for making us. Thank you for our food and water. Please
God help my mother and dad to like each other again,’ he stated (Field notes, 13/6/06).
It seemed Eli did not want his family to be unhappy and longed for the family unity that
once was.

Interviews with Children
During interviews, children willingly discussed the feelings they associated with
spending time alone, as Amy indicated in the following statement:

I like having people around me but sometimes I don’t want people around me…
On my own I mostly like walking around and sometimes when I don’t feel
good… I think it feels good but sometimes it feels bad, like when you say “I’m
going to play by myself today” it feels good when you say you want to do it. But
it doesn’t feel nice when people say you have to do it. (Field notes, 13/6/06)

Amy also discussed her desire to belong: ‘I like to be with my friends because I have
someone to play with and I don’t feel left out and I just feel good inside,’ she stated
(Field notes, 13/6/06). However, on another occasion Amy considered her happiness
and the impact this had on her relationships with others:
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If someone says they don’t want to play with me I’m sure I’ve got lots of other
friends and I’ll just go with another friend… If you care about yourself you’re
happy about yourself. If someone says something you say, “I don’t think it’s true
because I care about myself.” If people say nice things about me I listen.
(Interview, 18/7/06)

Interviews with Teacher
Mrs Harrison observed children voluntarily explore values-sensing through their
sensitivity to social problems and consideration for others, which typically surfaced as
children introduced side issues to class discussions. However, she was aware that at
times students demonstrated such behaviour to please her.

Mrs Harrison believed it was more beneficial to develop children’s self value for their
future development than the learning of ‘facts and figures’, though she noted her view
did not represent all teachers at her school.

Some people might think okay, they’re here to learn lots of facts and figures and
all the rest of it but I just think that will come anyway. If you can develop these
things at this age and if they realise their potential as they grow older, will know
what their strengths and weaknesses are and be confident with what they are
good at and know that they’ve got to work on… I just think it leads to better well
rounded individuals. I mean in a staff meeting they would probably cut me
down. (Interview, 15/8/06)

Mrs Harrison’s main concern for her students was developing caring individuals.
Responding to a note from a casual teacher that read: ‘They’ll never be rocket
scientists but they’re very sweet’, Mrs Harrison stated, ‘If they grow up to be caring
young adults then that’s the best you can hope for really, isn’t it’ (Interview, 19/9/06).
Accordingly, she believed it was important to explore topics deeply to impact students’
lives, as opposed to researching information and not making that connection. She
referred to the children who would possibly perform well in Basic Skills standardised
testing, as children who would ‘not necessarily be the ones who will go on to make a
huge difference.’ She believed such assessment was ‘sad’ and did not value deeper
thinking, which she thought was of greater importance.
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Other people see they’re doing an information text or a discussion text and
there’s no “Well let’s try and find out some information on the environment or a
threatened species”, you know, there’s nothing, it’s just like “Let’s try and find
out about bears. A bear that lives here does this, does that” and that’s it. You
know it’s very superficial and sure enough those kids can write information texts
but have they learnt anything else besides that? I mean with these kids we did
the thing with plastic bags and you know, we talked about looking after the
environment because the animals die and all the rest of it. Most kids went home
and they looked up the internet and they did all that off their own backs. It
sought of impacted them and then they’ve come back and said, “You know my
mother’s not using the plastic bags now.” Look, I don’t know how long it will last
with them but you know if they’re just aware. (Interview, 15/8/06)

Observations and Interviews with Case Study Children
Hayley
On several occasions Hayley discussed her value for spending time on her own. She
stated: ‘Sometimes I prefer to play on my own, private things like playing my little
games’ (Interview, 6/8/06). When asked to draw a picture of her friends, Hayley
illustrated her neighbour and her dog. She then asked, ‘Can I put me in there?’ and
drew herself as her third friend (Interview, 6/8/06). During Peer-support groups, Hayley
also identified several groups to which she belonged, with reference to her family,
Peer-support group, class and guitar lessons (Field notes, 13/6/06). She also stated
her trust in friendships: ‘My mother said this to me and it’s always true, quietly play with
someone else and that person who didn’t want to play with you before, maybe not right
away, but in a couple of days will come back to you,’ she stated. However when asked
what words she would use to describe herself, Hayley stated, ‘Sad and friendly…
Cause I’m easily upset about friends a lot. People don’t include me sometimes’
(Interview, 18/7/06). In a subsequent interview, Hayley stated that the people she
enjoyed most in her life included her mother and Henrietta her imaginary friend:
‘Because I love my mum and she is my mum and Henrietta because she is very nice to
me and I know she likes me as a friend’ (Interview, 12/9/06).

When asked to comment on her role-models, Hayley defined a role-model as,
‘Someone or something that you really want to be like or do.’ She referred to illustrator
Quinton Blake and actress Keira Knightly as her role-models. She referred to Keira
Knightly because, ‘she’s a really good actor and she’s pretty.’ In this manner it seemed
Hayley had chosen her role-model based on the physical attributes associated with
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Hollywood, which did not seem to align with the talents and qualities she valued such
as art or her mother’s caring capacity (Interview, 22/8/06).

Hayley commented on her connection to family more frequently than other children.
She carried a photograph of her grandmother in her Book of Things and referred to the
artistic backgrounds of her mother’s family on several occasions including news. When
I stated my enjoyment for her drawings, Hayley recalled, ‘That’s because my grandpa
is a famous artist and my uncle potters and my aunty paints’ (Field notes, 13/4/06).
Hayley also mentioned concern for their family being behind in paying rent as if she felt
a responsibility to care for and create happiness for her mother and sister. She stated:
‘I look after them, especially my mother at the moment cause rent’s a bit behind cause
of Vietnam [holiday] and we’ll have to be good to her’ (Interview, 6/8/06). Hayley’s
awareness of such issues seemed to have motivated a mature compassion atypical for
her age. Hayley’s concern for her family and friends was also expressed by gift making
and performing puppet shows. ‘I like drawing things for people, especially my mother,
sometimes she says, “I can’t fill my folder up, it’s too big”,’ she stated (Field notes,
29/8/06). Hayley recalled the positive effect that her giving had on her mother, which
she believed, ‘Makes like one block go away, one block of unhappiness go away
because you gave her that’ (Interview, 15/8/06).

Hayley also affirmed a concern for others which extended to the wider world,
demonstrating a deeper sense of empathy than other children her age. For example,
when asked to describe someone who she thought portrayed strength in character,
Hayley referred to the children of the Aboriginal Stolen generations, ‘If they’re a kid and
they survive what those Aboriginal people, those half caste people did. They take them
away.’ She demonstrated compassion for their emotional journeys, imagining herself in
their situation. Her understanding was influenced by the Australian movie Rabbit Proof
Fence and the children’s picture book The Rabbits. She stated:

Probably the most sad is ‘Rabbit Proof Fence’… Because they had hardly any
food and it’s a true story and it’s sad that the white people used to treat people
like that. I could bring you in a book called “The Rabbits” and it’s based on
those type of things… It makes me really sad because imagine if you were one
of those kids, it wouldn’t be that great. (Interview, 15/8/06)

Hayley’s compassion extended to her concern for animals and the environment. She
referred to her enjoyment for the family dog during all free-choice news opportunities
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and stated her concern for the inevitability of his death on four occasions: ‘If he died…
It would be very lonely and it would be sad… It would feel like he was away or hurt or
something and that would be really bad,’ she stated (Interview, 19/9/06). Hayley also
discussed other animals during everyday conversations and enjoyed reading books
about animals. She recalled a visit to the aquarium as her favourite part of the school
holidays and discussed her hope to receive a pet rabbit for her birthday. Her interest in
animals was also encouraged in her family home. On one occasion when her mother
observed Hayley draw a whale, she showed her The Big Blue Whale text to
demonstrate the size and detail of the mammal (Field notes, 6/8/06). It seemed
Hayley’s interest in animals affected her want to protect the natural environment and
when asked if she would want to see anything change in the world, Hayley
commented:

The environment into a good environment… I would get everyone to plant more
trees, ask the Prime Minister to get everyone to plant more trees, there would
be a planting day each year and watering days… And a day in September on
the 22nd which is my birthday. (Interview, 29/8/06)

She further commented if people did not care about things:

There would be too much rubbish and there wouldn’t be much animals in the
sea… All the trees wouldn’t have much leaves and we wouldn’t have much food
and houses would be more ugly. (Interview, 18/7/06)

During her news on the topic of saving water, Hayley stated:

You can do all these things to save the world. I tried to find as many plastic
bags as I could and others. I looked around the beach and my home and you
can see that there’s too many. (Field notes, 15/8/06)

During another interview, Hayley discussed her ideas on right and wrong behaviour,
centering her concerns on animals and the environment. According to Hayley, if
everybody did the right thing:

It would be much, much, much, much better than this because then there would
be heaps of animals… And you wouldn’t use too much water, you’d use as
much as you need not as much as you want. (Interview, 15/8/06)
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Hayley’s concern for wider issues was also recognised by Mrs Harrison, who believed
Hayley demonstrated a deep understanding about issues in the classroom, regardless
of being ‘a bit left of centre’:

I think Hayley has very deep understanding of her wanting to make a difference
and capacity to care. Even though you don’t sort of see it in her written work
you tend to see it in her verbally, she’s very sensitive to those things… She’ll
come out with something that will kind of blow you away and you think, “oh I
didn’t realise you had that in you.” Sometimes, it’s taken her all year to figure
out how we do our spelling lists. She’s not kind of in tune with the routines and
stuff but with the deeper issues she’s really in tune with that. (Interview,
15/8/06)

Physical locations were also valued by Hayley. She often described her enjoyment for
living in Tasmania and would state her desire to return there once she raised enough
money. When asked during one interview, if there was anything she would wish for,
Hayley stated her desire for, ‘A magic lamp for us to move to Tasmania or England and
a dog or a farm or a front yard. And the Simms [computer game]. I play it all the time
when I’m going home’ (Interview, 6/6/06).

Max
Max frequently defined himself to his peers and myself during his everyday
conversations. He valued humour and on occasions described himself as a ‘walking
comedy’ (Field notes, 13/4/06). He referred to his father as a ‘master practical joker’
and on three accounts stated his desire to be like his father now and in the future.
Nonetheless, described by Mrs Harrison as the ‘deepest thinker in the class’, when
required, Max was adept and willing to reflect on his behaviours and decisions on a
deeper level compared to his classmates (Interview, 15/8/06). During several literaturebased activities, Max reflected on his changing identity and related his own
experiences to those of characters in texts. For example, when the class read Charlie
and the Chocolate Factory, Max commented on his similarity to the character Mike
Teavee:

He used to be just like me. When I was in Year one I used to come home, do all
the lunchbox things, get a knife and fork, go in front of the TV room, sit in front
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of the TV. I was fixed to the TV with no other contact with life force. (Field notes,
29/5/06)

Similarly, during the class reading of Wilfred Gordon McDonald Partridge, Max referred
to his own memories: ‘Memories are something that I’d never want to lose, except for
the bad ones and embarrassing ones… Like dancing in kindy to Elvis songs,’ he stated
(Field notes, 16/5/06).

He interacted well during Peer-support groups and confidently discussed his strengths
with his group: ‘I can find two things that I’m good at, drawing and telling jokes. And
making things but my sister makes the best French toast,’ he stated. During Peersupport, Max was also asked to record his achievements. According to Max, his
proudest moment was his improvement in playing the second note on the keyboard in
two seconds. Other achievements he wrote about included: ‘Sorting problems out [with
friends]’, ‘Working problems out with brothers’, ‘Achieve good grades in maths’, ‘Being
friendly’, ‘Playing keyboard’ and ‘Running speed’ (Field notes, 23/5/06).

Max also demonstrated his value for the company of others. For example, during
maths groups one day Max stated he was having trouble concentrating on school work
because he was missing his brother. He explained, ‘I don’t sleep very well without
Blake. We’ve shared the same room since I was five and a half months old’ (Field
notes, 6/6/06). During the making of cards for Mother’s Day, Max also expressed
ultimate concern for his mother. Referring to his parent, Max stated: ‘Her soothing
voice. Her voice makes you feel really really safe and really lucky to have such a lovely
mother.’ Back at his desk Max commented on why he thought his mother was ‘lovely’.
He took more time than his peers to reflect on his response and stated: ‘She talks to
me, makes me feel happy, has a kind nature that brightens spirits when they’re down’
(Field notes, 9/5/06).

Max also demonstrated value for equity and discussed an outward sense of
connectedness with those less fortunate. Commenting on any concerns he had, Max
stated, ‘I just hope that it [poverty] comes to an end so that every country has the same
amount of money and no country feels superior to other countries’ (Interview, 29/8/06).
He also reflected diplomatically on the nature of war, stating:
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I don’t see a real point in war. It’s just people going “you’re dead” and all that.
And they just do things all for really no purpose. What could they do instead!
Negotiate! War kind of is a negotiation except it’s aggressive. (Interview, 6/6/06)

In response to the Three Wishes text studied in Reading Groups, Max stated, that if
granted three wishes, among requesting a toy laser sword for himself, he would
request an end to pollution and world peace (Field notes, 6/6/06). His well-wishing
served as a means to understand his position in the world and make a difference, albeit
it only consciously at the age that he was. However, his concerns also demonstrated
the awareness of young people to global issues and their general desire to make a
difference.

This value also extended to the natural environment and animal life. On one occasion,
before school had begun, Max and his peers were crouched down in the far corner of
the school yard, whispering to each other. ‘Kori! Kori! There’s a frog,’ Max advised as I
approached. ‘It’s over there but I think it would do better here. I don’t think it’s going to
keep moist enough over there’ (Field notes, 12/9/06). For the several minutes
remaining before the school bell sounded, the children quietly observed the frog.

In response to the class reading of The Waterfalls Gift, Max described a physical area
to which he believed his family experienced connection. He seemed to identify with the
environment where he portrayed an almost animalistic identification, referring to his
enjoyment for wearing no shirt, putting clay over his body and placing feathers in his
hair. He believed his family were ‘meant’ to go there, as if to identify with their destiny:

It’s special because it’s like, alright peoples, alright the Kennedys, you are
meant to be here, this is like your special spot… At one place there was like a
creek down there and a rock up here and a thing just going across, like all these
leaves just came down in a bunch and they were stable, so you could just walk
across and climb the big rock… It feels like you are meant to go here, you
must. (Interview, 25/7/06)

Although Max did not identify himself as belonging to a faith-based group he
commented on the ways in which God affected his life. He stated that God affected him
‘happily and sadly’ because: ‘He makes people die… He made limited food resources,
why couldn’t he just make unlimited food resources where you can eat everything?
Well not exactly everything’ (Interview, 29/8/06). He reasoned that God allowed the
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death of loved ones and poverty to occur, however, he was appreciative that God
created the environment and people in it. He also believed that he was born because
God wanted him to be and commended God for giving him a high resistance to the
cold. Max believed that his faith in God showed him the need to believe in himself and
not feel discouraged because, ‘Life’s too short’ (Interview, 19/9/06). In this manner,
Max’s faith not only brought meaning to his life but direction in his philosophy about
living.

Natalie
When Natalie was asked to comment on what held importance in her life, her first
response referred to being true to her identity:

I think it is important to look after people and think about yourself and not try
and be like anyone else, just be yourself… Because if you try and be like
someone else, say if I was trying to be like Amy, your friends don’t [like it]
because they like who you are and I like who I am. I don’t care what people
think of me because I like who I am. (Interview, 19/9/06)

Natalie consistently exhibited a positive outlook during her school day and
demonstrated her understanding of the importance of happiness during reading groups
in response to the text Three Wishes. She stated, ‘I would wish for my family to have a
happy life, me to have a happy life and my pets to never die’ (Field notes, 13/6/06).
She also commented on her enjoyment for reading about happiness in books:

I like to read chapter books like about mermaids and people having problems
and that are happy in the end… I like happy endings because everything works
out fine and everyone is happy. (Interview, 18/7/06)

Natalie clearly valued the people in her life and wrote about the importance of family,
friends and pets in her research journal as follows:

Something that is very important it [is] my family because they love me, they
look after me, care for me, play with me, get me presents. My other important
thing is my friends because they play with me, share with me, trust me, care for
me. Another important thing is my pets because Lolly my dog loves me and
definitely plays with me. Plus my other pets Muddle and Muppet care for me.
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Muddle sleeps on me and is the same as Muppet. That is the people who are
important to ME! (Work sample, 10/8/06)

Moreover, during the shared book response to the Dr Seuss text, Oh the Places You’ll
Go, Natalie related her own experiences to those of the book. Commenting on the
phrase All alone whether you like it or not, Natalie stated, ‘You can’t always be the
bravest, you sometimes have to be scared.’ She also related to the character’s
disappointment, ‘When people are mean to me, I was disappointed. I didn’t like it’ (Field
notes, 21/3/06).

During Peer-support, Natalie discussed the value she associated with belonging to
school friends and her soccer team. She commented, ‘I like to be with my friends cause
I have someone to play with and I don’t feel left out and I just feel good inside.’
Articulating what it felt like to belong, Natalie stated, ‘You’re with someone, someone
invited you, you’re actually in a group with someone and you get a good feeling in your
tummy, I don’t know what it is’ (Interview, 13/6/06). Natalie also referred to her
enjoyment for being part of a team: ‘At our last game of soccer at school I scored a
goal and I felt really proud cause that made our team win… Cause when you score a
goal all your team-mates say, “Go Nat.” It makes you feel really good,’ she stated
(Interview, 5/9/06).

Described as a ‘peacemaker’ by Mrs Harrison, Natalie exhibited caring and empathetic
behaviour during interviews and in her interactions with others. She stated: ‘When
someone falls over and they are crying I feel like crying and when I go over to help
them they get all better and they’re happy again and that makes me feel happy’
(Interview, 29/8/06). However, Natalie not only empathised with others but was
motivated to take action in the global community and portrayed concern for people she
did not know. Earlier in the year Natalie has asked her family to sponsor a child in
Africa. Referring to sponsoring a child, Natalie stated it made her feel:

Really happy because I’m getting him water and making him have a better life
because if we didn’t sponsor him he would kinda maybe get AIDS or something
like that and he could have died. Now that we sponsor him he’s got a good life
ahead of him cause he’s got clean water and he gets to go to school when he’s
five and he can learn stuff. (Interview, 29/8/06)
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During Catholic scripture classes Natalie demonstrated compassion and respect for the
wider world. For example, during a lesson that focused on care, the class were asked
how they could react if they found an injured bird in the playground. Natalie responded,
‘Take it to the teacher and maybe take it to the vet’. The teacher replied by asking,
‘What kind of a world would we have if nobody cared for us?’ to which Natalie replied,
‘It wouldn’t be a very nice world, horrible, we wouldn’t have a world’ (Field notes,
18/7/06). During another lesson, Natalie wrote, ‘I can help care. I will always remember
to help everyone… We can be kind to people who we don’t know, who look different to
us’ (Field notes, 22/8/06). Natalie stated her enjoyment for attending scripture and took
an active part in class discussions.

It appeared Natalie’s residence in close proximity to the beach influenced her valuessensing towards animals and her natural environment. During a home visit she
described her enjoyment for family walks to the beach and sighting animals such as
penguins. At news, Natalie commented that her favourite outdoor activity was playing
with her pet dog and as such did not go away for the holidays: ‘Cause I have to look
after my pup and feed it, give it tablets,’ she stated (Field notes, 13/4/06).

Personal values concerning right and wrong behaviour were also discussed by Natalie.
According to her, if everybody did the wrong thing: ‘The world would be bad because
no one would be caring about each other, they would just be hurting each other.’ She
added: ‘If you keep on doing the bad thing you could get used to it and when you grow
up you could be a really bad person’ (Field notes, 29/8/06). Natalie also defined a good
person: ‘They care about people, they have a family, and you’ve got to be special to
have children,’ she commented (Interview, 29/8/06).

Interviews with Case Study Children’s Family Care-Givers
Hayley’s Mother
Hayley’s mother speculated that her daughter was: ‘Incredibly caring for a kid. She has
a great sense of compassion and is very thoughtful of other people.’ She referred to
Hayley’s generosity and the gifts that she made for her and her sister each day.

At the time of the interview, Hayley’s mother felt Hayley was exhibiting self-reflective
behaviour in order to understand and identify how she wanted to act: ‘She is a follower
rather than a leader at the moment. She likes to sit back and watch the other kids,’ she
commented. She also asserted that Hayley was demonstrating attachment to her and
her sister, and being ‘very female orientated’ (Interview, 6/8/06).
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Max’s Parents
Although Max proclaimed himself the ‘class clown’, according to his parents, he took
himself ‘very seriously’ and had done so from a young age. His father stated Max was
‘completely lateral with his own way of looking’ at the world (Interview, 26/10/06).
Whereas Max’s mother commented on Max’s enjoyment for solitaire: ‘He often
disappears and plays by himself in his room, usually creating a spaceship, etcetera,
from Lego,’ she stated (Interview, 17/11/06).

Max’s mother emphasised that her son’s frame of reference was his immediate world
and she did not believe he reflected much on the world at large (Interview, 26/10/06).
She believed he demonstrated sensitivity to social problems in the playground and
concern for inequity and injustice, often insisting that everyone plays or is included.
She also stated he exhibited the ability to diffuse a tense situation from a young age.
Max’s concern for injustice was also reflected in his empathy for animals. As an
example, Max’s mother referred to him crying when the family killed a spider (Interview,
17/11/06).

Natalie’s Mother
Natalie’s mother believed her daughter was ‘always’ concerned with right conduct,
however, was more observing of the behaviour of others, than her own. She also
stated Natalie’s consistent worry about others and ‘huge’ capacity to care: ‘Yes, she
has always been caring and compassionate. This became more evident when she
started pre-school and began mixing more with other children,’ Natalie’s mother
commented (Interview, 9/1/07). She felt Natalie was particularly sensitive to social
problems and often exhibited the desire ‘to save the world’. Her mother also believed
Natalie demonstrated concern for inequity and injustice, especially towards children,
the elderly and animals. She referred to Natalie crying upon viewing sad images on
television and her request for the family to sponsor a child from Africa. Natalie’s mother
stated: ‘She is worried about the welfare of other people, with a real sense of empathy’.
She also commented that Natalie ‘loves all nature and wants to protect it’ (Interview,
25/7/06).

Discussion
Similar to the preschool teachers, Mrs Harrison believed spirituality was an important
characteristic to develop in children. Although spirituality was not prevalent in all
primary school curriculum documents, she consciously and unconsciously addressed
many aspects of the theoretical framework of children’s spirituality in her classroom.
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The preschool and primary school settings placed emphasis on different aspects of
spirituality. Although less focus was placed upon awareness-sensing and mysterysensing in the classroom, Year three children appeared to naturally engage with these
aspects during informal and unplanned experiences. Most children utilised their freetime in flow, playing imaginative games or drawing. Children also described being in
flow whilst reading, during which they employed imagination as if to step into another
world. It was evident from each of the three case study children commenting on their
experience of being ‘lost’ in books that this was a common experience.

Year three children demonstrated wonder for many aspects of their world including the
death of animals, their futures and environmental issues. Influenced by the media,
school, scripture, peers, family and other social groups, children this age asked many
questions as they actively formed an amalgamation of ideas from various information
sources, adding to their base of understanding and values. However, what seemed
unique to this research site and the learning experiences in the classroom of these
Year three students, was the teacher’s conscious encouragement of children to look
beyond themselves for ‘the answers’ and undertake their own research and inquire with
others. Mrs Harrison particularly encouraged mystery-sensing through unplanned
discussions and experiences with the children. This was also evident at Max’s home
environment, where his parents encouraged his questioning and had purchased texts
for him to further explore issues of interest.

Children did not discuss death during informal contexts as frequently as preschoolaged children, however, the lenses through which children explored death were
broader and encompassed religious and personal theories. Although Year three
children were more likely to discuss their grief for animals and apprehension for the
loss of pets, the deaths of relatives were chosen as news topics by Eli and Rebecca.
General discussion concerning death also ensued during eight of the twenty
observation days and included several instances during class discussions. As in the
preschool, this included discussions concerning the death of media personalities.
Although Mrs Harrison allowed the majority of discussions to occur, she did not
encourage discussions that that she considered to be inappropriate.

Year three children discussed various faith systems including Christianity, the
Aboriginal Dreamtime, horoscopes and new-age crystals. The notions of luck and fate
were also mentioned. However, during Scripture, children were not encouraged to
question religion or explore their own interpretations; rather they were told what to
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believe because such information was supported by the bible. Although some aspects
of scripture were connected to children’s lives and drew upon personal experiences,
the majority of Anglican lessons observed commonly appeared detached and
complicated for the understanding of Year three children.

In accordance with Fowler’s (1995) faith stage model, the primary children were better
equipped to question previously-held beliefs than the preschoolers. For example,
Natalie enjoyed learning about religion during weekly scripture classes, however,
stated that she did not understand God’s forgiveness of all people and questioned
God’s moral reasoning regarding His forgiveness of ‘bad’ people such as Hitler.
Through her questioning she reasoned the degree of action for forgiveness, stating,
‘Maybe he says that if you had a fight with your friend that he would forgive you, like if
you go say sorry.’ Natalie may also have been influenced by teaching from her Catholic
scripture class which had previously addressed the characteristics of morally good and
bad behaviour.

Year three children regularly discussed what they conceived as meaningful and voiced
the influences that bore upon their value. As a result, the values-sensing category
contained the largest amount of data from the primary age group. Similar to the
preschool setting, emphasis was placed on children’s experiences outside of school
and ample opportunity was given for children to share personal life events. As a
consequence, Mrs Harrison was aware of current happenings in the lives of her
students and often inquired about new siblings, children’s interests and family holidays.

Mrs Harrison encouraged values-sensing through considerate behaviour and building
children’s connection to others and their world. Classroom activities also encouraged
values development and during news, children were required to research and reflect
upon various aspects of their own lives. Whether or not this knowledge functioned to
help children understand themselves is difficult to determine, however, whilst
presenting their information to the class, children discussed a sense of belonging to
groups and their local areas, as they not only discussed their history but their social
and geographic fit.

Primary aged children discussed their connection to animals more frequently than the
preschoolers, however, this was most probably due to the topics being studied at
school and therefore more time dedicated to it. Mrs Harrison encouraged a caring and
compassionate attitude towards animals that appeared to affect children’s development
185

of a socially aware and global consciousness, which often surfaced during class
discussions. Environmental topics remained relevant as the class explored local and
global issues that affected children’s lives. This seemed to influence children’s intrinsic
motivation to discuss issues in greater depth during class and undertake further
research and action at home.
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Chapter 6

FINDINGS: THE HIGH SCHOOL
Even when I was very little my teachers and stuff told mum that I was very opinionated and
said, “Has strong thoughts on all sorts of stuff”… I’ve actually been told by my really close
friends that I was different and unique in a way that I could understand people and talk to
people, and with bullying, people used to come to me in my old school and talk to me about all
sorts of things and sometimes it got a little full-on. I’m friends with everyone in my old school…
Everybody is unique in their own way. Who am I to judge them for what’s going on in their lives?
(Interview with Zona, 20/11/06)

The Spiritual Curriculum
The mandatory K – 10 Framework for New South Wales public schools (The Board of
Studies, 2003) discussed in the previous chapter formed the basis for learning
experiences at the high school setting. Spirituality was addressed within five Key
Learning Areas, including English, Drama, Music, Visual Arts and Personal
Development, Health and Physical Education.

Specifically, the English 7-10 Syllabus refers to spirituality as an aspect of literary
human experience. It states, ‘Students will value and appreciate: the power of
language to express the personal, social, cultural, ethical, moral, spiritual and aesthetic
dimensions of human experiences’ (The Board of Studies, 2003, p. 12). Similarly, the
Drama 7-10 Syllabus and the Visual Arts 7–10 Syllabus refer to the arts as a means to
explore and express spirituality as part of the human experience. The drama document
indicates that the practice of drama: ‘Provides opportunities to explore social, cultural,
ethical and spiritual beliefs, including the diverse values of Australian culture’ (The
Board of Studies, 2003, p. 6). The visual arts document states: ‘Experience of
personal, social, spiritual and cultural differences is developed through practice and the
study of artworks representing different frames’ (The Board of Studies, 2003, p. 27).

The Music 7–10 Syllabus refers to music as an aspect of an individual’s spirituality and
a tool for spiritual expression. The document asserts:
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Music plays important roles in the social, cultural, aesthetic and
spiritual lives of people. At an individual level, music is a
medium of personal expression. It enables the sharing of ideas,
feelings and experiences… It allows for the expression of
emotion and imagination, the intellect and the exploration of
values. (The Board of Studies, 2003, p. 8)

Alternatively, the Personal Development, Health and Physical Education 7-10 Syllabus
refers to spirituality as an aspect of health. It indicates that learning in the Key Learning
Area contributes significantly to the spiritual development of students and an
individual’s values development:

Learning in PDHPE also significantly contributes to students’
health and wellbeing through the development of personal
values based on an understanding of ethical and spiritual
consideration. (The Board of Studies, 2003, p. 24)

Furthermore, in accordance with the special religious education policy (Department of
Education and Training, 2004), all children in New South Wales high schools are to be
offered lessons from authorised representatives of approved religious groups for
instruction in that faith. The document does not indicate the time allocated for such
lessons and at Kingsley High School, Year seven children received several lessons
throughout the year.

Beliefs and Attitudes of the Teachers
The science teacher described spirituality as ‘a natural part of being human’. He
believed the development of children’s spirituality was the responsibility of ‘parents at
home, relatives, older brothers and sisters but also teachers at school.’ He believed he
personally played a role in the holistic development of his students, however,
acknowledged that not all teachers shared his opinion: ‘I guess each teacher will have
a different attitude but my attitude is to develop the students emotionally, socially,
spiritually,’ he stated (Interview, 5/12/06).

Referring to the spiritual traits document (Appendix L), the science teacher stated that
he observed children naturally develop and demonstrate their spiritual capacities in the
classroom, mostly during their interactions with others. He commented:
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To feel empathy for others would lead to a sense of right and wrong or concern
with human suffering. Certainly disputes would come up in the classroom. So
there would be an opportunity for people to play the role of a peacemaker with
their fellow students. So just by being human and interacting with other students
a lot of these come up. (Interview, 5/12/06)

Nonetheless, the teacher felt that there were certain traits that were more relevant to
the science classroom than others and as a consequence he focused more upon the
development of those:

Using intuition, not particularly important. I think sensitive to their purpose in life
is important. Enjoys big questions would be important for some students, not
necessarily for all of the students. But for some students who are interested in
that sort of thing, it would be good to develop that in them. Capacity to care is
good for working together as a class and getting along and helping each other.
That is important, and also for later life. In Science I think it would be good if the
kids were curious about how the world works and functions but that is not
always the case. But again if it is in their nature then it is good to encourage
that with them... Values, compassion, love, concern for others, that is similar to
the capacity to care, to get along well with each other and for later society as
well. Using visualisation, that is not something I can do well myself but I’ve
heard that different students having different ways of thinking and seeing the
world. So I guess it is important to identify how different students think and see
the world and to use a variety of methods to make sure that they all have a
chance to have lessons which are suited to them. Reflecting, self-observing and
self-aware, I think that is very much a matter of personality, introverted or
extroverted. So it is not something we need to develop so much; I think it
develops more naturally, depending on their personalities. (Interview, 5/12/06)

The science teacher did not believe an interest in animals and different environments
was particularly important for children. Rather, he believed, ‘it tends to be over
emphasised in Education’ (Interview, 5/12/06).

Also referring to the spiritual traits list, the design and technology textiles teacher stated
that the curriculum addressed all traits depending upon the class level and subject
matter:
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Pretty much all because design and technology is such a creative subject.
Depending on what design project they are working on and their degree of
academia would depend on which one would be more important than another.
So if you’ve got a GAT class, a big question, a big problem that challenges their
mind, would be quite important to them, because that is what stimulates them to
keep them going. Where you’ve got kids that are less able, like Jordon,
teaching him the capacity to care and work with others is important for him. So
depending on the individual student, you will then work out your target and what
you are doing. And because it is a subject too where people’s beliefs, intuitions,
all come into it. (Interview, 5/12/06)

However, regardless of their subject of study, she felt that different pressures of school
years influenced how children explored aspects of their spirituality. She stated:

I think the compassion, love and concern for others develop as they get older.
In year eight and year nine they are very self-centred in their own personal
growth so to speak, with their hormonal changes. A lot of them especially in
Year Eleven and Twelve they are very much aware of what others see of them
and what they want to portray back to them, what they want to give back.
(Interview, 5/12/06)

Although the design and technology textiles teacher believed the major responsibility
for developing children’s spirituality relied on positive parenting, she emphasised a
‘team effort’ was required so that the philosophies at home are reciprocated at school:

If you are say from a Jewish faith and you are going to a Catholic school, it
might contradict and cause a conflict in that way. So that is where I think you’ve
got to be well aware of what is around you [as a teacher] and choose
appropriately what you are going to do. (Interview, 5/12/06)

The art teacher commented that spirituality was encouraged at the high school and
embraced particularly due to the community:

Kingsley High has a strong sense of community. The village atmosphere of
Kirraly, Brunner, and Kingsley generally is very caring and everyone knows
everyone else. The beach and access to a great natural environment also give
people a connection to nature. And there is a great sense of community
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associated with sport. For example lifesaving, nippers, football, gymnastics, and
other clubs. There are cultural venues such as the art gallery to visit and
functions on Australia Day etcetera which bring the community together.
(Interview, 11/12/06)

She also discussed the development of children’s spirituality:

Spirituality may come later in a person’s personal development after the phases
of trust, identity, and morality, then spirituality. Some may be religious from an
early age and also very spiritual. (Interview, 11/12/06)

The English teacher was not specifically interviewed on spirituality due to her busy
schedule, however, during informal discussions commented on teaching as a
personally rewarding occupation. She seemed to ‘go beyond’ the demands of her role
as a class teacher, having raised enough funding to rebuild two drama rooms for the
students and paying for several students to attend a HSC study day who were unable
to afford the excursion.

The School Day in the Year Seven Classroom at Kingsley High School
A typical day in the Year Seven classroom consisted of six fifty-minute periods,
breaking for recess and lunch. Following morning assembly, children attended roll-call,
where there was rarely any discussion between teacher and student. Before the
beginning of class, children lined up outside their classrooms waiting for the teacher.
Children attended sports on Thursday afternoons.

The Emotional and Physical Environment
The physical appearance of classrooms differed among subjects. Due to the demand
for rooms, teachers tended to share, even across subject areas. As a result,
classrooms were often presented poorly, blinds and windows were rarely opened and
desks and chairs did not match. If the walls were decorated at all, they mostly
displayed faded and dull posters. The science room exhibited posters and textbooks
from the 1970s. However, several of the English and art rooms and the library depicted
posters, colour, motivational quotations and children’s displayed works.
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The Case Study Child: Family Disposition on Spirituality
Zona’s Family
Zona’s mother believed that spirituality was the responsibility of parents to do ‘the best
that they can do’, however, teachers can certainly help. She commented, ‘because you
can’t rely on having the Miss Nashes of the world’, referring to the English teacher.
Nonetheless, she believed children’s spiritual traits were genetically inherited. She
stated, ‘being a scientist. I think there is a gene that says “will be helpful” or “will be a
bully”… I really do think that.’ As a consequence, when discussing the spiritual traits list
(Appendix L), Zona’s mother stated ‘she is pretty much like her dad because he was
doing the same sort of thing apparently when he was her age’ (Interview, 14/12/06).

Zona lived on a waterfront, half-hectare property in the suburbs with her mother and
grandmother. The home was surrounded by natural bushland and animals. The
majority of their furniture was constructed using wood and natural materials, many of
which were built by Zona’s father who was a cabinet maker. As Zona stated, ‘Dad
loved nature’ (Interview, 13/11/06).

Zona’s mother believed faith and organised religions serve a purpose as a moral guide
for individuals who are not born with an inherent sense of personal spirituality. She
commented:

I guess it is a way of making people in society work because if you haven’t got
the gene that says you ought to be a kind person, etcetera, then something else
has got to tell you to be that way… I used to once upon a time think there was
no place for religion but now I think there is a very substantial place for religion,
so long as it is not over the top. (Interview, 14/12/06)

It seemed Zona’s mother’s approach to her daughter’s spirituality was influenced by
her own upbringing. Commenting on the spiritual traits list, Zona’s mother referred to
her own father’s experiences of a ‘very, very religious’ upbringing, in which he regularly
attended Greek Orthodox Church, as the choir boy. Although Zona’s mother was
uncertain as to what caused him to change, he was not religious when she and her
siblings were born and allowed them to make their own decisions regarding faith.
Similarly, Zona’s mother did not encourage her daughter to believe in a particular faith,
however, stated she would be supportive should Zona decide to do so.
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Children’s Perspectives on Spirituality
Every child interviewed believed spirituality was important for individuals. Following are
several children’s responses outlining their beliefs.

Leon:

It’s an important thing I guess, like there are so many people who just
don’t have that stuff. I don’t know, it’s like society is so busy and people
just need to stop and calm down (Interview, 5/12/06).

David:

They [spiritual traits] just make up a person and you just need that in a
person (Interview, 5/12/06).

Paul:

They are important for everyone because everybody has to be a
peacemaker and everything. If everyone was like that and if nobody was
rude or abrupt or mean to anyone, the world would be heaps better. Like
if nobody was violent it would be heaps better for the world, we wouldn’t
have fights everywhere and stuff. There would probably be a lot more
people alive (Interview, 5/12/06).

Zona:

Most of these things are important because if young people learn these
values today then they can just carry it on throughout their lives.
Because if one person is taught to respect nature and later on if heaps
of people don’t respect nature they can spread the word. It’s like how
the disciples spread the word about Jesus, it’s like that. That’s what I
think. (Interview, 5/12/06)

However, children differed in their opinion regarding spirituality as a taught or inherent
characteristic. For example, Leon believed that creativity and knowledge on how the
world works could be taught, however, he did not believe in the teaching of an
individual’s sensitivity to social problems: ‘Because you can’t really change who
someone is.’ Similarly, Byron agreed that most aspects of spirituality were not taught at
school:

Not really taught at school but we experience them sometimes… I think it’s like
you develop them by yourself because you are learning. I don’t know. Some of
them you learn, it just comes naturally and others get taught but mostly you
learn yourself. (Interview, 11/12/2006)

By contrast, Zona perceived spirituality as an inherit characteristic with the capability
for potential development. She regarded children’s spiritual development as:
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‘everybody’s responsibility’, including the shared role of parents and teachers. She
stated:

People should exercise these values so kids can learn from them, like role
models. That is what I think, like they don’t have to tell us about it, they can just
set an example by doing something like that; like you can read in books all the
kindness of strangers and what they do and how they help. People like that
encourage other people to do it, which is good. (Interview, 11/12/2006)

Zona also commented that spirituality was integrated into the learning experiences of
most classes:

In most of our classes we are taught to respect each other and to learn stuff
and to be at one with ourselves. Sometimes, like in PDHPE, we are told that we
have a spiritual self and all that stuff and we have to learn to respect each
other. Yeah, that is what we are taught…. Well the big questions, that is sort of
what applies in school and stuff, that’s what I think it’s like. But for the rest I
think it’s just natural, it just comes. (Interview, 11/12/06)

David also referred to aspects of spirituality taught through PDHPE with particular
reference to developing the characteristics of a peacemaker. He also commented on
learning about God and faith during several scripture lessons taught at the school by
religious education teachers. He believed developing young people’s spirituality was
the responsibility of parents, siblings and ‘some teachers’, however, parents held the
greatest influence. He described parental influence as: ‘Just getting love from your
parents and stuff, just being cherished and being treated well and stuff’ (Interview,
5/12/06). Similarly, Leon and Paul believed that children’s spiritual development was
primarily the responsibility of parents, however, aspects could be taught at school.

The Themes of Children’s Spirituality

State of Being: Awareness-Sensing
Year seven children did not commonly demonstrate awareness-sensing during their
school day, however, in interviews such experiences were predominantly referred to.
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Observations during Voluntary Experiences
During class and free time, many children sang songs voluntarily. For example, one girl
sang the following lyrics as she sewed her tapestry, ‘I believe I can fly. I believe I can
touch the sky.’

Observations during Curriculum Experiences
The majority of the time teachers noted children’s inability to focus on school activities
and consistently asked for children’s attention and well-mannered behaviour. Often
teachers were ignored by children as they continued their activities. During compulsory
reading at roll call each morning, less than half of the class concentrated on their texts
and instead appeared distracted by others in the room. However, children
demonstrated conscious engagement with classroom activities during art and drama
lessons. In art this was demonstrated by the general quiet and calm in the room as
opposed to children’s constant chatter. Distractions rarely occurred as children
remained focused on their work, which was seldom observed during observations in
other subject areas. This level of conscious engagement was also observed in Nick, a
child who typically demonstrated extroverted behaviour and persistently sought the
attention of his peers, who during art, ceased to talk and instead concentrated on his
work. Moreover, when the bell sounded for lunch one afternoon during art class, not
one student in the class moved as they continued drawing (Field notes, 18/10/06).

Children’s awareness of heightened aesthetic experience was also exhibited during a
music lesson. The class members were quiet as they wrote notes from the blackboard,
because, as one boy advised, they could begin the practical part of the lesson when
note-taking was complete. Once finished, the children were asked to imagine
themselves as a film composer writing music for a scene for either a bank robbery or a
tight-rope walker balancing upon a high wire. The teacher commented, ‘It has to fit well
though. I remember many years ago a movie had the worst soundtrack I’d ever heard
and I didn’t then want to see the movie.’ Following the activity the children listened to
various musical compositions including the theme from Jaws. Approximately half of the
class moved their body in some way to respond. Jackson asked, ‘Can we get up and
dance when it gets psycho?’ however, he was not encouraged to do so by his teacher.
In groups the children continued to work on creating three pieces of music. The teacher
commented, ‘The piece that makes your piece really good is your story.’ The all-boy
group that I was seated closest to, decided to use body percussion, utilising sharp shrill
noises to communicate a boy playing with his dog in danger (Field notes, 5/12/06).
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During design and technology textiles, children occasionally took time to feel and
engage with the textures of various fabrics and sewing resources. In one lesson,
Cassandra cut out small shapes from material and asked Mathew if he wanted to
create a puzzle with her. Although they were expected to focus on the teacher’s
instructions, the two children seemed caught in the here-and-now as they cut and
assembled their puzzle (Field notes, 20/11/06).

Interviews with Children
Applying intuition relates to the ability to focus bodily awareness and was employed by
four of the seven interviewees. Matt believed listening to his inner voice empowered
him to make his own decisions and Leon also regularly employed intuition to help him
in everyday situations. Leon described a recent event that occurred when riding his
bicycle along a path near the beach:

So I was riding my bike very slowly on the footpath and I was just thinking about
police for some reason and then someone said my hair was sticking out under
the helmet. So I took it off and I kept riding and then I put it back on and I rode
past the police. It was just weird. (Interview, 5/12/06)

Children also readily recalled activities in which they engaged a state of flow. For
example, Leon referred to his particular enjoyment for playing the piano and spent the
majority of his recess and lunch in the music room. He described music as an
important aspect of his life, which created for him a ‘state’ of transcendence, indicating
the flow characteristic. He commented, ‘If you do it by yourself it’s really relaxing and
you get into this state I guess. It’s sort of just the music. You just sort of forget and not
worry about much else. It’s just sort of weird.’ It seemed music was an outlet of
relaxation for Leon, whereby he could disconnect from the physical world as if to
become one with the ambience and the creative process. Although other children did
not specifically refer to the transcendent state that Leon experienced, David stated that
time passed quickly when he listened to music (Interview, 13/11/06).

Observations and Interviews with Case Study Child
Zona
Zona particularly enjoyed activities in the humanities subjects, however, she rarely
demonstrated flow at school as she observed others and persistently yet quietly
chatted to her peers. Nonetheless, the walls of her house presented over twenty pieces
of framed art works and tapestries, which she had created between her current age
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and infancy. When discussing her selection of fabric for the pillows the class were
making in design and technology textiles, Zona referred to her family’s influence upon
her creativity.

I have fifty year old fabric. It was my grandmother’s. I come from a creative
background. Dad was a carpenter, mum was a sewer. My mum pretty much
said if you don’t end up being creative you’ll be kicked out of the house. She
was joking but kind of meant it. I like woodwork. I use all of his [father’s] tools
and make things. (Interview, 28/8/06)

Interviews with Case Study Child’s Family Care-Giver
Zona’s Mother
Although she did not employ the term ‘focusing’, Zona’s mother had consciously tried
to instil in Zona an awareness about other people’s actions and responses. She stated:

I was trying to develop that. I was trying to say to Zona, things like, “Don’t annoy
your teacher, can’t you tell when the teacher is cross or it is the wrong time to
ask questions ?” And so I’m hoping that she does. I’ve been trying to get her to
realise that there is a way of picking up vibrations from people. I don’t know
whether that is intuition or not but it helps if you can notice little things about
people. (Interview, 14/12/06)

Zona’s mother also recognised that her daughter enjoyed the creative process. She
stated that she and Zona rarely watched television without working on a tapestry or
another form of art.

Yes, most definitely, loves doing all that. We’ve got bits, we put them away but
if you had been here this morning you would have seen all the creative stuff.
(Interview, 14/12/06)

State of Being: Mystery-Sensing
Children seldom exhibited a state of being as a result of mystery-sensing during
voluntary experience at school. Nonetheless, during classroom activities in drama,
children actively explored this sense of spirituality and discussed their enjoyment for it.
During interviews, several children referred to mystery-sensing to explain an inner
experience.
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Observations during Voluntary Experiences
Throughout the day children occasionally made reference to imagination in their
games. This most often occurred when children had no other activities to occupy
themselves. For example, whilst waiting for a cricket game to finish, Leon, Zona, and
their three friends played a game of Hot Potato with a cricket ball (Field notes,
30/10/06).

Observations during Curriculum Experiences
As described in awareness-sensing, drama activities required children to engage their
imagination. In one instance, as the class walked outdoors for drama activities, the
teacher commented, ‘I don’t want to be in the classroom today, my spirit dies.’ Once
outside on the back oval, the children played several warm-up activities including the
children’s classic Duck Duck Goose. The main activity, Postcards, required the
children, in groups of four or five to construct a still scene as if they were a snapshot of
a postcard. The children were encouraged to ‘think of the emotions’ as they presented
the facial and bodily expressions of characters. Children were also encouraged to
explore their relationship to the subject matter. For example, whilst enacting the scene
for ‘new baby brother’, children were asked to consider their character’s relationship to
the baby and how that would affect their response. Upon returning to the classroom,
the teacher asked the children to record their personal lessons learnt. She stated:
‘Drama is all about you and your experiences. These are your ideas. I am not going to
dictate or tell you what you thought’ (Field notes, 4/9/06). During drama children also
studied a unit on Commedia dell'arte. Activities included watching a DVD on
Commedia dell'arte and writing their own scripts to perform. Upon practising the plays
their class had written, the teacher commented, ‘You have to believe you are that
character’.

Children were also encouraged to perceive their activities as important, as the teacher
made comments such as: ‘You are actors now. The director would fire you for letting
the group down, more importantly letting yourself down’ (Field notes, 18/10/06).
Reflecting on drama, Marvin, who was frequently in trouble with his teachers and had
been suspended on several occasions, stated his enjoyment for the activities: ‘You get
to express yourself and entertain people and make people laugh’ (Field notes,
23/10/06).

On occasion the history teacher also encouraged children to employ visualisation
during lessons. For example, whilst reading passages from a text, he stated: ‘Try to
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build up some of the images, which hopefully some of you could imagine’ (Field notes,
4/9/06).

Interviews with Children
Children seldom described experiences of state of being, however, on two occasions
Leon referred to a state of oneness and serenity with the bushland that surrounded his
home. Describing his suburb as ‘a really relaxing place to be,’ Leon commented,
‘Places like the city and stuff, they’re good but they’re just a bit hyper’ (Interview,
13/11/06). He expressed his enjoyment for being alone and relaxed in his natural
environment, with the ability to reflect on his thoughts and appreciate the serenity in the
absence of the busyness of daily life. In this manner Leon demonstrated the
transcendence of everyday experience through imagination, to delve into the mystery
and imagery of the world, ‘going beyond’ what is known or understood. In another
instance, Leon described his enjoyment for solitude in the natural environment:

You can go into the bush and just sit there… It’s just good to get out there away
from people because people are pretty much the most annoying thing you can
possibly get, I guess, like some of them. It’s just good to be alone with your
thoughts and just think and stuff. (Interview, 5/12/06)

In a similar way, although he did not state the effect of natural environments upon his
being, Paul commented on his enjoyment for being surrounded by natural settings. He
also referred to his desire to go to the Caribbean because of the clear water there. He
stated:

I like seeing the water like over in America, the Caribbean, I’d love to go there
because the water is so clear and stuff. I went to Queensland one day to the
rainforest and I liked that, it was heaps good. It was called the Mosman Gorge
and there is a big waterfall there and everything. (Interview, 11/12/06)

Observations and Interviews with Case Study Child
Zona
Zona rarely referred to experiences of state of being during interviews, however, when I
asked her why she had chosen a design of native Australian birds for her tapestry
subject, she referred to the aesthetic appreciation for her natural environment: ‘Cause I
live in Waley Road and there’s lots of birdies there. I thought it would be nice to put it in
the window and look at it and the birds’ (Interview, 28/8/06).
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Zona also participated in several games that involved imagination, and commented on
her enjoyment for acting during drama. On several occasions when she and her friends
did not have a game to play, she suggested imaginary scenarios. For example, one
recess, when she and her peers did not have a handball during recess, Zona
pretended to bounce an imaginary ball to her friends. ‘Hey, let’s practise,’ Zona
suggested as the group of girls continued to play their game, laughing for several
minutes as they participated.

Interview with Case Study Child’s Family Care-Giver
Zona’s Mother
Zona’s mother believed her daughter demonstrated appreciation and delight for the
world around her. However, in her role as a teacher working with HSC TAFE students,
she often observed an absence of awe and wonder in children’s lives, which she
believed was hindered from the modern environment. She referred to one example
during an excursion to the Royal National Park in Sydney, when one student in
particular realised a connection with the natural environment there and wonderment for
his surroundings. She stated:

Well they live in a concrete box and all they have got around them is shops and
artificial lights and stuff and it’s so awful to watch them gravitate towards that. I
remember taking a mob of students to the Royal National Park once when it
was still raining and there was a rainforest there and I’d been there before and
had lost the awe of it all and I took this kid who was a bit of a hoon, you know,
he had a fast car and all that and he had all his girlfriends hanging on and all
the rest of it. And we got to this place with enormous trees with big overhanging
branches and just beautiful, this rainforest. And he stood there and he went,
“Wow.” All of a sudden it hit him and he said, “This is fantastic, I’m going to
come back here tomorrow with my girlfriend and I’m going to stand here and go
wow.” He had finally seen it, but you know people need to do that. (Interview,
14/12/06)

Concern for Existential Issues: Mystery-Sensing
Children demonstrated a curiosity for the social and scientific world around them.
Questions for unexplained phenomena surfaced daily with children often debating their
different perspectives. Such questions were most often motivated through awe and
wonder and required creativity and imagination to perceive beyond the tangible.
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Personal existential questions were also reflected upon by children, most commonly in
their own time when alone.

Observations during Voluntary Experiences
In design and technology textiles, Byron and his group of friends often mentioned their
belief in God and their attendance at the local church youth group. However,
conversations concerning God were usually brief as children were often distracted by
the conversations and actions of others in the class. On one occasion during textiles, a
group of other children discussed creationism:

David:

We’re all related.

Tanya:

No we’re not.

Zona:

One in five people are Japanese. The theory goes that there’s five
connections.

David:

Yeah Adam and Eve had twenty-three children and they had babies and
they had babies. I heard it somewhere. Do you think we’re all related
Tyson?

Tyson:

Yep cause there was Adam and Eve and other people too but they’re
represented by Adam and Eve. God created them.

As the lesson continued Paul and Nick discussed the characters in Doctor Who and the
notion of different universes (Field notes, 16/10/06).

Observations during Curriculum Experiences
During science, children demonstrated curiosity for the world around them, however,
were generally not encouraged to explore their mystery-sensing. Instead, they were
quickly given the ‘correct’ answers to comprehension sheets by their teacher, with
discussion rarely ensuing. For example, when the teacher asked the class for the
causes of volcanoes and earthquakes, upon several children misbehaving and
continuing their conversations aloud, the teacher quickly gained control of the direction
of discussion and explained his account, disallowing students to give their opinions.
Although children subsequently asked questions such as, ‘What is lava?’ the class
were advised by their teacher to resume their work by silently reading over the
worksheets (Field notes, 16/10/06).

Children were commonly curious about the nature of information they were told by their
teacher and asked questions each lesson such as, ‘How do you know that sir?’ In one
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instance, the teacher replied, ‘Through different experiments that people have done’
and the conversation diminished as children were asked to concentrate on their
worksheets (Field notes, 16/10/06). However, during one lesson, whilst studying the
solar system, a group of children discussed among themselves the origins of the
universe and other existential ideas. As they drew the planets in their workbooks, the
following discussion surfaced:

Byron:

I believe in God and I believe in the gorilla thing, so Adam and Eve must
have been gorillas.

Sean:

Maybe the big bang theory created God.

Nick:

What do you think sir?

Teacher:

I get asked all the time, how do I think the world began because I say
God, and they say how can I say that because you’re a scientist.

Sam:

So how can they create the speed of light?

Evan:

God says shut-up.

Jackson:

God is a vengeful god if he wants to be.

Nick:

No, it just appeared. I was flicking through the channels and it said that
the big bang begun from these magnetic waves. I’m not really good at
science but it sounded alright.

Richard:

I’ve thought about it but I’ve got all these different ideas. Like my
brother, he’s really interested in it and we talk about heaps of things like
Mars used to be Earth. And I was watching this show on Venus and that
it’s full of water and that will turn into Earth too. But I think it all started
off with one galaxy and then things just kept breaking off into other
galaxies.

The remaining children at the table were quiet as they finished their drawings of the
solar system. David discussed a time measurement activity at the children’s science
centre Questacon and attending the Science Park at Wollongong (Field notes,
23/10/06).

The afterlife was discussed once during a history lesson on the spiritual life of Ancient
Egyptian society. Discussing her response to a comprehension activity sheet, Danielle
explained: ‘When a person dies their soul goes to heaven through a star and they go to
their paradise.’ The teacher commented, ‘Yes, their theories were based on a lot of
mythology’ (Field notes, 4/9/06)

202

Interviews with Children
During interviews, six out of seven children indicated that they experienced curiosity for
how the world works and many of their responses demonstrated their interest in
matters of a scientific nature. For example, Byron stated, ‘I want to know how stuff
happens like why things happen; why trees grow, why waves come and why people
are the way they are and stuff like that’ (Interview, 5/12/06). Children also commented
on their eagerness to know what was generally happening in the world around them, as
indicated by Paul: ‘Because I’m trying to know things. I don’t like not knowing what is
happening and stuff. I like to know what is going on… Like on a global scale, like
everything’ (Interview, 5/12/06). Nick commented on how the curiosity of his family
influenced his knowledge, regardless of he, himself, demonstrating little interest: ‘Yeah
my mum and my dad like watching the news sometimes and stuff, although I don’t
really want to watch it. But they just like knowing what is going on and stuff,’ he stated
(Interview, 5/12/06).

Children also commented on theories they had previously believed to be true at a
younger age. For example, Tanya referred to her previous belief in heliocentrism, that
is, the movement of the sun around the moon, whereas Danielle stated: ‘I used to think
the moon was made out of cheese. In Kindy I used to think that Australia was the
world’ (Interview, 20/11/06).

Children’s concerns were also of a personal and social demographic interest. For
example, Belinda stated: ‘Sometimes at random times I think how am I me? Why is the
world the way it is, why does everyone look different and stuff?’ (Interview, 5/12/06).
Leon also described personal concerns and stated his curiosity for the meaning of life.
Although he was unsure of what that was, he stated: ‘Yeah, you think about it and then
you go, it’s just really, I don’t know, it’s just too big a question to be able to work out’
(Interview, 5/12/06). Similarly, referring to death, Leon stated: ‘I think you can never
know. It’s impossible’ (Interview, 13/11/06). It seemed Year seven children were more
reluctant to philosophise death due to their inability to know the truth.

Although Year seven children also discussed a lack of encouragement to exercise their
curiosity, Leon believed he possessed a general curiosity himself he stated he was not
always encouraged to explore such questions at home:
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Yeah, it’s sort of interesting. I sort of think about something and then I just, I
might ask about the air conditioner and he [dad] gets really annoyed. Because I
always ask him questions and he just doesn’t know. (Interview, 5/12/06)

When asked to describe what could bring potential future happiness to children’s lives,
interviewees referred to short-term and long-term visions. Danielle referred to ‘winning
a sport division thing, getting a good job’ and Byron stated, ‘[Surfing] comps next year
and try to get sponsored. This year was my first year in state rounds and I made it to
the Nationals [finals].’ Nick referred to long-term happiness: ‘I just want to open a shop
for skating and stuff like that,’ he commented (Interview, 5/12/06).

Three from seven children commented on their use of visualisation for a purpose. For
Paul, visualisation was used to help him achieve short-term goals:

I think today I’m going to, I want to finish my assignment and then I’m going to
do this and then I won’t have to worry about it for the rest of the week, like on
Saturday… I know that if I do it at the start of the week then the rest of the week
I can do whatever I want and I can just relax. (Interview, 27/11/06)

Alternatively, Belinda employed visualisation to picture long-term possibilities. She
commented: ‘Yeah I do that, you think about the future and what you want to do. I kind
of want to be an architect but I’m not sure’ (Interview, 11/12/06). Similarly Matt
envisaged future goals such as becoming a professional soccer player. He also
employed visualisation during reading: ‘When I’m reading… I just see it in my mind,’ he
explained (Interview, 5/12/06).

Nonetheless, only two of the seven children stated their consideration for life purpose
and only one of these children regarded it relevant to their current age. Byron indicated
that consideration of purpose ‘was a recent thing’, which he believed had developed
when told he ‘wasn’t important’ by other children and teachers at primary school. As a
consequence, he considered it his purpose to positively impact the lives of others with
a focus upon the prevention of bullying: ‘I don’t want to just leave everything the same,
I want to be able to change it and make it better,’ he said (Interview, 5/12/06). Although
Matt believed ‘everyone has got a purpose in life’, he was not aware of his at his age.
However, he was certain he would realise his as he grew older through experiencing
activities he enjoyed and to: ‘Just keep going with it or something, like go with what I
want’ (Interview, 5/12/06).
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Interviews with Teachers
The science teacher believed children’s curiosity for how the world works and functions
benefited learning in science, although he recognised not all children demonstrated
such curiosity. He stated: ‘If it is in their nature then it is good to encourage that with
them.’ The science teacher found that children in the junior grades of high school were
more inclined to portray a curiosity during class time than the older students, for which
grades and assessments were of a greater focus. He stated:

That is what school is about for them. For the younger kids it is a new
experience and the junior syllabus seems to be more fun, less serious, so they
have more room to be curious about how the world works. (Interview, 5/12/06)

Observations and Interviews with Case Study Child
Zona
Zona often portrayed curiosity for the world around her and referred to her mother’s
background in science as an influence upon her interest. She stated: ‘I use to think a
lot about a lot of things cause my mum, she’s a science teacher and used to take me.
By the age of six I already knew how to dissect an eyeball’ (Interview, 20/11/06). She
enjoyed attending science functions with her mother and prior to our interview had
attended an exhibition on deadly plants which she had found ‘really interesting’
(Interview, 8/8/06). Nonetheless, when discussing her belief in the big bang theory,
Zona commented that it was not her mother’s influence that affected her belief but
rather her own investigations through science texts and documentaries.

According to Zona, she had reflected on the explanations for how things worked from a
young age: ‘When I was little I used to think about how the water didn’t fall off (from
earth). Now I know it’s gravitational pull,’ she stated (Interview, 16/10/06). In her journal
she also recorded ideas she could recall theorising about:

I asked her [my mother] when I was about six if there was a green hand in the
fridge and she went off at me for the first thing and said, “Of course not, you’re
just imagining things.” And I just wouldn’t bother her anymore… I decided from
then on that I’d just find out and look it up in a book. (Work Sample, 20/11/06)

Zona also reflected on death, however, did not believe anyone could explain the
afterlife. Zona recalled her past understanding that people remain in a deep dream like
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state, however, like Leon, commented on her uncertainty in actually knowing and
therefore not believing in a certain process. Nonetheless, she also stated her continued
wonder for the existence of a place ‘like heaven or hell.’ Though Zona’s father had
passed away when she was younger, death did not appear a phenomenon that she
considered any more so than her peers.

I used to think you go into a deep sleep and you just dream. No one actually
knows what happens because no one’s been able to communicate with their
relatives or anything. But for some people it means a lot. One religion, they
think the first one [life] means nothing and they’re just waiting to die. (Interview,
11/12/06)

During another interview, Zona was asked to comment on the statement: ‘What do you
really wonder about?’ In her response she referred to creationist theories of evolution
and the Buddhist way of life:

If we’re all from them, descendants, aren’t we all related? Some Christians say
we’re all related and I think that’s kinda crazy but that’s their belief and they can
believe it. I went to a Buddhist temple near Wollongong and I saw these
Buddhist priests praying and they’re one with nature cause they’re free. I mean
they still do their duties and stuff, they’re really nice people. (Interview, 5/11/06)

Zona recalled employing a creationist perspective to interpret phenomena when
younger. Among her ideas, she could remember believing, ‘Rain was controlled by God
turning on a tap in the sky’ and ‘light and day were controlled by God turning on a light
switch’ (Work sample, 20/11/06). Zona also discussed her current wonderings about
God:

I really wonder if there was a person like God. He probably did actually walk the
earth but I don’t think he created the universe. And I also wonder if there is a
place like heaven or hell… God hasn’t really been a big factor. Sometimes with
God I think some things aren’t true, like I don’t believe that God began the
Universe… But that the big bang theory does. (Interview, 20/11/06)
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Concern for Existential Issues: Values-Sensing
Although Year seven children could readily articulate issues that mattered to them,
personal perspectives were rarely addressed during school experiences. Older children
generally demonstrated eclectic perspectives concerning what valued to their lives.
Influences varied with some children demonstrating a digression from the influence of
parents’ perspectives. Children demonstrated a greater interest in evolutionary and
creationist perspectives, perhaps influenced from teachings about the solar system in
science.

Observations during Voluntary Experiences
Although children did not openly discuss their need for acceptance among peer groups,
their actions in the classroom indicated their value for belonging. Children rarely chose
to sit alone and were quick to label others with terms such as ‘loner’ if they did.
Children were also quick to insult other children who were not part of their immediate
peer group. For example, when one of the quieter boys asked one of his peers to
explain the lesson activity, she yelled for the class to hear: ‘It’s just recapping what’s
already happening stupid!’ (Field notes, 20/11/06). Most teachers accepted children’s
use of reference and disregarded such behaviour.

Children rarely referred to their relationship with nature or animals. Only on one
occasion following the school holidays was a child observed discussing with peers her
enjoyment for spending time at the horse stables. However, children openly discussed
their relationship with God. For example, during class, Byron explained to his friends
that his youth group was ‘a Christian thing. Just about the whole of year eleven and
year twelve go.’ He seemed to proudly discuss attending youth group on Friday nights
and told his friends about the Christian rock bands he watched with his friends.
However, having overheard the conversation, Tanya stated, ‘But I’m more of a
Christian than most of those who go but I don’t go to Youth’ (Field notes, 16/10/06).

Observations during Curriculum Experiences
Learning was generally teacher-directed in the Year seven classroom and manners
were continually reinforced as students attempted to talk over their peers in most
classes. As one teacher stated: ‘We have rules. When someone is talking while
another is, it’s rude. It’s courtesy’ (Field notes, 18/9/06).

Nonetheless, children’s exploration of sense of self was encouraged during art, English
and history lessons. The ‘My Identity’ art unit specifically explored the aspects of self
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that children valued. One activity involved the children drawing graphic symbols that
they identified with, inside an outline of their name. Other lessons, children constructed
masks to represent their identity. As Tyson drew his mask with illustrations of surfing,
soccer, guitars and the crucifix, he stated his inclusion of the crucifix: ‘Because I
worship God. I’m a Catholic.’ During another art lesson, children painted ‘Things that
make me scream’ in the style of Edvard Munch’s The Scream (1893).

The English teacher regarded herself as a potentially important influence upon the
holistic development of her students. Throughout lessons, she often commented to her
students about their capabilities as individuals and encouraged individual development
and performance. For example, as children selected a text for individual reading one
lesson, she stated: ‘If you do not read you will not grow as a reader. You will not extend
your vocabulary. Do not choose a book you’ve read because you’re not challenging
yourself’ (Field notes, 20/11/06).

Through drama, children explored self-expression, personal values systems and
connection to others. One activity that did so was the Commedia dell'arte unit, which
although humorous, was essentially concerned with political messages of equality and
tolerance. Children discussed the social values behind the play and how they related to
the modern world and their understandings of tolerance and equality, associating
spiritual education with awareness to the inequities of power, as referred to by several
educational theorists (Apple, 1990; Aronowitz & Giroux, 1991; McLaren, 2003;
O’Sullivan, 1999).

As the children wrote their scripts in groups they were advised by their teacher: ‘It must
have an ending through where the audience thinks I will never treat people like that
again’ (Field notes, 18/8/06). At the completion of the unit, children were asked by their
teacher to discuss what they personally learnt from the experience. Answers included:
‘How to use your imagination’ and ‘learning to trust each other, that it’s okay, not gay’
(Field notes, 4/9/06).

During history children explored their connection to others irrelevant of time barriers, as
they discussed similarities across cultures and history. However, this occurred on a
basic level with little opportunity to explore further as student-led discussions were not
encouraged. Rather, the majority of lessons involved children watching a video
concerning the era of study or reading information from texts, followed by
comprehension sheets. When discussions did occur, they were teacher-oriented and
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did not allow children to explore their ideas or interpretations. For example, during a
lesson on Ancient China, the class read information texts about three different religions
including Confucianism, Taoism, and Buddhism. Rather than explore children’s
questions concerning the faiths, children were requested to give their answers relevant
to the question sheet (Field notes, 13/11/06). On another occasion when children
reported on an assessment exercise of Marco Polo’s voyage to China, little discussion
occurred between class members as the teacher recapped the main points (Field
notes, 20/11/06). However, when children were able to discuss their views, the teacher
provided positive feedback to children’s suggestions. He also encouraged manners
throughout all lessons regardless of the disruptive behaviour of class members.

Nonetheless, during Personal Development, Health and Physical Education, children
were offered many opportunities to discuss the meaning of lessons that applied to their
lives. For example, whilst completing a comprehension exercise on children’s smoking,
the class were asked to discuss their impressions of smoking and the reasons they
thought people did it. The PDHPE curriculum also facilitated children’s ideas about
their personal futures, whereby children recorded their hopes for the future and
timelines for their lives.

Children also explored values-sensing in which they researched a project highlighting
environmental concerns during library class. Children were asked to research and
present a mock PowerPoint presentation to the Minister for the Environment requesting
the government’s attention to a particular issue. During their research, the librarian
asked the class, ‘What is to stop you from really doing this in ten years time?’
Nonetheless, after spending several lessons researching their topics, the majority of
children took little interest and were generally ill-prepared to present their work on the
day. Children laughed throughout other class members’ presentations and were
consistently asked by their teachers to be quiet and demonstrate manners to the
presenters. However, when Zona and Marvin presented a presentation that was well
researched and entertaining, the class paid attention and commented on their
strengths. The slogan of Marvin’s and Zona’s research was: ‘If we all put in a hand we
can make a difference’ (Field notes, 18/9/06).

Interviews with Children
Throughout interviews children demonstrated their value for self-knowledge and selfreflection and acknowledged the importance of living personal values. Four out of
seven interviewees commented on their self-observing and reflective behaviours and
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four of eight children stated their enjoyment for spending time on their own. Paul
indicated that when in his own company he employed self-reflection in terms of his
behaviour and interaction with others:

When I have a fight with my sister or anything I’ll think, “that is just stupid and
I’m just going to say sorry.” I just try to say sorry. Like yesterday my sister was
annoying me and I was annoyed and stuff and she didn’t say sorry but even
though I didn’t really do anything to her I said sorry to her so she would say
sorry back to me. (Interview, 11/12/06)

David and Belinda discussed self-awareness in terms of reflecting upon the day’s
activities, as David explained:

When I go to sleep I’ll think of how I acted in situations on that day and maybe I
could have acted differently or a bit better when there was conflict or something
like that. (Interview, 5/12/06)

In a similar way, Leon and Byron discussed the importance they placed upon upholding
a strong sense of self despite other people’s opinions. Leon believed he demonstrated
a strong sense of individuality compared to ‘most people’, and believed such thinking
was influenced by his parents. He differentiated himself from others with regard to the
little value he placed upon material possessions and maintained it was important to
‘just try to be who you are’. He stated:

A lot of people tell me I’m like a hippy and stuff. I’m just not into all the stuff that
most people are into like big TVs and cars. They say what I believe in is stupid.
Cause I’ve got this like really small TV and they say, “Why do you have that,
why don’t you get a bigger one?” But I just say, “Why do you need one?” I try
not to be affected by it, just try to be who you are. (Interview, 13/11/06)

Byron referred to his disregard for other people’s opinions concerning his appearance:
‘That’s why I got a bad haircut cause I’m not self-conscious. I don’t care about it,’ he
stated (Interview, 16/10/06). He further commented, ‘I don’t care what other people
think about me. I’ll go to parties wearing tight jeans and get thrown into a pool [for it]
but it doesn’t really matter.’ Byron also indicated his enjoyment for spending time alone
in the surf to reflect on his experiences, as if the solitary sensorial experience enabled
Byron to connect with the natural elements of ocean and weather:
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Before I do something I think about it. I don’t just go straight in and do it…
Sometimes if I want to go surfing I go out on my own and think about different
things. I don’t always want to be with other people. (Interview, 20/11/06)

Nevertheless, Paul stated that self-reflection was unnecessary because he was
confident about who he was and what he enjoyed, however, he believed he had
experienced self-awareness since the age of twelve. He commented: ‘I kind of know
who I am, like I know that I don’t like certain things and that I like things... But I like
what I do’ (Interview, 27/11/06). One activity that held particular importance for Paul
was cooking and he discussed his hope for becoming a chef when older. At home he
enjoyed watching cooking shows and cooking creative dishes for his family. He also
recognised his mother’s support as an encouraging influence:

Mum always says I’m creative when it comes to food because I’ve got to fix it
up if I don’t put it in right and stuff. I clean the plate and then I’ve got to put it in
again because I don’t like it being messy… I just love it. I made dinner for two
nights [that week]. I made rice. I said, “What’s for dinner mum?” like at seven
o’clock and she’s like, “I don’t know” and I’m like “I’ll make it then.” And so I just
make dinner, I just make up anything. (Interview, 27/11/06)

David stated his value and enjoyment for listening to the meaning behind the lyrics of
songs. He constructed meaning when listening to the music, as if the composer had
originally written for him to hear and correspond with the way that he was feeling about
a political issue. At the time of the interview he particular enjoyed the Green Day (2005)
song Wake me up when September Ends, a song criticising the American war effort in
Iraq. He stated:

I like the lyrics, I like it to mean something… Like the words in the Green Day
[song], ‘Wake me up when September ends’, it’s about the war in Iraq.
(Interview, 5/12/06)

Leon discussed his conscious decision to allocate time to meaningful activities such as
his music, rather than the behaviours of his peers that he regarded as senseless:

Like getting into arguments about stupid things and you sort of go, what the hell
is the point… And some people just go around hitting people over the head with
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their drink bottles and stuff. I think what is the point, it’s just to watch them get
angry or something, there is no point. (Interview, 5/12/06)

On several occasions children mentioned the importance of upholding particular
values. For example, in response to the question, ‘What do you regard as important in
your life?’ Nick stated, ‘Honesty, I think that’s really important’ (Interview, 20/11/06).
Commenting on what he believed in, Leon felt strongly about environmental
sustainability and being kind to others, and discussed the importance for all people to
do what mattered to them. Accordingly Leon demonstrated an active stance towards
his spirituality in how he acted in a manner that aligned with that which he conceived to
be important and right. Three children also indicated their conscious decision to
maintain a positive outlook to enhance their experiences, which manifested through
their decisions and actions, as Leon commented:

There’s no point [in being negative]. Say something is not working as well as
you would like it to, so you just keep trying. There’s no point. I know this guy
and he is so negative but I’m going, “You are negative” and he said, “Yeah I
need to be negative to balance out your positivity.” (Interview, 5/12/06)

Alternatively, David did not consciously maintain a positive outlook as part of his
regular day, however, thought positively when self motivation was necessary:

Like at a soccer game, like if we are a couple of men short and we’ll verse a
really hard team and they have like all their players, just say like, “We are not
going to lose guys just keep your spirits up.” (Interview, 5/12/06)

The notion of others also created meaning and self value in children’s lives. Each of the
six interviewees stated that they experienced connection to family and friends. Belinda
commented: ‘I don’t feel alone because I’ve got lots of family and friends… They are
important because if you didn’t feel connected to others you’d feel depressed’
(Interview, 5/12/06). In response to the question: ‘What is important in your life?’
Danielle, Byron and Tanya commented on the sporting groups they belonged to
(Interview, 5/12/06), whereas Paul discussed his enjoyment for spending time with his
family and pet dog: ‘I always love coming home and just seeing mum and dad and my
sister and my dog because he is part of the family’ (Interview, 27/11/06). He further
commented on his influence on others:
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If you care for people and stuff then they might like to copy you, they might see
that you are nice enough people and they might try it and other people might try
that as well. (Interview, 11/12/06)

David also discussed his value for loved ones due to the inevitability of losing them
through death, an idea which was influenced from school scripture held the previous
week:

I just value these because you’ve only got one life and you’ve got to treat
people like you’ve got to love and treat people the way you want them to treat
you… They could die at any moment and you might say something bad to them
the last time you see them. (Interview, 5/12/06)

Similarly, when asked to comment on his concerns and worries, Byron referred to his
concern for welfare of family members: ‘My cousin and granddad died last year and my
parents are divorced so they are always fighting,’ he stated (Interview, 20/11/06).

Most children referred to their parents and teachers as the influences upon their
development and referred to the environment and other activities such as surfing or
music as sources of ultimate goodness. Nevertheless, during an interview, Paul
referred to his mother’s approval as the essential support for his cooking. For example,
he believed he was a talented cook: ‘Because my mum says’ (Interview, 27/11/06).

Byron also stated his value for the connection he experienced to his community:

I feel really home in Kingsley, whereas I didn’t where I used to live in Cadetown.
All my friends are here in Kingsley and the stuff I like to do is in Kingsley and
my favourite places and stuff. I didn’t like anything about where I used to live.
(Interview, 5/12/06)

As mentioned, Byron experienced bullying throughout his primary years and earlier in
the year by a boy in eighth grade. As a consequence, it seemed the surfing community
created safety for him:

I like the surfing community; it’s like a different type of people. It’s mostly Year
nine and ten at this school, not many come from this class or Year seven. The
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good thing about having friends in older grades too is cause if you get bullied
they’re there. (Interview, 20/11/06)

Byron’s experiences also influenced his response to others. When asked: ‘Is there
anything that you want to achieve at the moment?’ Byron stated, ‘Try to be nice to
everybody, treat everyone how you want to be treated.’ He also referred to the effect
that previous experiences of disconnection had on his daily outlook.

It comes from a school where that didn’t happen, cause I know what it’s like to
be treated badly and I don’t want other people to feel like that. At my old school
I didn’t have any friends and I was just bullied all the time. For all of my time at
primary school I didn’t have any friends so I didn’t enjoy school much, never
wanted to go, never had anything to look forward to. (Interview, 20/11/06)

Children rarely discussed their connection to the natural world, however, on several
occasions Leon stated his value for natural environments and determination to remain
in tune with his surroundings and not be subjected to materialism. Referring to what he
would like to achieve, he stated: ‘Not stuffing up at school, family stuff, being with your
family, not annoying them too much. Not to have all artificial stuff and be more into the
natural environment’ (Interview, 13/11/06). Leon also believed several aspects of the
world required change, including:

The Prime Minister, the President of the United States, yeah I can’t change
them. I don’t know, just war, environmental things like greenhouse, global
warming and stuff. Yeah, those are the main ones I guess. (Interview, 5/12/06)

However, although he felt it was important to make change to environmental concerns
he subsequently referred to his personal inability to create an impact as if he saw his
individual action as powerless.

During informal conversations with children during library sessions various opinions
surfaced concerning the importance of the natural environment. Byron stated that
issues of coastal protection were important because they affected the area in which his
community lived, whereas Leon stated they were important because they affected
society in general. Zona and Paul recognised the importance for the recognition of
coastal destruction for the basic need to protect the environment, as if the environment
has a right to be protective for no reason impacting humankind.
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Byron:

We should be learning about them [environmental matters] but it should
be made more funner. It is important because we live on the coast.

Leon:

It’s issues that affect society so I guess yeah they’re important.

Paul:

Yeah cause they’re destroying our coast and we need to stop it.

Zona:

It’s important because without these we wouldn’t even have a coast line.
(Field notes, 8/9/06)

Each child interviewed also indicated that they either valued a transcendent other in
their lives or had recently reflected on faith. Of the six interviewees, five children
responded from a Christian perspective, with four children referring to ‘God’ and one
girl stating her belief in Jesus. David stated his interest in God was ignited earlier in the
year during school scripture classes. He commented: ‘I’ve got a bit more religious and
stuff, and just like God more and believe more and am interested in religion’ (Interview,
5/12/06). Nick stated his belief in a peaceful world, referring to religious connotations:

I believe that the world doesn’t have much peace. We’re always fighting and
stuff cause sometimes people are greedy for money and stuff…. Well I’m a
Catholic so I believe in God and that. Well we’re not super religious but
grandma is the most, she has a picture of Jesus and she always kisses it before
she goes to sleep. (Interview, 5/12/06)

Byron also recognised his parental influence on his belief in the notion of karma.
Referring to Karma, he stated, ‘I want to treat people well because it could come back
on me.’ Nevertheless, he also believed in Christian faith perspectives, which was not
influenced by his family, who themselves were not Christian. Rather, he developed
Christian beliefs when he began high school, through his interactions with children who
attended the church youth group. According to Byron, youth group was a particularly
popular event among the ‘surf’ culture at school. He also described his enjoyment for
attending weekend leadership programs and watching Christian rock bands with his
peers during youth group (Interview, 5/12/06).

In comparison to other interviewees, Leon did not believe in organised religion and
instead stated his personal belief system and relationship to the world as a higher
concern:
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I don’t really have that sort of Christian stuff. I’m interested more in how we
shouldn’t stuff up the environment, to not hurt people. I don’t know, just to do
what matters to you. (Interview, 13/11/06)

However, children not only discussed faith in terms of a values system, but also in
reference to their identity. This was particularly the case with Paul, who during class
and two interviews, referred to himself as a Jehovah Witness. Regarding the question:
‘What makes you yourself?’ Paul commented, ‘That I’m a Jehovah Witness and I
believe in different things, like everybody in this room believes in Christmas and I don’t’
(Interview, 11/12/06). He further stated that all aspects of the Jehovah faith were
important to him, including his belief in the religion and the activity of witnessing:

I’m a Jehovah Witness. I believe that God is Jesus’ father and that Jesus came
to Earth and now he’s up in heaven. I go to meetings on Tuesday and Thursday
nights. Saturday morning we go out witnessing and go knock on doors and talk
to them about it and what’s happening now and what’s going to happen.
(Interview, 20/11/06)

Interviews with Teachers
Teachers generally agreed that values-sensing was an integral aspect of a Year seven
child’s development. The Science teacher commented:

I think sensitive to their purpose in life is important… I think being a
peacemaker is something that is very, very important for individuals in life.
They’ll have different situations that they will encounter and depending on how
they react to the situation it could get worse or could be solved very quickly. So
being a peacemaker is good. I think that is something I have very much tried to
encourage the students to do. That is something important to me and I very
much try to encourage it in the students because I found it a very useful
approach to life. Concern with human suffering is not a big part of Science I
don’t think. Perhaps other subjects, but not really Science. We are concerned
with the physical universe, not the human universe. Having a positive outlook is
similar to being a peacemaker which is something I value very highly and
encourage in the students. Grateful for any endeavour they undertake, studies
or anything; being positive is by far the best approach to take… I think they are
starting to get a sense of it in Year Seven. Some haven’t got it; they are very
self-absorbed and interested in short term things, unable to grasp the bigger
216

issues. But some of them definitely have it in Year Seven, perhaps girls more
than boys at this age. (Interview, 5/12/06)

The science teacher also viewed children’s connection to a transcendent other as
important. In reference to children’s interest in God or faith, he stated: ‘That is my
number one goal for becoming a teacher. To directly or indirectly influence people in
that direction if I have an opportunity to do so.’ To exert his influence, he focused on
developing relationships with his students:

If I develop a good relationship with them and they can feel that there is
something different about me compared to other teachers, they might be
curious to know what that is and that would give me a chance to speak about
my faith with them or if there are troubled students at the school I can guide
them and perhaps guide them towards faith in God as a way to further help
them with their personal problems. (Interview, 5/12/06)

The design and technology textiles teacher also commented on the aspects of valuessensing that she considered important to children in Year seven. She stated that Year
seven children particularly experienced the need to belong during their transition from a
primary school setting in which they ‘knew their place’:

In terms of sense of belonging and social problems, try to find their purpose in
life, I think what is currently now the end of Year Seven, what you are seeing
now. They have been the big fish in a little pond, they have come into high
school and they have become the little fish in a big pond. Where do they stand?
They have gone through their first year of high school and they are trying to find
their sense of belonging. With some of the students it is quite evident that their
heads will raise, that they will be the ones that will cause concern. There will be
others that will cause concerns by constantly questioning why something is
happening and for what reason. They are trying to work out where they fit
because they have gone through that dramatic change in two years. So those
will be the main ones I would say. (Interview, 5/12/06)

She also stated that in areas such as textiles, where children are free to select their
subject matter for projects, conflicts arose between her values and those of a student.
However, she maintained it was not her place to act upon their difference of opinion:
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It’s quite hard in that way. I have never personally come across it but I know a
couple of my friends that have and they said it is incredibly hard and that one
person actually symbolised that the war was wonderful, and that we needed to
have this war and all of these types of things. But not seeing the other side that
with a war there is obviously people over there fighting for our benefit but all of
their family and friends are left here at home and their anxiety and everything
that comes with it. So it is very, very hard. (Interview, 5/12/06)

The design and technology textiles teacher also indicated that children’s discussions
concerning values development surfaced in regard to current affairs. She referred to
teaching agriculture and horticulture in a previous school where the discussion of
animal protection issues were motivated by a shark killing a man in Western Australia.
Nonetheless, the design and technology textiles teacher openly taught values
development during class if she believed she was correctly informed upon the issue
and referred to the difference of opinion that surfaced the previous year when racial
riots occurred in a nearby suburb.

The way that I look at it if I’m not correctly informed and I put my opinion in I
could actually make the situation worse. The perfect example was the patrol
issue last year with the lifesavers. That had been going on for years and years
when I was actually doing patrols and it hadn’t just appeared overnight, it was
something that happened over a period of time. So what actually happened was
when somebody asked me what I thought I told them, to me it had been
manifesting for quite a long period of time and that was just the end straw I
think. Like if you ask any of the older lifesavers they would tell you exactly the
same thing. It wasn’t really a hatred of race or anything like that, it was an illinformed, ill-judged act that caused the problem. I personally think it could not
only have happened at Cronulla, it could have happened at Maroubra, it could
have happened at Bondi, it could have happened at Manly; any coastal area. It
may not actually have been in New South Wales, it could have happened in
Perth. It was just one of those things that had been festering and festering for
such a long period of time but I said to the kids, “Two wrongs don’t make a
right.” So that was an issue when I did say something. But if I’m not informed I
don’t do that. (Interview, 5/12/06)
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The design and technology textiles teacher also commented that children at
metropolitan schools were privileged and often ‘insular’ to the larger social issues
around them:

Their families, they are not on struggle street most of them; they have got very
good supportive families and they have got everything at their doorstep,
beautiful beaches, shopping centres, everything; good sporting facilities. They
can play a sport or pretty much anything that they choose, we’ve got it. On the
other hand if you go out in the country some of them basically haven’t seen
water and that is where I think if there is a negative to our students is that they
are very insular in that, unless they have got relatives, they don’t think the
problem of the drought is something that is affecting them or will affect them
directly. That would probably be the one thing that we would have, is that they
are very insular in their thinking. (Interview, 5/12/06)

Observations and Interviews with Case Study Child
Zona
According to Zona, she employed art as an outlet for self-expression and meaning:

I enjoy it because it gives me a chance to express myself because in art you
can draw about something that concerns you or what your meaning is in life…
So we just know where we fit in and all that stuff with the world, so we know
where we stand and we don’t feel left out in this world. (Interview, 5/12/06)

Zona recognised that her creativity was supported at home, where the walls of their
house were filled with Zona’s drawings and paintings. She stated: ‘My mum takes me
to all the galleries when I want to go cause she’s an artist. I’ve seen an Aboriginal
exhibition and the Archibald’ (Interview, 28/8/06).

Zona attributed the development of her values-sensing traits to her parental influences.
Her father had passed away when Zona was younger and she enjoyed discussing his
traits she had inherited, including his caring nature and physical characteristics. As her
mother stated, ‘She looks so much like her dad, if you took his beard off him they are
pretty similar.’ Zona agreed and referred to the many times she was approached by
strangers advising her of their similarities:
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Every time they see me they say you look more like your dad. A lady came up
to me who I had never met and she said, “You are Cade’s daughter.” I said,
“Yeah but I’ve never met you before.” It’s like somebody came up to me and
she didn’t even know me but she knew who I was. (Field notes, 5/12/06)

Zona also discussed her mother’s influences upon her outlook and actions: ‘Definitely
influenced by my mum, that’s just the way that mum brought me up, well mannered,’
she asserted (Interview, 5/12/06). This was demonstrated one day in August when she
wore a yellow legacy badge on her shirt collar to school. She stated: ‘It’s for legacy
week. My mum just asked me to wear it so I am’ (Field notes, 18/8/06). The influence
of Zona’s mother upon her daughter’s decision to actively help others was also
demonstrated during a home visit. The following excerpt occurred as the two shared
tea at the dining table.

Mother:

You have to stop her.

Zona:

Can I stop her?

Mother:

Yes you have to.

Zona

Little kids see me walking with Julie in the school and they think I’m a
bully too but I’m only there to protect them.

Mother:

She is the bigger girl and looks like her, except she has got straight
black hair.

Zona:

I only hang out with her to protect kids that she bullies all the time from
getting beaten up.

Mother:

She has problems.

Zona:

She has problems so she talks to me.

Mother:

I am just frightened because she is a very strong girl and she has manic
episodes. Zona knows to run being intuitive. I’ve told her, ‘If you are
feeling scared just take off.’ (Interview, 14/12/06)

Zona also recognised her peers as an influence upon her identity and the decisions
she made. She referred to friends who had experimented with drugs and her decision
not to participate, though maintained that everyone was unique in their own way and
she did not have the right to judge them for their decisions and actions. She also
recognised that the opinion of others helped shape her self opinions:

Usually the influences around me like the environment and the people who I’m
around, like the friends I’m around influence what I do. Like Marcus and Katie
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smoke and stuff but I don’t do that. I decided that I wouldn’t do certain things,
like I’ve seen people on the news and stuff, like do Ice and what it does and I
don’t want to do that. Even when I was very little my teachers and stuff told
mum that I was very opinionated and said, “Has strong thoughts on all sorts of
stuff”… I’ve actually been told by my really close friends that I was different and
unique in a way that I could understand people and talk to people and with
bullying, people used to come to me in my old school and talk to me about all
sorts of things and sometimes it got a little full-on. I’m friends with everyone in
my old school… Everybody is unique in their own way. Who am I to judge them
for what’s going on in their lives? (Interview, 20/11/06)

Zona also discussed who she was in terms of how she related to others and what she
believed in. Her desire to help and her strong sense of justice surfaced amid many
conversations, during which she discussed her role in making a difference: ‘I just think
that every single day I try to help people if they need it, like I’m always breaking up
fights between friends in class times,’ she stated (Interview, 5/12/06). Zona’s belief in
justice and equality not only motivated her to make a difference now, but in the future
through her choice of job role. On several occasions, she discussed her desire to
succeed at school, to complete an arts-law degree and become a lawyer: ‘I like
standing up to people, to help make a difference and I like fighting for those people
who aren’t as confident,’ she stated (Field notes, 11/12/06). She further commented:

I think that everybody deserves an equal right in this world no matter what
culture they come from, race or difference. It doesn’t matter, they all deserve
equal rights. I enjoy big questions, I enjoy doing work, I enjoy learning about
things and I want to make a difference in the world. When I’m older I want to be
a rallier, run rallies about all that stuff [about] equal rights and animals and
nature and all that stuff. I want to make a difference by doing that. (Interview,
5/12/06)

Zona asserted that she was motivated to perform well at school and was particularly
interested in art, English and history lessons. She voluntarily wrote notes during class,
ignoring the conversations of peers around her. Referring to history, Zona stated: ‘I just
like learning about how it was and how it is now and learning about different people.’
Her conscientious attitude was also recognised by the history teacher, who
commented: ‘One thing with Zona is that she tries really hard and she’s got talent as
well. She’s a good kid’ (Interview, 30/10/06).
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Zona was helpful in the classroom and willing to assist other students with their work,
particularly during design and technology textiles. According to Zona, she enjoyed
working in groups because, ‘There’s more than one idea, lots of them, so it’s better’
(Field notes, 18/10/06). At recess Zona and her friends played handball ‘without rules’
because, according to Zona: ‘That way everyone gets to stay in and no-one gets out so
we all get to play’ (Field notes, 13/11/06). Zona’s sense of justice and compassion was
also recognised by her teachers. Her science teacher commented:

Zona is very much interested in human relationships. So peacemaker and feels
connected with others… She is very compassionate. She looks for opportunities
to help out other students who are struggling, and that is good. So she is very
much into that. (Interview, 27/11/06)

Zona also exhibited kindness towards animals. At home she cared for the family’s
chickens and cats, however, she believed she was ‘not obsessed with them’ and
maintained, ‘just a healthy normal liking’ (Interview, 14/12/06).

I just really like animals. I don’t know why, I just think like every time I hear
cases about animal cruelty in the world and that stuff, like people who throw
cats in the tumble dryer or something or put them in the microwave even
sometimes. I just think that is so cruel and I can’t listen to that kind of news, I
have to turn off the TV otherwise I’ll start to cry. (Interview, 5/12/06)

Positive outlook was also demonstrated by Zona daily. For example, during the sports
gala day, whilst walking back from a cricket game that her team had significantly lost,
Zona stated to her peer, ‘That was a learning curve.’ The two girls had not previously
played cricket, however, they were eager to ask questions and learn. There was no
negativity towards any team members as they supported each other through the
innings. Later in the day Zona advised, ‘What I like about this is that it’s not competitive’
(Field notes, 30/10/06).

Although Zona did not feel a connection to God and did not believe in organised
religion, she could understand the connection experienced by others: ‘People who say
to themselves that they have only found their place in the world because they believe in
God; they have found God and that’s why they know they belong,’ she commented.
Although Zona did not believe in a religious tradition she once referred to a Christian
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analogy when explaining the importance of role-modeling spirituality to children: ‘Like
how the disciples spread the word about Jesus’ (Interview, 20/11/06). Nonetheless,
Zona identified herself as a spiritual person and stated her interest in ‘the stuff that is
spiritual’:

I mean close to nature and yoga. That is spiritual because you need to know
the chakras and all that stuff. I’m into Yoga and all that stuff, because it
explores your body and that is why I like it. (Interview, 5/12/06)

Upon attending her cousin’s Celtic-themed wedding, Zona also became interested in
Zoroastrianism: ‘I sort of believe in Zoroastrism and the Celtic stuff. Being relaxed and
calm all day and to be with nature,’ she explained (Interview, 20/11/06).

Interviews with Case Study Child’s Family Care-Giver
Zona’s Mother
Zona’s mother did not encourage her daughter to explore self-identity or selfawareness: ‘I was hoping to avoid that to be perfectly honest. I didn’t want Zona to be
too self-absorbed. But I think how can you avoid that if you are a teenager?’ she stated.

I don’t like people to be too introspective and too concerned with how they are,
because you can get too critical of yourself. It is too easy to find fault in yourself.
So I tend to think it is better to concern yourself with other people. You don’t
have to forget about yourself. I’m not saying that, I’m just saying that I don’t
think we should be self-obsessed to exclude everybody else. She certainly
spends enough time in front of the mirror when we go out just to make sure she
looks all right, but we all do, you know. (Interview, 5/12/06)

However, the family had encouraged resilience within Zona from a young age, with the
belief that: ‘Things just are not fair sometimes and you just have to get on with it’
(Interview, 14/12/06).

Zona’s mother believed her daughter experienced motivation as a result of her current
sense of purpose and referred to Zona’s desire to study to reach a goal. Zona’s mother
explained that the day prior to the interview, Zona had advised her mother, ‘I don’t care
how long it takes me to study I’m going to beat that whatever his name is.’ Zona’s
mother also commented that she maintained a positive outlook ‘most of the time’ and
was particularly happy in the company of her grandmother: ‘She lights up at her
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Grandmother’s a lot. She saw Grandma this afternoon, she had been away for about a
week maybe and she was really happy to see Zona,’ she commented (Interview,
14/12/06).

Zona’s mother also believed her daughter demonstrated a firm view about right and
wrong and a caring consideration of others. She regarded Zona as a peacemaker and
often heard her discuss her desire to work in law. According to her mother, Zona
demonstrated awareness that extended beyond ‘her own backyard’ as they discussed
events on the news, however, she was not overly concerned: ‘When The Simpsons
comes on that’s the end of that,’ she noted. Nonetheless, she believed her tendency to
care for others was an innate trait influenced by her father’s strong sense of justice:

I think it’s innate. I don’t know that I have to reinforce it too much. I can say,
“That’s not right” and she says, “Yeah, that’s not right.” She somehow just
knows that it’s not right… Her father was very much [like that]; she reminds me
[of him] because he would tell me things like how he would look after some little
kid that was being bullied. Because he is a big man and consequently he must
have been a big boy I suspect and if the kids were being bullied they would
come to him for help and he would look after them. She is just a repeat of what
he was doing. It’s genetic, being a scientist. I think there is a gene that says,
“Will be helpful” or “Will be a bully”, I really do think that. (Interview, 14/12/06)

Zona’s mother did not believe Zona demonstrated an overly concerned connection to
nature or animals. She described Zona’s approach to animals, as: ‘Look after them if
they need it and care for them if they are hurt but not go excessive’ (Interview,
14/12/06). Nonetheless, she believed animals were important in children’s lives:

I’ve always thought that having an animal is important because you know that
something else is weaker than you but dependent on you; it is there and it
needs your help and they will run away if you don’t look after them. I wouldn’t
have a dog because they are too stupid, they sort of stay with you even if you
kick them in the head. So cats are much more aware of people’s vibes. So
animals are pretty important to kids to be aware of things that are weaker and
more needy than they are. (Interview, 14/12/06)

Although Zona’s mother was unaware if her daughter experienced a connection to God
and had not encouraged her daughter to have a religious outlook, she was content for
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Zona to believe in a faith and willing to support her should she decide to. She
commented: ‘I’ll take her; if she wants to get involved, fine. It is no big deal I don’t think.
If you feel it’s good for you go for it. If not, don’t’ (Interview, 14/12/06).

Discussion
Although spirituality had greater prevalence in high school syllabus documents than the
primary school curriculum, the high school teachers seemed less concerned with the
application of spirituality in the classroom than educators in other settings. Teachers in
the high school setting generally appeared cautious to discuss their spirituality and
values with students, however, the science teacher stated his purpose for a teaching
career was the opportunity to provide religious guidance to children.

The physical setting of the school and the interactions and relationship between
students and teachers differed vastly to the other settings. At the high school, apart
from the library and English room, little or no attention was given to build nurturing and
inspiring environments. Classrooms were largely anonymous as teachers and classes
moved between rooms, establishing little familiarity with the environments they worked
in.

Perhaps due to the rigid time constraints of fifty-minute learning blocks, children were
not encouraged to discuss their lives outside of school and this appeared to affect the
relationship between teachers and students, which were generally not as close as at
the other settings. Teachers advised children not to share stories about their holidays
and other personal experiences in the classroom. The relationships between children
and teachers also seemed to affect the level of misbehaviour during class. Generally,
teachers were viewed as teachers and students were viewed as students, with little
personal interaction or interest. However, when children were given the opportunity to
explore their own experiences through subjects such as art and English, they actively
participated in such discussions and appeared to respect other class members and the
teacher. Their behaviour during lessons was considerably improved when the teacher
asked about and knew about the happenings in children’s lives.

Children demonstrated less awareness-sensing in Year seven compared to children in
other settings, possibly because there was less opportunity to explore such aspects in
classroom contexts. The amount of time which Year seven children spent during free
time in discussion with peers also provided limited scope to observe such experiences.
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When children did refer to experiences of awareness-sensing during interviews,
experiences were independent and occurred in children’s own time and spaces.

Similarly, awe, wonder and imagination were demonstrated less by Year seven
students than other age groups. Curiosity for the world and imagination was not
encouraged in classrooms which instead focused upon correct responses, with the
exceptions in art, PDHPE and English. During drama activities in particular, children
appeared less self conscious in front of one another and shared their ideas and
experiences. Such experiences allowed children to visualise and play in the fictional
realities of drama,

Likewise, children were generally not encouraged to explore mystery-sensing in
relation to existential concerns. Although the theoretical purpose of formal education is
to develop analytical and autonomous thinking among students, it seemed the majority
of the time children were told what to believe rather than question. However, on several
occasions children did explore such concerns.

Year seven children discussed what was of value in their lives voluntarily and through
planned activities and discussions. Similar to the Year three setting, values-sensing
provided the largest amount of data for the Year seven age group. Nonetheless, the
majority of data surfaced during interviews with children and not in the classroom. Year
seven children appeared increasingly concerned with meaning in their lives as it related
to personal experiences and peers, as opposed to the values which the preschool and
primary aged children associated with families and pets.

Generally children did not refer to their parents in terms of ultimate goodness and
referred instead to the environment and other activities such as surfing or music as
such sources. Children appeared increasingly concerned with the meaning of their
experiences and short term goals in Year seven. Several children expressed their
awareness to, and also experiences of social pressure to construct identity in terms of
physical appearances and materialistic possessions. However, like Hayley and Natalie
from Year three, Byron and Leon from Year seven stated the importance of knowing
and remaining true to who they identified themselves as being, particularly in the
company of others and peers. This was not discussed at the preschool.
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Summary and Significance of the Findings
The previous chapters have presented the findings across three educational settings.
The findings suggest that children who participated in this study did possess a spiritual
dimension in their lives, which seemed to reflect the theories of Hay and Nye (2006)
and Gardner (1999). Nonetheless, issues concerning the development of children’s
spirituality also surfaced, including the identification of ‘catalysts’ that inhibit and
support children’s spiritual potential. The chapter to follow will discuss children’s
spirituality in greater detail and present a reflection upon the influences that impinge on
children’s spiritual development.
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Chapter 7

DISCUSSION
I see it [spiritual education] as everybody’s role but I don’t see that we really talk about it as linked
responsibility. And you see a little bit of it in the papers about the ethical teaching in schools but
probably it would be much better if it was more openly spoken about. (Interview with Margaret,
Director of Kinderville Community Preschool, 16/8/06)

The initial expectation of this investigation was to produce case studies which would serve
to highlight manifestations of children’s spirituality. Individually, explorations of each of the
three educational settings and the six case study children provided understanding of what
spirituality looks like in the day-to-day lives of children and the significance of such
experiences. This not only presented detailed examples of children’s spirituality within
individual contexts but provided empirical work to support the general presumptions of the
Gardner (1999) and Hay and Nye (2006) frameworks.

What also emerged through the case studies is that, in each instance, various influencing
factors existed that supported children’s engagement with their spirituality. At the outset of
this inquiry, it was intended to learn about the development of children’s spirituality to the
extent that particular age groups were selected to observe any differences between
stages. However, this was not borne out by the data. It was also anticipated that there
would be age differences in relation to abstract thinking, yet this did not surface as a
prominent factor. Rather, there existed greater variance among age groups in terms of
exposure to social expectation and cultural assimilation.

In line with other studies deriving from socio-cultural theory (Boyatzis, 2004, 2005; Evans,
2000; Haight, 2004; Hornberger, Furtick Jones & Miller, 2006; Scarlett, 2006; Spilka et al.
2003), this research indicates that the developmental assumptions traditionally employed
to understand children’s spiritual experience, while presenting a progressive and
interrelated perspective, may be outdated, and attention be better focused on social and
cultural influences.
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Therefore, in addressing the research questions, this chapter will discuss the themes of
what children’s spirituality looks like; the role of spirituality in children’s lives; whose
responsibility it is to foster children’s spirituality; and the catalysts that encourage
children’s spiritual development.

Research Question 1: How does a child’s spirituality manifest itself?
Children’s expression of their spirituality did not differ markedly at different ages, rather,
the opportunity to express their spirituality did. In the preschool where there was no
demand of a syllabus, there was greater scope for existential exploration. Alternatively,
during the later years where children were restricted by learning in rigid subject areas, their
conversations during their free time seemed constrained. This age distinction also
influenced children’s opportunity for spiritual expression at the home setting.

To flesh out the findings a net was cast upon the data using the frameworks of Gardner
(1999) and Hay and Nye (2006) and in doing so, instances of children’s spirituality were
identified. Although participants rarely referred to the terminology employed by Hay and
Nye (2006) or Gardner (1999), all four aspects of the theoretical framework were clearly
evident through triangulated data sources. In addition to the four spiritual sensing themes,
another principle element — relational consciousness — was observed. In line with other
research (Champagne, 2001; de Souza, 2004a, 2004b, 2008; Fraser & Grootenboer,
2004; Harris & Moran, 1998; Hyde, 2005, 2008; Miller, 1999; Reimer & Furrow, 2001; Tirri,
Nokelainen & Urbani, 2006), in this inquiry relational consciousness surfaced as children’s
connection to self, other, world, and transcendent other. As Figure 7.1 on the following
page demonstrates, relational consciousness provided an interpretive key for children’s
spirituality, whereby being in relationship and establishing connection motivated
meaningful aesthetic, religious, personal and traditional responses to mystery, being, and
values insight. Typically in a reciprocal interaction a spiritual sensing experience brought
the child’s awareness back to an aspect of self, other, world or the transcendent, a
process explained by others

(Buber, 1961; Hunt, 2004; Webster, 2004) in terms of

humankind’s natural tendency to establish meaning.
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Spiritual sensing categories
• State of being: awareness-sensing
• State of being: mystery-sensing
• Concern for existential issues: mysterysensing
• Concern for existential sensing: valuessensing

FIGURE 7.1:

Relational consciousness
to self
to other
to world
to transcendent other

• Connection
• Connection
• Connection
• Connection

Reciprocal relationship between the spiritual sensing categories and

relational consciousness

State of Being: Awareness-Sensing
Children of all ages demonstrated awareness to their surroundings and experiences,
indicating moments of increased concentration and engagement in the world, as discussed
by Gardner (1999). State of being: Awareness-sensing experiences were often
characterised by a synergy between two or more categories, with attention to the hereand-now and flow typically present. Several attributes occurred during almost all children’s
engagements with awareness-sensing, including:
•

Holistic connection between the physical body and the conscious mind in which
children were aware to their sensorial engagement with an activity;

•

Unity between the activity, that moment in time and the self;

•

Increased concentration on chosen activities and less awareness of the activities
of others and surroundings;

•

Ample time for engagement to occur.

A realm of relational activity was encountered by children during awareness-sensing in this
inquiry. In some instances children underwent personal sensations such as a sensorial
engagement with the texture of sand or a heightened response to music. At other times,
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transcendence occurred with ‘other’ through experiences such as group singing or team
sports. Although there was greater opportunity available for younger children to engage
with awareness-sensing activities, children of all ages demonstrated a natural tendency for
the experience.

However, awareness-sensing was more evident in the preschool, which supports
Donaldson (1993) who refers to the point mode as the natural means of knowing for the
younger child. This was due to several reasons in this inquiry. Firstly, opportunity and time
for tactile and sensorial engagements were widely available to younger children. Younger
children also commonly engaged with activities in a way that lacked perception of others,
and were more inclined to engage with the immediacy of their environment as they sought
to investigate a world that consistently offered new experiences. Schutz’s (1971) notion of
tuning was also integrated into transitional activities throughout the school day at the early
childhood setting. The teachers’ use of song worked to engage a mental transfer from ‘I’ to
‘we’ among class members, connecting the children to a common experience.

The notion of focusing or the felt sense was also discussed in terms of the natural mode of
knowing of young children by Gendlin (1978). Rarely did a preschool child demonstrate
confusion or disbelief concerning their ideas or actions, rather they were confident to act
according to their understanding. Again, younger children were frequently presented with
opportunity to do so and encouraged by parents, peers and teachers. Alternatively, Year
three and Year seven children were generally less likely to demonstrate focusing.
Nonetheless, employing an intuitive sense was discussed by children in these settings as
a means to assist with problem solving and guidance in their daily lives, demonstrating
their use of focusing outside of the school environment.

A higher prevalence of the flow experience, as defined by Csikszentmihalyi (1997), was
also observed in the younger age groups. In line with Piaget’s (1929/1971) cognitive
development theory, this was possibly a result of children’s preoperative stage of cognitive
development, where children were less concerned about the presence of others and more
likely to focus on their immediate experiences, enabling flow to be more readily observed.
In contrast, where time was restricted to learning blocks in the older settings, observations
of flow were rare. However, during informal learning experiences children in Year three
frequently demonstrated flow, exhibiting their tendency for the state when unrestricted by
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time or the expectations of others. During interviews Year seven children also
demonstrated their awareness of flow and articulated the nature of such instances that
generally occurred outside of school and when on their own.

State of Being: Mystery-Sensing
State

of

being:

mystery-sensing

experiences

typically

involved

the

following

characteristics:
•

Imagination to perceive experiences beyond the tangible;

•

Allowing the self to become lost in the moment of being;

•

Experiencing an activity without a goal in mind;

•

Curiosity for environments and phenomena;

•

Adequate time to experience a moment in time without distraction; and,

•

Appreciation for the grandeur of a physical or intangible experience.

Like the early childhood participants in Harris’ (2000) inquiry, younger children frequently
demonstrated awe and wonder as they explored a world that presented new experiences
and surprising phenomena. Younger children often engaged with activities without a goal,
as if to participate for the state of being that the activity conjured, demonstrating what
Aivahov (1957/1990) refers to as the child’s ‘innate sense of the marvellous’ (p. 110).

This spiritual sensing category gained wider recognition within younger children’s
structured environments, curriculum activities, and extra-curricula experiences compared
to the older settings. State of being: mystery-sensing experiences were openly integrated
into planned group activities at the early childhood setting, and large amounts of free time
allowed for children to shift consciousness between reality and the imaginary. During such
experiences, it was apparent that the fantasy worlds of young children are not merely
trivial, but ‘serve to draw from and strengthen the imaginable capacity’, as described by
Clarke (1995, p. 4). During observations of the State of being: mystery-sensing category
children demonstrated performance in other areas such as visualisation during literature
experiences and theorising about existential concerns, indicating the integrating capacity
of spirituality to classroom activities, as discussed by Kessler (2000) and Crawford and
Rossiter (2006).
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Children from Year three frequently discussed their joy for mystery and adventure in their
environments, which supports the description of the primary school years as those of an
explorer (Coles, 1990), a young empiricist (Fowler, 1995), and a mythical child (Egan,
1979). Nonetheless, although imagination was encouraged in the Year three setting it was
restricted to certain times and subject areas, influencing what children dedicated their time
towards and the means by which imagination was employed in their learning.

Awe and wonder, particularly for the natural environment, was a prominent interest for
several children in Year three and Year seven, whereby some children seemed to
appreciate and connect with their surroundings more than others. However, children in
Year seven were rarely given the opportunity to experience or discuss such states of being
during structured curriculum experiences, where learning adhered closer to prescribed
syllabus outcomes.

Concern for Existential Issues: Mystery-Sensing
Mystery-sensing through existential issues was typically characterised by:
•

Continual synthesis and re-evaluation of a framework of meaning by which to
understand one’s experiences and the world;

•

Curiosity to seek answers and explanations;

•

Risk taking through imagining possibilities;

•

Self-belief in one’s ideas; and,

•

Engaging with the basic questions of existence, indicated by Campbell (1993) as:
Who am I? Where have I come from? Where am I going?

In line with the work of Johnson (2000), Coles (1990) and Hart (2003), the frequency of
children’s ‘why’ questions in this inquiry demonstrated their orientation towards the
existence of something more beyond their given world. As discussed by Crawford and
Rossiter (2006), imagination was drawn upon to aid meaning making during this process,

In contrast to Evans (2000) and Wilber (1980), who suggest children are incompetent to
comprehend existential concerns, like the children in Coles’ (1990) research the children in
this inquiry frequently reflected upon existential ideas during their daily conversations.
Their attempts at meaning making were addressed without necessarily including causal
inferences or facts, demonstrating the young child’s confidence in their own ideas as
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discussed by Fowler (1995). Therefore, given the large amount of data supporting
children’s exploration of existential concerns in this inquiry it would be a mistake to give
priority to age-related cognitive capacities in an attempt to understand children’s
spirituality.

Narrative was also employed as a means to explore existential concerns at the preschool
and Year three. Egan (1979) discusses the tendency for primary-aged children to establish
security in myths and stories and this was demonstrated, particularly through children’s
discussion of the Aboriginal Dreamtime and scripture stories.

In accord with Emmons’ (1999) personal strivings theory, children of all ages also
commonly referred to their future goals and roles, indicating their identity as a fluid and
changeable process. Younger children were less restricted by real life possibilities, as
indicated by several children hoping to become the tooth fairy when older, whereas older
children discussed their future in terms of parental roles and working in industries
associated with their interests. Several older children demonstrated a move from individual
to altruistic motivations and were more likely to also consider short term goals. Children’s
hopes concerning future possibilities demonstrated Sisk and Torrance’s (2001) view that
spirituality is a capacity employed to reconfigure and look beyond the boundaries of a
situation to what might be.

Death surfaced frequently as a chief existential concern for children at the preschool and
Year three and was mentioned by Year seven children in interviews. As demonstrated in
other research (Allport, 1970; Bellows, Carlsson-Paige, 2001; Coles, 1990; de Roos &
Summey, 2004; Duffy, 2002; Rizzuto, 1979), children’s discussions concerning death often
conveyed reference to God. God was mentioned by children from religious and nonreligious backgrounds in terms of what God is and does, and in relation to phenomena
such as the creation of the universe. Children from both religious and non-religious
backgrounds employed terminology associated with religion when referring to beliefs
concerning death, God, and faith.

Children of all ages also portrayed mystery-sensing for unexplained phenomena.
However, in accord with Evans’ (2000) findings, older children demonstrated deeper
inquiry into the differences between creationism and evolution. Such queries were not
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specifically addressed in the classroom even when children proposed the topic to their
teachers, however, concerns surfaced during informal conversations among students.

In line with Fowler (1995), several Year seven children recognised the transition that had
occurred concerning their existential beliefs. Whilst some children’s perspectives were
consistent with that of their parents, some children had moved away from their parents’
views, conflicting with Gould’s (1979) proposition that such a transition does not occur until
children are sixteen years of age. Children’s changing beliefs and perspectives illustrated
a developing and evolving sense of meaning, which may be explained through the building
upon cognitive structures in line with stage theories. However, only several of these
instances were discussed and provided an insufficient case for conclusions to be made.

Concern for Existential issues: Values-Sensing
Values-sensing experiences were typically characterised by:
•

Continual synthesis and re-evaluation of a framework of meaning by which to
understand what one values;,

•

Acting upon what one values to matter;

•

Access to a variety of sources to amalgamate a values framework; and,

•

Opportunity to explore self-reflection and self-value.

There was greater focus upon values-sensing at the Year three and Year seven settings
than other spiritual sensing categories. Nonetheless, the majority of data from Year seven
surfaced during interviews and not in the classroom context. This was supported by the
majority of literature (Coles, 1990; Crawford & Rossiter, 2006; Erikson, 1968; Fowler,
1995; Gould, 1979; Kohlberg, 1981; Levinson, 1978, 1996; Piaget, 1968) which associated
adolescent spirituality with the development of meaning making and identity, as opposed
to other spiritual sensing categories.

The content of values-sensing largely drew upon the child’s exploration of personal beliefs,
values and identity, demonstrating what authors (Campbell, 1993; Clarke, 2003; Frankl,
2000; Webster, 2002) discuss as concerns underlying the human search for meaning.
Emerging from children’s discussions and actions surrounding these concerns was a
developing sense of the child’s personal belief system. Although Hughes (2007) suggests
that today’s young people select from a range of frameworks in order to form their beliefs
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in what he refers to as ‘whateverism’, it appeared a more deliberate and meaningful act in
this inquiry, where the children chose what provided meaning for them. In this way, valuessensing comprised a dynamic problem solving capacity, employed by children to
determine what they believed to matter, and therefore closely associated to what the
literature defines as spiritual intelligence (Adams, Hyde & Woolley, 2008; Colallilo Kates,
2002; Delaney, 2002; Edwards, 2000; Emmons, 1999, 2000; Fontana, 2003; Gardner,
1999; Hyde, 2003; Kwilecki, 2000; Levin, 2000; Mayer, 2000; McMullen, 2004; Noble,
2001; Pava & Primeaux, 2004; Sinetar, 2000; Sisk & Torrance, 2001; Tischler, Biberman &
McKeage, 2002; Vaughan, 2002; Webster, 2004; Zohar & Marshall, 2000). As Emmons
(1999) states, spirituality viewed as an intelligence ‘not only is something, it does
something’ (p. 20) and this is how values-sensing functioned for children in this inquiry.

More prominent than in other categories, children drew upon an eclectic range of concepts
and ideas to develop a personal values-sensing framework. In line with the findings of
Mason and colleagues (2007), one way in which this was explored involved children
narrating their experiences using story, illustrating a lived past, the present, and ideas for
the future.

Spirituality is also discussed by several authors (Csikszentmihalyi, 1990; Fowler, 1995;
Emmons, 1999; Pestalozzi, 1951; Sisk & Torrance, 2001; Webster, 2002) as a tool for
facilitating one’s directionality and choice. In line with this perspective, yalues-sensing in
this inquiry provided a means for children to differentiate the activities that were important
to allocate time towards. During informal and structured learning opportunities, children
also expressed experiences that were personally meaningful, including identity, family,
belonging, compassion, altruism, self-guiding principles, and positive outlook. Although
younger children did not discuss this rationalising process, several Year seven children
were aware of spending time on activities and experiences that brought personal meaning
and satisfaction.

The notion of belonging was also significant to children in each of the age groups,
particularly in terms of family and peers as discussed by de Souza (2005, 2008) and
Hughes (2008). Connection through various group identities indicated being a part of
something bigger than the self, which bestowed a sense of security and comfort,
emphasising Buber’s (1961) notion of acquiring completeness in relationship.
236

In line with the findings of several authors (Eckersley, 1997; Emmons, 1999; Mason,
Singleton & Webber, 2007; Tacey, 2000), children also demonstrated spiritual concerns
that reached beyond their individual needs. Although the early childhood years are
generally egocentric in nature (Piaget, 1929/1971), children exhibited connection to others
and the awareness of others’ feelings and perceptions. Whilst older children were
generally more concerned for other in terms of family and people in their immediate social
circles, several children demonstrated concern that surpassed familiar boundaries. For
example, Natalie felt it important to sponsor a child in another country and Zona aspired to
protest for human rights when older. The actions of Natalie and Zona relate to Gardner’s
(1999) notion of ‘spiritual effect on others’ through their desire to inspire others towards the
fulfilment of more productive living.

Children of all ages demonstrated value for the physical world around them, however, the
preschoolers were observed interacting with their environment more frequently and
received greater encouragement to engage with and observe living things. Though Year
three children were observed discussing their connection to animals more often than the
preschoolers, this was probably due to the topics being studied at school and their
awareness being directed towards it. Although the Year seven science teacher recognised
that interest in animals and environment is over emphasised in education, there was little
evidence of this in Year seven. Several children across all age groups also demonstrated
a higher sense of empathy for the livelihood of animals and concern for the preservation of
the natural environment.

In addition to valuing ‘other’ in a lived context, children also demonstrated the Frankl
Principle (1963; 2000) of choosing to find and believe in the transcendent. Children’s
explorations of faith systems were discussed in terms of nature, new age concepts,
religions and secular understandings. Affiliation with faith-based groups also provided
some children with a sense of shared identity.

Research Question 2: What is the place of children’s spirituality?
All children, parents and teachers interviewed agreed that spirituality was an important
aspect of children’s development; however, it was generally discussed in terms of
children’s personal well-being and social function. Each individual discussed spirituality in
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different terms, further supporting the personal nature of spirituality as discussed by
Fowler (1995), Hunt (2004) and Mason and colleagues (2007).

Children’s Perspectives
Harry, Tayla and Max were not specifically questioned on the importance of spirituality,
however, all other child interviewees agreed that spirituality was important in their lives.
Dismissing Wilber’s (1980) and Helminiak’s (1987) speculations that spirituality is
exclusively an adult phenomenon, Natalie, Hayley, Amy and Zona referred to the
importance of spirituality for children’s development. Nonetheless, children’s ideas
concerning the function of spirituality differed. In line with the literature (Champagne, 2003;
Groome, 1998; Hardy, 1979; Hart, 2003; Hay & Nye, 2006; O’Murchu, 1997; Pert, 2003;
Spilka et al. 2003), David perceived spirituality as an innate trait which functioned to
support the holistic development of an individual, inherit to being human.. More
specifically, Lindsay stated that spirituality was required by people to realise the need for
calm and perspective, whereas Byron referred to spirituality in terms of his relational being
within the local community. Hayley and Natalie referred to spirituality in terms of self
integrity.

Parents’ Perspectives
Although parents rarely employed the term itself, when discussing what was most
important for their child to experience now and in the future, parents communicated their
desire to develop their child’s spiritual self. Max’s mother wanted her son to be happy and
find balance between work and family life, and in a similar way, Natalie’s mother hoped for
her daughter to experience love, happiness and health. Tayla’s parents commented on the
importance for their daughter to be independent and maintain a strong sense of self,
whereas Harry’s parents hoped their son would enjoy life and make the most of the
opportunities that arise. Not one parent indicated the importance of academic
achievement, cognitive development, wealth, trivial pursuits or material possessions. Nor
was there discussion concerning children’s achievement of the ‘game’ which LeCapitaine
(1999) and Clarke (2003) refer to in terms of success within the school system. The
mothers of Max and Natalie also agreed that nurturing children’s spirituality was
particularly important because it translates well to adulthood, as suggested by others
(Hart, 2003; Hart & Ailoae, 2007; Nelson & Hart, 2003; Scott, 2004).
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Given that parents did not specifically employ the term ‘spirituality’ during interviews but
referred to characteristics associated with it, demonstrates opportunity for the discussion
of conceptual ambiguity in the community, as recommended by others (Alexander & Carr,
2006; Benson, 2006; Hay, Reich & Utsch, 2006; Scarlett, 2006). This is not to say that a
definition or list of traits should be agreed upon. Rather, the application of the term
spirituality to preconceived ideas may encourage a more open discussion of the concept,
increasing awareness that spirituality is a common and familiar characteristic.

Teachers’ Perspectives
In line with Carlsson-Paige (2001), spirituality was viewed by the preschool as an area
receiving inadequate attention in the community and schools. Mrs Harrison also viewed
spirituality as an unacknowledged subject area within the primary school.

Individual teachers’ personalities and beliefs had a primary influence upon the
encouragement and promotion of spirituality in the classroom. However, greater emphasis
was placed on learning experiences associated with the values-sensing category. Valuessensing was discussed in terms of a more active form of spirituality, which was not
surprising considering modern definition generally associated the term with the ways in
which people seek, make, and apply meaning to their lives (Emmons, 1999; Liddy, 2002;
Tacey, 1995, 2000; Webster, 2004).

While teachers in the Year three and Year seven settings did not directly employ the term,
when discussing what drove their teaching they essentially addressed issues of spirituality.
Like the parents of the case-study children, Mrs Harrison was hesitant to comment overtly
on spirituality, however, her views were recurrent with Rowling (2008) and Miller (2007)
who recognise the necessary role of the teacher to humanise classrooms. In accord with
Pestalozzi’s (1951) view of individualising education to meet children’s needs, Mrs
Harrison believed in holistic education and the need to consider each child’s strengths and
weaknesses. As discussed by Palmer (1999a), Mrs Harrison integrated spiritual traits into
her teaching on a conscious and unconscious level. Nonetheless she was aware that other
teachers did not and suggested a course be designed for teachers to undertake during
their tertiary education to address this inadequacy. Like Rowling (2008), Mrs Harrison
recognised the struggle of today’s teachers in an environment of standardised testing,
statistical data and criticism from fellow teachers.
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Referring to the place of spirituality in regard to his teaching, the high school science
teacher discussed guiding students in faith, assuming the role of spiritual mentor to which
Palmer (1998) refers. He believed some spiritual traits such as empathy and a sense of
right and wrong were a ‘natural part of being human’, which he regularly observed in the
classroom during children’s voluntary discussions. Although he did not believe that such
traits could be explicitly taught, he was of the understanding that they could be
encouraged.

Research Question 3: Whose responsibility is it to foster spirituality, according to
children, parents and teachers?
Interviewees generally agreed that children’s spiritual development is the joint
responsibility of parents and schools. Other spheres of influence such as the media,
community, culture and children’s personal self-belief, were also considered, as indicated
in Figure 7.2 below.

Please see print copy for Figure 7.2

FIGURE 7.2: The Spheres of Influence upon Children’s Spiritual Development
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Children’s Perspectives
Supporting the findings of Tacey (2000) and Mason and colleagues (2007) regarding the
diverse influences upon children’s spiritual development, children in this inquiry differed in
regard to who influenced their spirituality. Byron, Lindsay, and Zona stated that the
majority of spiritual characteristics are naturally learned and developed. In particular,
Lindsay asserted that several characteristics such as sensitivity to social problems could
not be taught but are determined by an individual’s personality.

Lindsay, Zona, Amy, Natalie, David, and Paul agreed that parents and teachers share the
responsibility for various aspects of children’s spiritual development. Zona believed that
the majority of spiritual characteristics were learnt through adults’ unconscious modelling
of appropriate behaviour, however, she and David also recognised that children explicitly
learn about spirituality and spiritual health at school through PDHPE. David also indicated
that issues concerning God and faith were addressed during school scripture. Natalie
stated that her spiritual development was primarily the task of her teachers because it was
at school that she heard such issues addressed.

Other children did not view spirituality as the responsibility of educational settings. Byron
and Jackson asserted that spiritual traits were not explicitly taught at school; however, they
had experienced them on occasion. In line with Montessori (1972) and Boyatzis (2004,
2005) Hayley indicated that children play an active role in their own spiritual development
and are responsible for development in the area. Hayley speculated that if spiritual
development was left to the accountability of parents or teachers, an individual may
develop into a person whom they do not want to be.

Parents’ Perspectives
To concur with Boyatzis (2005) and Fowler (1995), the mothers of Harry, Tayla, Max,
Natalie and Zona agreed that the responsibility for fostering children’s spirituality initially
rested with the family, however, they differed in their views concerning other spheres of
influence. The mothers of Tayla and Natalie believed parents were solely responsible for
children’s spiritual development, whereas Max’s mother recognised the additional
responsibility of school and community for providing information and support. Harry’s
mother referred to Bronfenbrenner’s (1979) social ecological model to acknowledge the
role of broader influences upon her son’s spiritual development, including school,
241

community, culture and the media. Zona’s mother agreed that teachers had the capacity to
assist with the development of children’s spirituality, however, that parents could not rely
on children receiving teachers who attended to holistic development.

Teachers’ Perspectives
All educators agreed that children’s spiritual development was the joint responsibility of the
child’s family and place of education, demonstrating their perceived accountability for the
task. More specifically, Mrs Harrison, the design and technology textiles high school
teacher, and Josie the itinerant support teacher for vision at the preschool referred to the
need for parents’ co-operation and partnership to successfully nurture children’s
spirituality. However, Mrs Harrison recognised that such a situation rarely occurred. She
also indicated that the task was ultimately the responsibility of individual teachers, and like
Zona’s mother, recognised that not all teachers valued children’s spirituality and therefore
did not facilitate it in the classroom. Little correspondence between teachers and parents
was observed at the high school.

Research Question 4: In what contexts and under what conditions do children
exhibit spirituality?
As discussed in the previous chapters, many episodes of spiritual sensing were identified
in accordance with the Gardner (1999) and Hay and Nye (2006) frameworks, however,
other factors also emerged that influenced how a child developed and interacted with their
spirituality. In accord with those theorists who discuss spiritual development in terms of
individual interpersonal contexts (Adams, Hyde & Woolley, 2008; Benson, 2006; Boyatzis,
2005; Crawford & Rossiter, 2006; Estep & Breckenridge, 2004; Haight, 2004; Hay & Nye,
2006; Hornberger et al. 2006; Ratcliff & Nye, 2006; Roehlkepartain et al. 2006; Rosengren
& Hicklin, 2000; Scarlett, 2006; Spilka et al. 2003) the inquiry found that cultural and social
influences were significant factors upon children’s spirituality. Figure 7.3 on the following
page indicates the socio-cultural contexts within which spiritual development is embedded,
demonstrating the process very much as a relational act. As previously discussed, central
to the child’s interaction with the spheres of social contexts, culture, and life experiences is
the notion of relational consciousness. Drawing upon Vygotskian (1978) theory, this
indicates the significant role of others upon a child’s spiritual development and the active
role of the child themselves. As indicated by Mattis and colleagues (2006), this perspective
welcomes a holistic understanding of children’s development, in a way that is less
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restricted by conceptual boundaries and more inclined to understanding the child as
deeply entrenched within real-life contexts.

Interactions between relational consciousness and spiritual sensing
categories occurred during child's contact with culture, social
contexts and life experiences.

Spiritual sensing
categories

Relational
consciousness

Culture

Social contexts

• Language
• Customs
• Expectation
• Norms
• Symbols
• Values
• Government and
politics

• Family
• School
• Peers
• Media
• Religious
communities
• Sporting
communities
• Neighbourhoods
• Recreational
facilities

CHILD

Life experiences

FIGURE 7.3: The Catalysts for Children’s Spiritual Development
This concept also brings to the fore spirituality as a universal human predisposition as
discussed by Hardy (1979) and Hay and Nye (2006). Viewing the potential for spiritual
development in terms of social and cultural catalysts supports the idea that a spiritual
potential exists in all children no matter what the cultural context may be, though this
specific context may play a central role in shaping, nurturing or stunting this innate
potential.

Although a variety of cultural and social influences were identified it is beyond the scope of
this inquiry to discuss each. The following discussion will reflect upon the two chief
contextual

influences that

acted as

catalysts

to

encourage

children’s

internal

manifestations of spirituality to external forms of expression. Figure 7.4 on the following
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page provides a more detailed overview of the school and family influences that will be
discussed.
Home Setting

School setting

Individual Parental Influence
Openness and approachability
• Recognises children’s spirituality
• Provides time to discuss child’s spiritual
concerns
• Participation in open discussion with child
• Seeks dialogue with child
• Values child’s uniqueness
Explicitly addresses spirituality
• Values development
• Self reflection
• Creativity
• Faith

The Teacher
Teacher perspective
• Recognises children’s spirituality
• Perspective influences teaching methods,
content taught, and relationships,
Teacher student relationships
• Builds trust and familiarity through teacher
knowledge of and attention to individuality
• Builds class identity
• Values child’s uniqueness
• Provides opportunities for children to discuss
lives outside of school
• Shares personal experiences with child
• Provides positivity and praise
Daily structure
• Provides opportunity for informal learning
opportunities
• Provides opportunity for student-directed
learning
Curriculum opportunities
• Discusses personal matters and ideas related
to children’s sense of self
• Accommodates for students’ lives outside of
the classroom through news, sharing circles,
journaling activities, art, and literature
• Addresses learning concerning the child’s
environment
• Addresses learning concerning faith systems
and a variety of spiritual beliefs
• Provides enrichment experiences extending
upon children’s relational consciousness
Spirituality as an entry-point
• Constructivist learning relates materials to
children’s experiences
• Accommodates for student-directed learning
• Facilitates children’s spiritual questions
• Provides narrative experience
• Provides opportunity for imagination and
creativity
• Encourages individual expressions
School environment
• Access to open space
• Relational seating
• Access to explore environments
• Access to animals
• Attention to room/ school aesthetics
• Personalised environment displaying students’
work
• Access to natural light and fresh air
• Access to texts, artefacts and displays

Home environment
• Access to quiet areas
• Access to natural environments
• Access to own space

FIGURE 7.4:

Overview of the Home and School Catalysts for Children’s Spiritual

Development
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The Home Setting
Extensive research (Cambourne, 1988; Erikson, 1964; Piaget, 1972) has demonstrated
that children reproduce the behaviours of the people around them. In line with this
perspective, the children in this inquiry were clearly influenced by the spiritual practices,
attitudes and beliefs of their parents, whereby these perspectives formed the initial
anchors for children’s spiritual ideas and expression. Subsequently, interviews and
observations were undertaken at the home setting to determine the degree to which any
child was exposed to a saturated belief system. What also emerged was the means by
which parents encouraged or discouraged children’s spiritual development, and this is
discussed in the following section.

Individual Parental Influence
Openness and Approachability
In accordance with others (Boyatzis, 2005; Champagne, 2001; Clark, 1995; Evans, 2000;
Fowler, 1995; Hyde, 2008), this inquiry found that the attitudes of parents concerning
spirituality impinged upon the ways in which they developed their child’s spiritual lives.
Being open and forthcoming in response to children’s questions and concerns was a
finding in the research of Boyatzis (2005) and Walker and Taylor (1991), and a concern for
the parents of Harry, Tayla and Max in this inquiry.

In particular the in-depth and exploratory discussions characteristic of the conversations
between Harry and his mother demonstrated the roles of co-constructors as discussed by
Boyatzis (2004). The pair discussed Harry’s ideas through a reflective process whereby
Harry was not corrected on his ideas but offered further questioning to find the answer
himself. This means by which Harry’s mother demonstrated sincere response and active
listening to her son’s queries is perceived by Champagne (2001) and Hyde (2008) as
paramount to dialogue concerning spiritual issues with children.

Alternatively, Zona and Leon referred to occasions when they perceived their parents to
have rejected their curiosity, whereby they refrained from asking questions and sourced
their information through other means such as textbooks and documentaries. As
discussed by other authors (Aivanhov, 1957/1990; Fowler, 1995; Hay & Nye, 2006; Sisk &
Torrance, 2001) this demonstrated the potential detrimental effect that significant others
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can have upon the means of children’s spiritual searching. However, as discussed by
Fowler (1995) and Pendleton and colleagues (2002) this may encourage children to
search for spiritual perspectives away from the home, and in the cases of Zona and Leon
this enabled an eclectic adoption of spiritual ideas which seemed positive upon their own
understandings.

Although parents recognised no general pattern to their children’s voluntary engagement
with spiritual issues and responded to children’s concerns as they arose, several parents
were aware of specific circumstances when their children were more inclined to do so.
This was not necessarily a conscious decision, however, had naturally occurred as the
children’s inquiry developed. For example, the mothers of Harry and Natalie typically
observed their children discuss spiritual themes during car trips, whereas Max’s family
purposely spent dinner-times together to discuss any concerns of family members that
arose. In all three instances the children were aware of prolonged periods of time and
opportunity to exercise their curiosity where they would also be aptly responded to. The
families of Max and Harry also labelled their children’s questioning in a way that implied
their child’s curiosity was unique and valued.

Openness towards children’s spiritual development often required parents to respond to
children’s ideas that were at times atypical from the ‘norm’. During these instances the
parents’ willingness to listen and respond encouragingly was observed in all case-study
families, which Champagne (2001) and Hyde (2008) regard as paramount to developing
children’s spirituality. Tayla’s parents referred to their eldest daughter’s ability to see
imaginary friends and apparitions of friends who had died, as a ‘gift’. In a similar way,
Hayley’s mother often heard her daughter discuss eccentric perspectives on various ideas,
which she enjoyed hearing about, as opposed to criticising or disregarding them. As a
result, Hayley was clearly confident to share her ideas with her mother including her
imaginary companion, which according to Taylor (1999) parents are often unaware of.

Max, who was described as ‘left of centre’, also discussed many eccentric ideas of a
spiritual nature. His uniqueness was noted by his parents who believed he was different
from their other three children. However, the parents encouraged his individuality and
provided him with open discussions and books to further address his interests and
curiosity.
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Values Development
As discussed by Fowler (1995) and Hay and Nye (2006), values were generally explicitly
taught by parents to their children. At the preschool and Year three, children spoke
frequently about their parents’ advice and recommendations. Parental expectations for
positive social behaviour also inferred values development to children and impacted
children’s actions. For example, Zona was provided with consistent values orientation by
her mother concerning complex life activities such as bullying, and as a consequence
frequently discussed with her mother and peers her value for equal rights and the need to
be considerate of others. In a similar way, Tayla’s parents stated their intentional teaching
of respect to their children to develop independence and responsibility. Initiatives such as
the time-out system were employed to demonstrate reflection, boundaries and
consideration of others. Tayla and her siblings responded appropriately, demonstrating
values development through their parents’ guidance.

Self-Reflection
Self-reflection was observed as a means for spiritual development in this inquiry, however,
it was approached differently by the case-study children’s parents. Harry’s parents
explicitly encouraged their son to move beyond egocentric thinking by frequently asking
his reasoning for certain behaviours and the appropriateness of others’ actions. As a
result, Harry demonstrated self observing and reflective behaviour more frequently than
his peers. Alternatively, Zona’s mother did not encourage her daughter to explore selfawareness in an attempt to prevent self-absorbed behaviour that she associated with
adolescence. Nonetheless, she felt it was important to encourage inner resilience and to
understand that things are not always fair. Whether acting accordingly was a direct
influence from her mother or not, Zona was less concerned with materialistic values and
trivial pursuits than her peers and more interested in reflecting upon her sense of self and
values during interviews and in discussions with peers.

Creativity
Creativity was also valued more by some parents who provided children with
encouragement and resources to pursue their creativeness. To a certain extent, it seemed
children’s confidence and pleasure for creative pursuits paralleled parental support. For
example, Harry’s family home was abundant with his creative projects. He had enjoyed
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building and creating from a young age and his parents had provided adequate resources,
mentoring and the encouragement to do so. In addition to drawing equipment and building
materials he was also given time in an apprentice mode as he worked alongside his father,
building functional pieces of furniture and projects to aid play scenarios. Unfinished
projects were regularly left for Harry to complete later. His parents clearly appreciated his
creativity and commented on this to Harry, conveying their support and influencing his selfbelief. As a consequence Harry often discussed his proficiency in building and dedicated a
great deal of time at home and at preschool to creating. Similarly, Hayley enjoyed artistic
activities and was encouraged by her mother to engage with her creativity. Her mother
consistently commented on her skill, providing her with art books and pencils and framing
her art around the family home. Hayley referred to the artistic professions of her family
members on several occasions and this seemed to influence Hayley’s self-belief as a
talented artist. She also demonstrated significantly greater concern for aesthetic
appreciation and the importance of creating a satisfying ambience or state of being, than
did her peers.

Faith
Referred to by Heller (1986) as ‘the interpreters of religious ideology’ (p. 32), parents
played a causal role in selecting and shaping the particular belief systems of their children
in this inquiry. Several authors (Boyatzis, 2005; Evans, 2000; Fowler, 1995; Mason,
Singleton & Webber, 2007) indicate parental spirituality as the greatest influence upon a
child’s developing spiritual perspectives and children of all ages discussed many examples
of parents influencing their belief systems in this inquiry. However, the extent of influence
varied within the ages and as a consequence a developmental pattern as indicated by
Fowler (1995) was not apparent.

Difference in perspective was observed among children from religious and secular
families. Although children from religious and non-religious backgrounds stated their
understanding of God, children from religious backgrounds appeared more strongly
influenced by their faiths. For example, Tayla was exposed to Christian perspectives
through her siblings’ attendance at a Catholic primary school and her parents’ discussion
of religious-based concepts such as angels. As a consequence, Tayla clearly embraced
faith-based concepts. Family Christian beliefs were also an influence upon Amy and
Natalie from Year three.
248

In a similar way Paul from Year seven demonstrated an adherence to his family’s faith,
whereby his parents’ affiliation with Jehovah’s Witness not only influenced his beliefs but
also his experiences through his attendance at weekly Jehovah’s Witness meetings and
witnessing with his family on weekends. He described his family foremost in terms of their
faith, which he used to differentiate himself from his peers, indicating that they believed
differently about things and did not celebrate occasions such as Christmas.

Alternatively, Max, Harry, Hayley and Zona, had each been brought up in family
environments that did not adhere to the teachings of a particular religion. As a
consequence they tended to be less certain about their construction of God and faith,
however, this did not impede the children’s exploration of faith systems, and with the
exception of Harry at the preschool, each child had reflected upon what God meant to
them. Children from backgrounds that were not influenced by the one faith system seemed
to be placed in a position to decide for themselves the spiritual concepts that resonated
best with their perspectives and adopt them accordingly. Experimentation surfaced as they
‘tried out’ various perspectives, demonstrating Crawford and Rossiter’s (2006) notion of
the spiritual supermarket. In accordance with Fowler’s stage development theory (1995),
these children demonstrated that through exposure to other social environments, children
may develop interest in spiritual beliefs that do not correspond with their parents’
perspectives.

Home Environment
Children’s home environments influenced their understanding of and relationships with
self, other and their surroundings. Through their outward exploration of physical
environments, children were better able to reflect upon their inner selves, resonating with
their natural states and experiencing a closer relationship to self and surroundings.

Children from Year three and Year seven referred to home environments as providing
spaces of belonging and also opportunity to explore identity, however, children needed
access to such environments for a relational experience to occur. The children employed
in this study were fortunate to live in suburbs with access to many park lands, beaches
and natural scrub areas. Zona’s mother commented on the difference she observed in
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children who are not provided with the opportunity to experience time in the natural
environment and therefore unable to experience aspects of their spirituality.

To enhance inward reflection, it seemed beneficial for children of all ages to access time
alone in their own space. During such moments children referred to self-reflection that led
to personal growth, whether this was time alone following an argument with a sibling,
reflection before sleep, or ‘time-out’ following unacceptable behaviour.

The school setting
As indicated in the previous three chapters, many positive attributes prevailed within the
classrooms that demonstrated a predisposition for spirituality. These influences included,
but were not restricted to, positive behaviour and relationships with others, the promotion
of academic achievement, as well as encouraging good citizenship. However, the means
by which spirituality was addressed at the different educational settings, in terms of the
teacher’s influence, school curriculum, and physical environment varied considerably. The
variance in these elements at the three sites affected the ways in which children could
express their spirituality at school.

The Teacher
Teacher Perspective
Though the literature (Alexander & Carr, 2006; Apple, 1990; Aronowitz & Giroux, 1991;
Gyatso, 1995; Kessler, 2000; LeCapitaine, 2001; McLaren, 2003; Myers, 1997; O’Sullivan,
1999; Palmer, 1998, 1999a) indicates ambiguity concerning the purposes of education in
modern times, each of the teachers interviewed were clearly aware of the purpose of
education as it existed for their classrooms. This personal perspective filtered through to
their teaching methods, content taught, and relationships with students, which ultimately
affected the facilitation of children’s spirituality in the classroom.

Although teaching methods and curriculum content are theoretically driven by syllabus
documents, teachers’ personal perspectives chiefly influenced how and if spirituality was
addressed in the classroom. As Mrs Harrison indicated, minimal data would perhaps been
collected had the research occurred in one of the other year three classes at the school.
Mrs Harrison believed that unlike some other teachers, she recognised spirituality as an
important aspect of learning in her classroom. Similar to Gardner’s (1999) views on the
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‘real purposes of education’, children’s personal development and self-esteem were
fundamental to Mrs Harrison’s holistic approach to teaching. In the classroom this
influenced how Mrs Harrison interacted with her students and created meaningful learning
experiences relevant to their personal development. She also demonstrated high
expectation for manners and courtesy and her students acted accordingly. Nonetheless,
her personal philosophy was overshadowed by the mandatory way of reporting introduced
to NSW public schools in 2006 that required her to grade children with an alphabetical
letter, conflicting with her priority of children’s self-esteem.

In a similar way, the director at the preschool perceived spirituality to be a vital component
of children’s whole development. She was aware of the contexts in which children
voluntarily engaged with the spiritual domain and facilitated a curriculum to engage
children’s spiritual concerns and expressions. Teachers at the high school were also
aware to children’s spiritual development, however, assessment and curriculum
requirement appeared to have greater prominence in the classroom. As a consequence,
far fewer experiences of spiritual education were observed at the high school.

Student-teacher Relationships
Children’s behaviour and relationships with others in the classrooms in which the teacher
fostered the expression of spirituality seemed to be better than when it was not. To concur
with Fraser and Grootenboer (2004), such classrooms provide an atmosphere that is nonjudgemental and less self-conscious, allowing for the encouragement of spiritual discourse
to surface.

The personalisation of classrooms was established foremost through teachers’ knowledge
of children’s lives and respect for the individual. The teachers’ awareness to children’s
talents, experiences and interests outside of school demonstrated that children’s
individuality was respected and appreciated. This cultivated an atmosphere of trust and
familiarity for children to share aspects of themselves with their teachers and peers,
factors recognised by holistic educators (Canfield & Wells, 1976; Carlsson-Paige, 2001;
Chilton Pearce, 1979; Glazer, 1999; Kessler, 2000; Leonard, 1970; Miller, 1976; Miller,
2000; Palmer, 1998) for providing optimum learning conditions. As discussed by Palmer
(1999a), when children were aware that their individual ideas were valued they confidently
shared their experiences and listened to those of their peers.
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In the preschool and Year three settings opportunities were provided for children to
discuss personal matters throughout the day and during news and sharing circles,
experiences which Rowling (2008) indicates as necessary for humanising classrooms.
Knowing the whole child was of particular importance to Mrs Harrison’s teaching and this
influenced her relationships with students and also their parents. The means by which Mrs
Harrison addressed her own beliefs, values and life experiences with her students also
demonstrated her willingness to expose her whole self in her teaching role. In doing so
Mrs Harrison invited children to do so themselves, allowing greater opportunity for
spirituality to surface. The importance of Mrs Harrison’s relationship with her students and
the impact of this upon the classroom was particularly noticeable during Mrs Harrison’s
absence. Whilst with a casual teacher spontaneous discussions between the students and
the teacher were absent. Little meaning or relevancy was established between lesson
content and children’s experiences as a result, reducing the presence of spirituality in the
classroom.

Student-teacher relationships also affected children’s behaviour in the classroom. In all
classes where a close relationship was established between the teacher and the students,
children demonstrated greater respect and manners. At the preschool and Year three
class, a sense of class identity and a general sense of care and appreciation existed
among class members, and between students and teachers as a result. As discussed by
Lantieri (2001), when teachers respected the inner lives of students, teachers became
people who their students looked up to.

Although less time was available to discuss personal matters at the high school, this
naturally occurred during English drama activities that required children to share their
individual expressions. Yet little attention was given to students’ individuality in other Year
seven classes and as a result learning experiences were less personalised and children
took less interest in their school work. During these classes children exhibited less value
for their teachers and learning. Children were aware of which teachers valued them as
individuals and they responded to that by reciprocating respect, developing greater scope
for spirituality to surface.

Children also reacted to the positivity and praise of their teachers. At the preschool and
Year three settings, children were consistently praised by their teachers for their
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individuality, school work and behaviour. However, children rarely experienced praise in
Year seven. Rather, the majority of teachers spent a substantial amount of time advising
students what not to do and focused upon the negative behaviours of several individuals
during lessons.

The Daily Structure
As discussed by Montessori (1971) and Steiner (1924/1997), the structure of learning
sessions in this inquiry had an influence upon children’s opportunity to engage with
spiritual matters. At the preschool and primary school where children remained with one
teacher for the majority of learning activities, children could engage in greater depth
without the pressure of time limits, allowing opportunity for more personally meaningful
connections and informal moments to occur.

Alternatively, due to the necessary organisation of a high school timetable, learning in
Year seven was generally restricted to fifty minute periods and did not allow for children to
engage deeply with their material or discuss topics that were not closely related to
programmed activities. De Souza (2004) indicates that such learning compartmentalises
knowledge and skills and this was observed in this setting. However, this does not have to
be the case. Crawford and Rossiter (2006) recognise that within such contexts spirituality
can be facilitated as parts of study units within subject areas.

Time boundaries also influenced the frequency of informal interactions that occurred
between students and teachers. In line with the findings of Fraser and Grootenboer (2004)
spirituality flourished in this inquiry during spontaneous interactions and experiences. At
the preschool and primary school where there was less pressure to complete work in tight
time frames, a higher frequency of Informal moments prevailed that often digressed from
structured content . Supporting Kessler’s (2000) findings, children were also more likely to
share humour and other moments of happiness with their teachers and peers during
informal moments. The younger settings also allowed children time to attend to bodily
focus and employ relaxation during informal moments, experiences recognised by Kessler
(2000) and Dent (2006) as important conditions for learning. Appreciation for such
observations were also discussed by the teachers themselves at the younger settings,
which communicated to children that they are not the only individuals who were moved by
these things.
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Less encouragement for informal moments was employed at the high school, where
children were almost always asked to focus upon their lesson activities. However, in one
session the English teacher taught her drama lesson outside, commenting to the class that
her ‘spirit dies’ inside the classroom, signifying her appreciation for informal moments that
might occur outdoors.

The Curriculum
Spirituality was addressed in the curriculum documents at each setting, however, the
extent to which it was facilitated and the approach, differed considerably. This was noted
by both parents and teachers and perhaps encapsulated best during a conversation with
Tayla’s mother, who was apprehensive about her daughter’s transition to a primary setting,
which she typically found did not embrace children’s individual selves. Other theorists
(Carlsson–Paige, 2001; Clarke, 2003; LeCapitaine, 1999; Palmer, 1999a) also relate the
failure of formal school systems to direct adequate attention to holistic development.

At the preschool where learning experiences were based upon an emergent curriculum,
teachers paid close attention to the interests and experiences of individual children and
encouraged learning experiences to suit these. The NSW Curriculum Framework (2002)
also specified the need for learning opportunities to engage the ‘spiritual and moral child’.
In this manner, the preschool curriculum was most closely related to what Palmer (1999a)
and Kessler (2000) refer to as an effective spiritual education, revered by Noddings (1992)
as the paramount form of curriculum whereby teachers work together to plan and create
learning experiences for the holistic development of students.

In a similar way, the K – 10 syllabus indicated that learning experiences in Year three and
Year seven were to consider ‘moral, ethical and spiritual’ perspectives’ and the learning of
nine core values. In Year three, the spiritual was specifically addressed in three of six key
learning areas and in Year seven, referred to in five key learning areas. There was much
less emphasis upon explicitly teaching spirituality at the older settings and consequently
the teachers from these settings did not refer to spirituality as a curriculum focus within
these key learning areas. Alternatively, there was a higher prevalence for spirituality during
informal opportunities, though this number was low in comparison to the preschool, where
an abundance of free time allowed for spiritual expression to surface. There was no
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evidence of, nor talk of the National School Chaplaincy Program (2007) at either of the
Year three or Year seven settings.

Sense of Self
At all settings the curriculum addressed the child’s understanding of the changing self and
identity. At the preschool this was encouraged by resources such as the children’s
photograph albums and Iggy Journal.

Year three activities promoted an interrelated sense of self and interdependence which
several authors (Brendto et al. 1990/ 2002; Campbell, 1993; Glazer, 1999; Hunt, 2004;
Pearson, 1991) emphasise as the pinnacle of spiritual education and necessary for today’s
youth, in a move away from individualisation. In Year three children completed activities
including the Values for Life booklet that focused on their friendship, honesty and
kindness. During English lessons children also expressed their desire for wishes to
manifest into reality and this included their own happiness as well as the happiness and
welfare of others.

Taught activities in the Year seven curriculum also focused on children’s sense of personal
meaning. Children seemed to readily engage with such activities perhaps because, as de
Souza (2001) speculates, the individualism of today’s children is almost always certain.
During the ‘My Identity’ unit children illustrated pictorial expressions of whom and what
they related to and constructed masks to portray their identity. Among illustrations of
hobbies, friends and family, some children felt it meaningful to portray religious outlooks.
The Edvard Munch ‘The Scream’ activity also provided children a platform to communicate
their sense of self through identifying their causes of personal stress and anxiety. Such
activities allowed children time to explore aspects of themselves that they might not
otherwise consider in the daily routine of life. As discussed by Halford (1999), art was
observed as having the affect of bringing meaning to children’s lives.

Children’s sense of self was also addressed through the PALS and Peer-support
programs. The preschool PALS program specifically encouraged children’s selfunderstanding and connection to others. Covering similar content, the Peer-support
program at the primary school encouraged children’s personal and values development.
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Children in Year seven participated in a Peer support program, however, most activities
occurred during Term one and were not observed during data collection.

Environmental Awareness
In line with Drovdahl (1991), Montessori (1972) and Noddings (1992), teachers at the
preschool and primary settings encouraged children’s connection to animals and the
natural environment. Little environmental education was observed at the high school,
however, this could be expected when individuals such as the science teacher believed
such learning was overemphasised in education.

Supporting Noddings’ (1992) recommendation for centres of care as contributors towards
the spiritual development of children, the preschool provided children with a variety of
natural care centres such as a chicken incubator, silk worms and a vegetable garden.

The different approaches regarding environmental education undertaken by the Year three
and Year seven settings was perhaps best demonstrated during geography based units.
During the Year three environmental footprint unit topics remained relevant to children’s
lives as they learnt about local and global issues that affected them. This in turn influenced
children’s intrinsic motivation to discuss issues in greater depth during class and also
undertake further research at home. Learning about the vulnerability of animals and the
natural environment advanced a shift from the perspective of personal gain and worth, to
appreciating a wider perspective. As discussed by Noddings (1992), children’s spiritual
concerns for time, place, self and other created relevance and compassion in the Year
three class. Alternatively, when Year seven children completed an assignment concerning
environmental threats, little connection was established between the issues and the impact
of these on the children and their community. As a result, it seemed to have much less of
an affect than the Year three study and students completed the task with minimal effort.

Faith
Faith was explicitly addressed within the Year three and Year seven curriculums through
key learning areas and scripture classes. In Year three, units of work on global religions
and the Aboriginal Dreamtime were taught during HSIE lessons, however, the spiritual life
of Aboriginal Australians was limited to discussion about Dreamtime stories. Dreamtime
themes and characters were also integrated into the songs sung by children each day.
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During Year seven history children learnt about Confucianism, Taoism, and Buddhism,
however, this occurred through comprehension activities with no discussion allowed or
encouraged.

Children’s spirituality and faith in the transcendent were also influenced by religious
teaching during school scripture classes. Classes offered children alternative spiritual
perspectives that did not necessarily parallel those learnt at home, thus requiring children
to piece together their own spiritual outlook, as discussed by Fowler (1995) This was most
prominently exhibited by Harry who did not discuss his value for religion or God during
preschool, however, once he began Baha’i scripture classes at primary school, developed
an interest in the various religions taught, which he frequently discussed with his family.

During Year three scripture classes children were repeatedly advised by the teacher on
the certainty of Christianity and the bible as a proven means for faith. Although some
children such as Grant maintained that they did not believe in the teacher’s religious views
their perspectives were not discussed during class. The content addressed moral lessons
and religious narratives, however, was often disconnected from children’s lives, resulting in
little relationship between children’s experiences and the lesson’s focus. When the content
was personal, children were more inclined to discuss their own experiences,
demonstrating the significance of relational consciousness in providing this link as
discussed by Hay and Nye (2006), Reimer and Furrow (2001) and Hyde (2005). Prayer
was also employed during all scripture lessons. As indicated by Woolley (2002), prayer
offered children a practical strategy to discuss their hopes and fears and a means to
communicate with the transcendent. Prayer enabled children to present personal
experiences to a whole class forum to share and reflect upon. Eli best demonstrated this
when he employed prayer in hope of his parents’ reconciliation and reunification of their
family. His family’s situation was clearly of concern to him, however, he was not heard
discussing the issue in any other school context. School scripture provided him the means
to explore his concern and optimism.

Enrichment Experiences
Curriculum experiences also encompassed various enrichment activities which enhanced
children’s spirituality. At the preschool, the presence of a chicken incubator and a visit from
the Reptile Man particularly engaged children’s values-sensing and curiosity for the world
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around them. In Year three, a visit to Glengarry Cottage complemented the environmental
necessity to proactively recycle and reuse, emphasising children’s connection to their
world, whereas, fundraisers such as ‘Jump Rope for Heart’ encouraged children’s
philanthropy. At the high school children participated in a sports gala day that established
connection with children from other schools in the area.

Spirituality as an Entry-Point to Learning
Referred to by Gardner (1999) as an entry point to engage learning, spirituality was also
employed by teachers to engage children’s learning within other curriculum areas.
Essentially by making learning opportunities relational, content was addressed in a
manner that mattered to children’s lives, fostering holistic development and nurturing a
deeper sense of self and a greater understanding of the world. As the literature (Carlsson–
Paige, 2001; Lantieri, 2001; Miller, 1999; Palmer, 1998; Suhor, 1998) indicates, effective
learning occurs through meaningful connections between the subject and the learner’s life.
Episodes of meaningful connection in this inquiry were characterised by relational
consciousness at the source.

Constructivist Education
Consistent with understanding spirituality as a means for the personal construction of
meaning, as defined by James (1902/ 1922), engaging the individual with their learning
material, no matter what that may be, allowed for meaningful connection to surface,
engaging one’s relational consciousness. In line with various education theorists (Atkin,
2001, Dewey, 1938/ 1963, Erricker et al. 1997, Palmer, 1998, Suhor, 1998), Mrs Harrison
differentiated between learning experiences that failed to engage children and those that
affected the child’s life in some way to create purpose and meaning. She referred to
learning experiences that developed meaning for children, demonstrated by her students
carrying out their own research and encouraging awareness in their homes and school. In
comparison, she indicated that standardised testing did not cater for meaningful learning,
which concurs with Palmer’s (1999a) view that children’s meaningful questions are
typically kept to themselves in the presence of an assessment focus. This was
demonstrated in the Year seven class where children often inquired about the assessment
of activities and their class rankings, where connections between the learner and their
subject were diminished and motivation to learn had become an abstract goal. As a result,
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children’s spiritual experiences were rarely voiced in the classroom and explored instead
during their own time or when approached through interview, such as in this inquiry.

Student-directed Learning
Discussed by early spiritual education pioneers (Dewey, 1938/1963; Froebel, 1887;
Montessori, 1964, 1973; Pestalozzi, 1951; Rousseau, 1911, Steiner, 1924/1997) as
essential to meaningful education, student-directed learning provided a platform for
children’s spirituality to emerge in this inquiry. As previously discussed, the emergent
curriculum at the preschool allowed for children’s interests to be pursued with many
learning experiences in Year three also student-directed, fluid and moving with children’s
discussions and interests. Employing student-directed learning supports Fraser and
Grootenboer’s (2004) perspective that spirituality does not necessarily fit the constructs of
planned lessons. During episodes of student-directed learning the teacher’s role changed
from expert to co-learner and facilitator as discussed by Erricker and colleagues (1997).

Alternatively, in Year seven, learning experiences were almost always planned and little
work was directed by children. When their questions were off topic children were generally
ignored or brought back to the lesson’s focus.

Facilitating and Addressing Spiritual Questions
Spiritual questions or discourse are discussed by Fraser and Grootenboer (2004), Kessler
(2000), and Palmer (1999a) as a means to establish meaning and purpose through
learning methods. Questions concerning spirituality were generally addressed by teachers
at the preschool and Year three as they arose during class discussions and informal
moments. As Foston (2004) indicates, it was not knowing the answers, but establishing a
‘spiritual dialogue’ that created a platform for the discussion of spiritual issues and
questions to surface. Readily facilitating children’s discussions when they were ‘off-track’
from lesson content not only addressed children’s concerns and increased students’ risk
taking but also influenced the relationship between teacher and students.

Conversely, children’s existential concerns were rarely facilitated in Year seven. Year
seven teachers seemed mindful of completing lessons within the allocated fifty minute
period and as a consequence children were more inclined to keep their questions to
themselves or share them with their peers, than disrupt their teachers who appeared busy
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with moving through lesson content. Teachers also commented that it was not their place
to discuss spiritual issues and so Year seven teachers were more likely to restrict their
perspectives, rather than engage in dialogue about them, demonstrating teachers in terms
of ‘divided pedagogical selves’, that Alexander and Carr (2006, p. 55) refer to.

Year seven children took little risk in mystery-sensing as a result. Demonstrated by Hay
and Nye’s (2006) research, there seemed little point in children employing curiosity when
under the impression that ‘the answers’ were outside of themselves, to be found in a
textbook or elsewhere. Montessori (1972) and more recently Clarke (2003), also recognise
that children learn to know submissiveness in educational settings that do not nurture and
preserve individuality and personality. Clark’s comment regarding children entering the
school system as question marks and leaving as full stops is a dismal yet realistic analogy
of the child’s progression from the early years to high school as it existed in this inquiry.

Narrative
To concur with reader response theorists (Bleich, 1978, Rosenblatt, 1978) and other
authors (Campbell, 1988, 1991, 1993; Frye, 1982; Hardy, 1994; Iser, 1993; Larsen, 1996;
Nemme, 2004; Pearson, 1991; Vogler, 1999) children frequently applied selfunderstanding in response to narrative. Texts read during the shared book experience or
in children’s own time were not necessarily employed to encourage spirituality, however,
frequently acted as an entry point to children’s spiritual development, as demonstrated in
other research (Harris & Thompson, 1997; Lennard, 2007; Nemme, 2003). This occurred
as children applied intertextuality and related their experiences to those of characters,
motivating discussions about children’s common experiences and self-reflection. As a
result of relational consciousness, children also introduced their emotional responses to
discussions.

Imagination
Imagination was encouraged by Year three and Year seven teachers particularly during
English and art and consistently throughout the preschool day. When imagination was
encouraged, it seemed to ease children. There were no wrong answers and consequently
children were forthcoming with their responses or ideas. The most prominent difference
was observed at the high school during drama activities when children appeared more
relaxed to engage with their subject matter and less self-conscious. The English teacher
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invited children into the worlds of drama, asking children to believe they were the
characters they were adopting. During such activities children expressed themselves in a
playful manner with a vulnerability that was rarely observed, supporting Fraser and
Grootenboer’s (2004) notion that non-self-conscious classrooms enhance children’s
spirituality.

Creativity
During creative arts all age groups exhibited a liberating sense of the activity managing
itself. To concur with Kessler (2000), creativity was best expressed when children
experienced the awe and mystery of creating. This was observed by most children at the
preschool, where creative activities were offered throughout free time and individual
expression was encouraged by teachers. Emphasis was placed on the process of creating
as much as the end product, which held greater significance for Year three and Year
seven teachers. Preschool children sensed freedom over what they could depict in their
works and with what tools, and consequently a higher incidence of Csikszentmihalyi’s
(1997) notion of flow surfaced. This form of expression allowed children greater
opportunity for creative expression, enabling their whole selves, senses engaged, to act
upon the task and enjoy the process.

Although children in Year seven were provided with less opportunity than the preschoolers
to select their creative activities, they clearly demonstrated flow during visual arts. This
was evident through the silence and calm atmosphere within the room, which was rarely
observed during lessons in other subjects.

Alternatively, at the primary school, children experienced greater restrictions concerning
what they were required to paint and how. To concur with Clarke’s (2003) criticism of
school activities, art in the Year three class resembled the classic children’s song, ‘This is
the way’, as all students were restricted to creating similar art projects in the same
manner, a practice which rarely allowed for individual expression.

Classroom Environment
To concur with Fowler (1995) the social and physical environments of the three
classrooms had a significant impact on children’s developing spirituality, influencing the
way in which children interacted with their inner selves, surroundings and others.
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The physical space and aesthetics of each of the learning environments differed
considerably. In terms of physical space each of the settings were organised differently to
accommodate for specific learning experiences. The open and large grounds of the
preschool created space that was relational, allowing children opportunity for unification
with their chosen activities or with others through cooperative tasks. Accordingly this large
space influenced how children interacted and responded to their ‘inner conflicts’, as they
were able to work on activities or be on their own when desired. Alternatively, children in
Year three and Year seven were generally seated in close proximity to each other and
restricted to small classrooms, exposing children to the distractions from others’. During
lesson activities the preschool and Year three children were seated in clusters as they
worked, whereas the high school rooms were most commonly presented in a lecture style
layout where group learning rarely ensued. The group set-up facilitated children’s
discussions about their experiences for existential concerns to surface, which was less
likely to occur in the Year seven arrangement.

The environments at the preschool and Year three settings also created spaces of wonder
and delight. Considered a ‘third teacher’ by the Director of the preschool, the environment
was purposely constructed to engage children’s interest, inviting exploration and
expression. As suggested by Noddings (1992), the extensive natural area and various
resources such as the vegetable garden, bird feeders and fish tank offered children living
environments to consider spiritual curiosity. Opportunity for voluntary experiences of
awareness-sensing and state of being were also in greater abundance as children were
free to explore activities indoors and outside throughout their day.

The environment at the primary school also created a warm and inviting atmosphere.
Rarely were the lights turned on as children worked in sunlight with the blinds and
windows open. The walls were brightly coloured, displaying children’s art works, and
children could readily look out of the windows to view the extensive gardens. Plants and
trees were abundant and children were observed in their voluntary time watching a variety
of animal life and appreciating the beauty and fragility of plants. Alternatively, the large
asphalt areas where children spent the majority of their free time at the high school offered
little space to experience nature or for children to be on their own, even though, as Leon
indicated, children were interested to do so.
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The settings also differed in personalising the rooms and this affected children’s respect
for their surroundings and sense of class community. At the preschool and primary school
children’s work was displayed on the walls, recognising their individual contributions and at
the same time constructing an environment unique to their class, which could only be
established with each child’s input. This motivated a sense of belonging among children
and a respect for their surroundings, as children were observed picking up works that had
fallen from the walls, taking care with furniture and showing their classrooms to family
care-givers. Conversely, the high school classrooms were predominantly bare and created
an atmosphere that was uninviting and anonymous. Generally little care was taken for
aesthetics particularly in the mathematics and science rooms where old glass cabinets and
dusty text books resembled a 1970s setting. Perhaps as a result of little care being taken
with the physical environment, children frequently drew graffiti on desks and were careless
with tables and chairs. Pieces of paper were also thrown on the floor demonstrating
children’s disrespect for their environment. Yet, several of the English and art rooms and
the library displayed posters, colour, motivational quotations and children’s displayed
works and it was during these classes that children demonstrated increased engagement
with their learning.

The physical environment at the preschool and Year three setting also addressed other
aspects of spirituality. For example, a wall display at the preschool featured photographs
of people from various cultures encouraging children’s discussion and understanding of
diversity, whereas the posters, quotations and photographs displayed in the Year three
room for HSIE encouraged respect for threatened species and an appreciation of the
natural environment, reinforcing children’s value for their surroundings and animals.

The Effects on Teachers
Although not specifically addressed in the research, during observations and interviews
teachers discussed the negative and positive effects they experienced as a result of
facilitating spirituality in the classroom. Primarily, teachers who encouraged children’s
spirituality enjoyed closer relationships with their students and developed a greater sense
of purpose as a teacher. When spirituality was invited, teachers appeared to enjoy more
personally rewarding work and as a result applied greater effort and care to their role.
However, facilitating spiritual education was also time-consuming, demanding, and as a
consequence teachers experienced stress, worry and health issues. Mrs Harrison also
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commented on the moral issues faced as a result of adhering to curriculum and
pedagogical guidelines that compromised her own ideals and did not provide the best
support for her students.

Concluding Statement
This chapter has reflected upon the four categories through which children express their
spirituality. It was found that spirituality cannot be restricted to a curriculum subject for it is
inevitably embedded in moments, materials, processes and interactions. Differences were
identified regarding the approach of families and the educational settings, indicating that
the opportunity to express spirituality varied from one level of schooling to another.
Ironically, as children age it seems the structure of schooling and pedagogy works against
fostering spirituality. Awareness on part of family care-givers and educators to the possible
existence of these factors seem necessary if spirituality is to be nurtured within the
contexts of children’s social settings. Based upon the discussion presented, the following
chapter will by way of conclusion contextualise the findings in terms of implications and
make some recommendations for nurturing children’s spiritual lives.
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Chapter 8

CONCLUSIONS AND RECOMMENDATIONS
I think somehow or other in the teacher training course… that there was just something, a
subject, I don’t know what it could be called, but just so that they realise that they are all little
individuals and that there are so many things that impact on them. (Interview with Mrs Harrison,
Year three class teacher, 15/8/06)

This thesis extends the work in the area by Gardner (1999) and Hay and Nye (2006) by
not only illustrating four spiritual sensing categories but identifying a framework
comprising of contexts, place, responsibility, and catalysts, detailing the pivotal features
of spirituality within the social contexts of children’s lives. The inquiry also affirms the
important contribution that school education can make towards young people's spiritual
development. While the study was limited to a small number of children in three secular
schools and not designed to make broad generalisations, the findings were consistent
with, and reflect the results of other studies which have explored the spirituality of
children in other Western countries and in other educational settings (Champagne,
2003; Erricker et al. 1997; Fraser & Grootenboer, 2004; Hart, 2003; Hay & Nye, 2006;
Hyde, 2008; Moritarty, 2007).

It is the aim of this final chapter to look more closely at the meanings of the research
and also explain why spirituality needs to lie at the core of the school curriculum. This
chapter begins by briefly summarising the discussion of the findings and continues to
present recommendations indicating how children’s spirituality may be met practically
through the various contexts of children’s lives. The chapter will conclude with general
recommendations concerning future research and policy development.

A summary of the discussion regarding the implications for the spiritual sensing
categories
Described by Adams, Hyde and Woolley (2008) as a quality that is ‘often invisible to
the adult eye’ (p. 145), perhaps the major difficulty for children’s spirituality is
recognition. In discussing the spiritual expressions of children through this thesis and in
recognising those in other literature, it has been the intention to demonstrate what
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children’s spiritual expressions look like so that educators may be in a better position to
recognise and nurture the spiritual development of children. The Gardner (1999) and
Hay and Nye (2006) frameworks which guided this inquiry were clearly relevant to
children’s lives and invaluable in identifying manifestations of children’s spirituality.
Having observed the four spiritual sensing categories in the contexts of this inquiry,
several suggestions have been made for educators and parents seeking to nurture
children’s spirituality. These include:

State of Being: Awareness-Sensing
State of being: awareness-sensing is the experience of a deep sense of connection
between a physical experience and thought. The following suggestions seek to
encourage children’s experiences of this category:
•

Provide tactile and sensorial activities.

•

Provide moments of stillness and silence.

•

Provide guided meditation or visualisation activities such as those created
by Dent (2003, 2006) to encourage focusing experiences.

State of Being: Mystery-Sensing
State of being: mystery-sensing denotes the capacity to transcend the everyday
through the application of awe and wonder and imagination. The following suggestions
seek to encourage children’s experiences of this category:
•

Allow and encourage individual expression.

•

Offer experiences through art, literature and drama that encourage the use
of imagination.

•

Encourage children’s discussions concerning intangible activities including
imaginary companions.

•

Allow opportunity for children to appreciate the grandeur of their
experiences and surroundings.

•

Discuss the affects of various environments upon a child’s state of being.

•

Integrate learning through creative and play activities.

•

Encourage children’s experience of the process as well as the end product.

Concern for Existential issues: Mystery-Sensing
Concern for existential issues: mystery-sensing is the ability to construct meaning
regarding one’s experiences and existence. Children’s engagement with meaning
making required awe and wonder, imagination and reflection. The following
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suggestions seek to encourage children’s experiences of this category:
•

Openly discuss and question children’s everyday observations and
understandings

of

life

events

and

act

sensitively

towards

these

perspectives.
•

Emphasise children’s self-belief in their capabilities to recognise their inner
resources and construct personal meanings.

•

Discuss children’s past experience and future hopes and goals.

Concern for Existential Issues: Values-Sensing
Concern for existential issues: Values-sensing emphasises the importance of feelings
as a measure of value, reflecting upon what one finds to really matter. The following
suggestions seek to encourage children’s experiences of this category:
•

Affirm children’s sense of self by encouraging individuality and self value.

•

Encourage children to act according to their personal values system.

•

Discuss the activities that children value and encourage their participation in
those areas.

•

Demonstrate and encourage children’s positive outlook and coping
strategies.

•

Discuss children’s role-models.

•

Encourage children’s awareness to their sense of belonging in a variety of
social groups.

•

Encourage self-reflection through discussions, journaling and artistic
activities.

•

Encourage children’s interactions with their natural surroundings.

•

Encourage caring engagements with plants and pets (or any animal).

•

Encourage children’s discussions concerning faith perspectives and the
transcendent.

A Summary of the Discussion Regarding the Place of Children’s Spirituality
According to Children, Family Care-givers and Teachers
The observations and discussions made with the participants of this inquiry reflect the
importance of nurturing children’s spirituality. While participant perspectives differed
from one another, common elements emerged that indicated spirituality as a valued
characteristic. Spirituality was generally referred to as an inherent trait significant for
children’s individual development and also for their adult lives, emphasising the
necessity to attend to spirituality from a young age. Spirituality was recognised as a
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practical tool for developing children’s relationships, values, behaviours and academic
achievement. However, the actual means to employ spirituality as a resource were
rarely discussed, indicating a general lack of knowledge and association of the term in
the community. Participants were hesitant to employ the term spirituality, however,
when discussing the traits most important for children’s development both parents and
teachers essentially stated experiences and characteristics within the spiritual domain.
This also indicates the need for further discussion and information in the community
concerning children’s spirituality.

A Summary of the Discussion Regarding Responsibility for the Development of
Children’s Spirituality
Participants disagreed about the various elements of spirituality that could be
developed, with some recognising that aspects were determined by an individual’s
personality or genetic disposition. Participants recognised the presence of spirituality in
the arts, PDHPE and school scripture, which also formed an embedded aspect of
schooling disseminated through teachers’ expectations for behaviour and rolemodelling. Teaching spirituality as an unconscious process was also recognised.

Participants generally agreed that children’s spiritual development is the joint
responsibility of parents and schools. Influences from the media, community, culture,
and the child’s personal beliefs were also considered. All parents stated that they were
primarily responsible and all teachers recognised their role in the spiritual development
of students. Therefore, to some degree, each of the parent and teacher participants
regarded themselves accountable.

Although parents were perceived as primarily responsible for children’s spiritual
development, they differed in their beliefs concerning the degree to which the school
was liable. The school was viewed fundamentally in a supporting role, available for
additional information, however, parents recognised that all teachers did not view the
spiritual domain as their responsibility and consequently should not be relied upon to
facilitate it. It seemed the ambiguity concerning the role of the teacher in children’s
spiritual development was unclear for teachers, parents and children and consequently
requires attention. However, the issue demands attention in today’s secular settings,
when schools are requiring teachers to address children’s spirituality through key
learning areas and various policies, such as Values in NSW public schools (NSW
Department of Education and Training, 2004) and the National School Chaplaincy
Programme (Department of Education, Science and Training, 2007).
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The uncertainty surrounding this issue has resulted in parents who are not confident in
a secular system catering for the spiritual development of children and confused
educators teaching spiritualty according to personal agendas. Responsibility is left to
individual teachers to decide how and what aspects of spirituality they will address in
their classrooms. This was clearly a problem in the high school where Year seven
teachers rarely accommodated spirituality. Therefore, although the teaching of
spirituality would be most effective through holistic treatment, in line with Fisher’s
(1995) recommendations, at high school settings it may be more practical to appoint an
individual teacher specifically responsible for spiritual development. The duty of such a
role could include collaborating with curriculum, welfare and other co-ordinators to
evaluate the needs of students and enhance the spiritual well-being of each child. The
near future may see this need met by the National School Chaplaincy Programme
(2007), however, the religious overtones of such a role remain questionable.

A Summary of the Discussion Regarding the Factors that Encourage the
Spiritual Development of Children
In light of the previous chapter, the challenge for parents and schools is not whether
spiritual development can be developed in children, but how. As with the development
in any area of children’s lives, spirituality requires nourishment and nurturing. In
addition to the specific spiritual sensing recommendations already discussed, several
conditions surfaced that were central to the development of children’s experience in the
spiritual realm. In line with Fraser and Grootenboer (2004), the significant others in
children’s lives may be unable to plan and predict what will foster children’s spirituality,
however are in a position to cultivate a climate that enhances children’s spirituality. The
following section addresses the factors that created such a climate in the contexts of
this inquiry.

Recognising Children’s Spirituality as an Integral Aspect of Child Development
Although participants agreed that children’s spirituality was important, some adults
clearly recognised this domain as an integral aspect of the child’s whole development
and consciously provided optimum conditions for it to surface through appropriate time,
opportunity and resources.

To develop wider recognition of spirituality as an integral aspect of child development
community education is required which not only provides information concerning the
importance of children’s spiritual development but addresses preconceived notions that
may otherwise be insular, outdated, or associated with a strictly traditional religious
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orientation. Only then, when the term is publicly recognised as including a range of
valuable and necessary traits, will spirituality be more widely nurtured. The relatively
limited information and resources currently available provides a setback for individuals
seeking such answers.

Allowing Adequate Time
Adequate and uninterrupted time was a necessary factor for all spiritual sensing
categories. Although this may be more difficult to achieve within rigid allocated time
frames at the older settings, teachers could certainly plan uninterrupted time periods
during children’s daily activities, without interference or distraction. Time periods such
as roll-call could also be more aptly employed to engage with the inner lives of children
where simple discussion about the spiritual sensing categories could be utilised.

Facilitating Spirituality through an Open Approach
Spirituality requires an inviting atmosphere in which intuition and deep spiritual
questioning are recognised, respected, and allowed to flourish. Children were
forthcoming with their queries when they were of the understanding they would be
respected and responded to and the amenable approach of children’s significant others
was fundamental to providing such conditions. Children responded particularly well
when adults presented their opinions and asked further questions of children. When
adults were not perceived to be approachable, children refrained from asking their
queries and sought answers elsewhere.

Awareness of Spiritual Dialogue
The literature (Adams, Hyde & Woolley, 2008; Coles, 1999; Fowler, 1995; Hyde, 2008)
tends to overemphasise the importance of children’s use of religious language or ‘god
speak’ when listening for children’s spiritual expressions. In terms of the spiritual
sensing categories employed in this inquiry it seems that this focus does not deserve
as much attention as it is receiving and only reduces the likelihood of successfully
integrating spirituality into secular settings. Rather, as demonstrated in the research
and supported by Hay and Nye (2006), children may present an ‘implicit spiritual
discourse’ whilst expressing their spirituality. That is, the language employed by
children, may be devoid of language traditionally associated with religion, yet express
profound and philosophical reflections. Particularly in secular settings, where religious
references are less prevalent, it is imperative that adults become familiar with the
language which children employ to express their spiritual ideas and concerns.
Alternatively, children’s spiritual expressions may not be supported by language and so
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it is important for adults to be aware of the ways in which children employ nonverbal
expression such as body language, facial expressions, stillness and silence.

Attending to Informal Moments
Spirituality is holistic and multidimensional. As such it occurs spontaneously and does
not fit the constructs of planned lessons or occasions. The classrooms that allowed for
informal moments in this inquiry encouraged children’s spontaneous engagements with
the spiritual sensing categories. Amid a slow and calm pace children recognise that it is
acceptable to experience informal moments and attend to them accordingly. Children
would also benefit from the significant others in their lives demonstrating their own
attention to informal moments and sharing these in a manner that reveals to children
that they are not the only individuals to enjoy such experiences.

Encouraging Self-Reflection
Adequate time and space enabled children to reflect upon their emotions and concerns
in a variety of situations. In addition to discussing general ideas and questions, the use
of narrative and art orientated children to issues of self-reflection.

Demonstrating and Sharing one’s own Behaviours and Attitudes
Children consciously and unconsciously referred to the significant others in their lives
as role-models affecting their behaviour, beliefs and future aspirations. Therefore
adults need to be aware of their potential impact. In particular it would be beneficial to
share spiritual perspectives with children and discuss beliefs in an open and nonjudgemental manner.

Supplying the Resources and Experiences
Although spirituality is primarily spontaneous and occurs during children’s everyday
experiences, various resources encouraged a more highly integrated understanding of
self and being in relation with other and the world. Access to natural environments and
sensorial experiences through resources such as gardens and the creative arts are
among such recommendations. Artifacts and displays also enticed children’s spiritual
queries and could be exhibited at the home and school. Tools for intertextuality and
self-expression such as narrative and journals were also effective in engaging
children’s spirituality.

Creation of Space and Environment
The aesthetics of children’s environments influenced how children interacted with
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others and engaged with their experiences, creating a relational atmosphere. Children
required open spaces in their physical environments to provide clarity and opportunity
for awe and wonder. Access to natural environments at times created meditative or
inner peacefulness. The presence of pets in children’s lives seemed to encourage care
and consideration for the vulnerability of animals, in addition to existential concerns. It
may also be beneficial to engage dialogue with children concerning how such spaces
influence children’s emotions.

Within the classroom, group seating arrangements allowed children’s discussions
concerning existential concerns to occur. Children seemed to respect and appreciate
their school environments when they were personalised with children’s displayed works
and were aesthetically pleasing. Ambience could be created by attending to minor
details such as natural sunlight and aesthetically appealing walls.

Ironically, at the high school where children discussed their enjoyment and appreciation
for physical environments on a deeper level, little attention was given to the school’s
physical surroundings. To accommodate for this teachers and children could allocate a
small amount of time, perhaps one period per term, decorating rooms and mending
objects subject to graffiti and other damage. Barren playgrounds could be enhanced
with trees supplied free from local councils or enhanced with garden beds.

The School
Generating spirituality into the curriculum does not intend to lumber the already
crowded workloads of today’s teachers. On the contrary, it seeks to enrich teachers'
pedagogies with an informed understanding of meaning and identity as constructs
which can be employed to engage with the natural spiritual-dimensions that exist in all
learning areas, connecting key subject content and creating more meaningful and
personal understanding. It is anticipated that viewing spirituality as an allencompassing entry-point to learning will empower teachers to address spiritual
experiences as a normal part of the classroom. Several recommendations were
specific to learning in the school setting and will be discussed here.

Building Relationships to develop Awareness of the Context in which Children are
Located
As demonstrated by the data, teachers who were aware of the backgrounds and
current events in children’s lives established close relationships and familiarity with
them which allowed for spirituality to be more readily expressed and a higher
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occurrence of spiritual episodes. Attention to individual class members also created
class identity and impacted upon peer relationships and consideration for each other.
Teachers also created closer relationships with children through sharing their own
personal experiences during whole class discussions. Using praise, optimistic
expectations and employing a positive outlook also impacted upon teacher-student
relationships.

At the high school where there was less opportunity for teachers to interact with
children, informal learning periods such as morning roll-call could be utilised for
children to express concerns and share ideas in a similar way to how news sessions
were employed at the younger settings.

Spirituality as an Entry Point
In this inquiry several factors promoted meaningful and transformative learning which
stimulated children’s intrinsic motivation to learn. The process of these factors engaged
a child’s spirituality, creating connection between the learner and their subject material,
which ultimately reorientated the learner to how they relate to the world. Factors that
encourage spirituality as an entry point include:
•

Connection at the point of personal experience through discussion of children’s
experiences and ideas as they relate to learning material.

•

Experiences that stimulate emotions; and, connect with, or challenge, inner
belief systems.

•

Experiences related to personal identity and values.

•

Accommodating student-directed learning as it occurs and allowing learning to
go ‘off-track’ as guided by the students.

•

Attending to students’ lives through experiences such as news; sharing circles;
journaling; art; and, literature.

•

Valuing and accommodating for informal moments as they occur.

•

Providing opportunity for silence and solitude; joy; creativity; and intertextuality
through literature and art.

Spirituality as a Subject
In addition to facilitating spirituality as an entry point to learning, spirituality was
explicitly taught during curriculum experiences. To avert teachers from using such
opportunities as a means of inculcating children with a particular set of values rather
than allowing them to consider multiple viewpoints, deliberate efforts should be made
to provide children with stories and viewpoints from multiple sides of any issue. The
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general recommendations for exploring spirituality as a subject include:
•

Addressing purpose and meaning within children’s lives.

•

Learning the means to experience a positive outlook.

•

Values education.

•

Learning about states of being.

•

Encouraging Leadership.

•

Addressing faith.

•

Reflecting on the tools which children may employ to make sense of spiritual
experiences.

•

Personal development

•

Existential concerns through history, creative arts and science.

•

Self-expression through the humanities.

It would also be beneficial for educational settings to not only focus upon academic
intelligence but also emotional and spiritual intelligences. Skills used in cultivating
spiritual intelligence could be developed and taught to develop spiritually intelligent
people who understand life’s activities as meaningful, purposeful, and valuable.
Assessment strategies such as self-evaluation and peer-evaluation as discussed by
Glasser (1990) and Noddings (1992) may be a beneficial starting point to assess these
areas.

Recommendations for Future Work and Research
Although currently insufficient, children’s spirituality has gained increasing attention
through empirical inquiry and public education policy documents over the last decade.
It is my belief that this will continue to proliferate as spirituality is recognised in terms of
a values and meanings framework extending upon the religious and secular divide. The
relevance of spirituality to mainstream areas including youth, education, business
development and psychological health will continue to also create further interest in
children’s spiritualty.

Development within Current Policy Documents
This thesis has highlighted several policy documents that address the spiritual wellbeing of children in Australian public schools. However, whilst these policies have
gained substantial financial support over the last decade they remain inefficient without
conceptual and practical explication. This inadequacy is mainly due to a lack of
strategies and information to assist teachers in developing the spiritual components
within the policy documents. Additional information is required which bridges the gap
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between theory and practice and frameworks such as the one employed in this inquiry
may meet this need.

The absence of a definitional agreement concerning spirituality has also prevented the
emergence of an all inclusive theory of children’s spiritual development in public
schools. Hart (2003) refers to spiritual education with different terms such as
‘contemplative education’. Whether or not re-conceptualisation will relieve the problems
inherent to the terminology of ‘spirituality’ in policy documents is the work of future
research. Whatever the outcome, definitions need to be supported with research
findings and program development is required.

Teacher Training Courses
Steinbeck (1955, cited in Purdie & Smith, 1999, p. 3) ponders the ‘deathless power
[that] lies in the hands’ of great teachers. Other authors (Miller, 2007; Palmer, 1998)
also refer to the influence that a teacher can make upon a children’s inspiration for life
and learning. As children’s spiritual development gains greater attention in secular
settings through the works of distinguished educationalists and policy documents it
would be beneficial to incorporate learning about children’s spiritual development within
teacher training courses. In light of the findings which indicated the importance of the
individual teacher to the role of spirituality in the classroom, attention to teacher
development is fundamental. As Zona’s mother stated, ‘you can’t rely on having the
Miss Nashes of the world’. Teaching is a social profession which impacts upon the lives
of children perhaps no more so than any other influence will apart from a child’s parent
and so awareness to spirituality within tertiary teacher education courses should be
compulsory.

Future Research
It was apparent towards the end of data collection that no inquiry is ever finished, for
research generates new perspectives and questions and potentially goes on
indefinitely. Particularly in an area of relatively recent empirical exploration, further
research is required before conclusions can be drawn about spirituality and children.
Several possible research directions surfaced as a result of this thesis. First, the
theoretical perspectives that have informed the framework of this inquiry are each the
focus of continuing research. Gardner (1999) and Hay and Nye (2006) developed
categories to better understand the spiritual domain and the successful application to
the research described in this thesis hints at the promise it holds for further inquiry.
One aspect of future research that could provide additional dimensions to the
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framework is its use with other groups of children from a variety of ages, cultures and
settings. It would be interesting to apply the framework to populations of children from
different socio-economic and cultural backgrounds, particularly those who demonstrate
a variety of faith perspectives. It would also be interesting to investigate whether
location impinges upon children’s spirituality; whether a sense of being marginal to the
predominant group impinges upon a child’s spirituality; and, if children with various
mental and physical handicaps or giftedness experience spirituality differently. Other
avenues that could be explored include its application with children in other educational
settings such as faith-based and independent schools, which offer diverse school
experiences and philosophies.

Although this inquiry intended to determine the existence of a discernible
developmental trajectory for children’s spirituality, this was not borne out by the data.
Therefore, future inquiries could also aim at exploring how, if, and when children are
capable of different levels of spiritual experience.

It would also be beneficial to explore the practical integration of spirituality in
educational settings according to policy documents and the benefits of doing so.
Schools are currently adhering to traditional curricula that fail to recognise the holistic
nature of learning and so it would seem a current lack of research and information is
impeding educational settings from addressing spirituality in the curriculum. Current
theory, strategies, and resources could be implemented in future research. As
mentioned, the catalysts for spiritual development indicated in the framework of this
project could be employed as a platform to begin such inquiry.

As highlighted by Ratcliff and Nye (2006), research into children’s spirituality may also
have implications of ‘solving significant problems’ related to street children, children’s
health, poverty, warfare and victims of abuse. As these problems are beyond cognitive
issues, looking inward for understanding through the spiritual realm may provide clues
to understanding and solving such issues.

Conclusion
People talk a great deal about the importance of adults teaching children but not
enough about the ways that children teach adults. Through this inquiry I was able to
see the world through children’s eyes and encounter their experiences at their pace
with wonder and a hint of magnificence for daily experience. In this manner, the
experiences of the children discussed in this thesis have inevitably influenced my
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personal spiritual outlook and understanding.

It is clear that very young children are richly aware of, and have an implicit
understanding of their relationship to their spiritual selves long before they can
recognise it. Like adults, children are intimately bound with matters of meaning,
purpose, and connection, with urges for creative expression and transcendence.
Through spirituality, children are able to synthesise their ideas and actions to form a
developing view of self and the world which also becomes life meaning.

To experience a spiritual life is the right of every child. However, the research indicated
that children’s spirituality requires expression from the internal to external
manifestations and the catalysts that surfaced during this inquiry aim to develop this,
encouraging children to explore their questions concerning the world and their
relational understandings. In developing a framework to recognise and encourage
spirituality within the various contexts of children’s lives it is anticipated that more
children will be better able to fully experience their spiritual selves.

Though this inquiry has emerged in a context. It is, in essence, a response to the
complexity of education in a changing society and arises from a deep concern for
spirituality as a way of making sense of one’s life experience. While welcoming
spirituality into the classroom is not a cure-all for all ills in education it may be a crucial
step for beginning to address some of the problems. Glazer (1999) suggests,
‘spirituality in education is about transformation’ (p. 248) and it is hoped that this thesis
will contribute to this process.

277

REFERENCES
Adam, K., Hyde, B. & Woolley, J. (2008). The Spiritual Dimension of Childhood.
London: Jessica Kingsley Publishers.
Aivanhov, O. (1957/1990). Education Begins Before Birth. France, Frejus Cedux:
Prosveta.
Alexander, H. & Carr, D. (2006). Spiritual development: intersections and divergence
with religious development. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P.
Benson (Eds.), The Handbook of Spiritual Development in Childhood and
Adolescence. London: Sage Publications, Inc, pp73-91.
Allport, G. (1970). The Individual and his Religion. New York: The Macmillan Company.
Apple, M. (1990). Ideology and Curriculum. New York: Routledge.
Aronowitz, S. & Giroux, H. (1991). Postmodern Education: Politics, Culture, and Social
Criticism. Minneapolis: University of Minnesota Press.
Atkin, J. (2001). Learning by Design. Parramatta NSW.: Bumgum.
Australian Bureau of Statistics. (1967). Australian Social Trends. Catalogue Number.
4102.0. ACT: Australian Bureau of Statistics.
Australian Bureau of Statistics. (1977). Australian Social Trends. Catalogue Number.
4102.0. ACT: Australian Bureau of Statistics.
Australian Bureau of Statistics. (1987). Australian Social Trends. Catalogue Number.
4102.0. ACT: Australian Bureau of Statistics.
Australian Bureau of Statistics. (1997). Australian Social Trends. Catalogue Number.
4102.0. ACT: Australian Bureau of Statistics.
Australian Bureau of Statistics. (2004). Australian Social Trends. Catalogue Number.
4102.0. ACT: Australian Bureau of Statistics.
Australian Bureau of Statistics. (2006). Australian Social Trends. Catalogue Number.
4102.0. ACT: Australian Bureau of Statistics.
Australian Bureau of Statistics. (2007). Australian Social Trends. Catalogue Number.
4102.0. ACT: Australian Bureau of Statistics.
Australian Institute of Health and Welfare. (2007). Young Australians: their Health and
Wellbeing 2007. Canberra ACT: Australian Institute of Health and Welfare.
Bassey, M. (2003). Case Study Research in Educational Settings. Berkshire, England:
Open University Press.
Beck, C. (1986). Education for spirituality. Interchange, 17, 2, pp148-158.
Bellous, J., de Roos, S. & Summey, W. (2004). The child's concept of god. In D. Ratcliff
(Eds.), Children's Spirituality: Christian Perspectives, Research and Applications.
London: Cascade Books, pp201-218.

278

Benson, P. (2006). The science of child and adolescent spiritual development:
definitional, theoretical, and field-building challenges. In E Roehlkepartain, P Ebstyne
King, L. Wagener, P. Benson (Eds.), The Handbook of Spiritual Development in
Childhood and Adolescence. London: Sage Publications, Inc, pp39-52.
Bento, R. (2000). The little inn at the crossroads: a spiritual approach to the design of a
leadership course. Journal of Management Education, 24 (5), pp650-661.
Berger, P. (1973). The Social Reality of Religion. Harmondsworth: Penguin.
Bhindi, N. & Duignan, P. (1997). Leadership for a new century: authenticity,
intentionality, spirituality and sensibility. Educational Management & Adminstrations,
25, 2, pp117-132.
Blake, N. (1996) Against spiritual education, Oxford Review of Education, 22, 4, pp443456.
Bleich, D. (1978). Subjective Criticisms. London: The John Hopkins University Press.
Bloom, W. (2002). The Endorphin Effect. London: Judy Piatkus.
Board of Studies NSW. (1998). K-6 English Syllabus. Sydney: Board of Studies NSW.
Board of Studies NSW. (2003). Curriculum Framework K-12. Sydney: Board of Studies
NSW.
Board of Studies NSW. (2003). Drama 7-10 Syllabus. Sydney: Board of Studies NSW.
Board of Studies NSW. (2003). English 7-10 Syllabus. Sydney: Board of Studies NSW.
Board of Studies NSW. (2003). Music 7-10 Syllabus. Sydney: Board of Studies NSW.
Board of Studies NSW. (2003). Personal Development, Health and Physical Education
7-10 Syllabus. Sydney: Board of Studies NSW.
Board of Studies NSW. (2003). Visual Arts 7-10 Syllabus. Sydney: Board of Studies
NSW.
Board of Studies NSW. (2006). Creative Arts K-6 Syllabus. Sydney: Board of Studies
NSW.
Board of Studies NSW. (2006). Human Society and Its Environment K-6. Sydney:
Board of Studies NSW.
Board of Studies NSW. (2006). Personal Development, Health and Physical Education
K-6 Syllabus. Sydney: Board of Studies NSW.
Boston, B. (1999). If the water is nasty, fix it. Educational Leadership, 56, 4, pp66-69.
fzis, R. (1998). Transforming Qualitative Information. London: SAGE.
Boyatzis, C. (2004). The co-construction of spiritual meaning in parent-child
communication. In D. Ratcliff (Eds.), Children's Spirituality: Christian Perspectives,
Research and Applications. London: Cascade Books, pp182-200.

279

Boyatzis, C. (2005). Children’s religious and spiritual development. In R. Paloutzian &
C. Park (Eds.), Handbook of the Psychology of Religion and Spirituality. New York: The
Guilford Press, pp.123-143.
Boyatzis, C. & Newman, B. (2004). How shall we study children's spirituality? In D.
Ratcliff (Eds.), Children's Spirituality: Christian Perspectives, Research and
Applications. London: Cascade Books, pp166-181.
Brendtro, L., & Brokenleg, M. (2001). The circle of courage: children as sacred beings.
In L. Lantieri (Eds.), Schools with Spirit. Boston: Beacon, pp39–52.
Brendto, L., Brokenleg, M. & Van Bockern, S. (1990). Reclaiming Youth at Risk: Our
Hope for the Future. Indiana: National Educational Services.
Bronfenbrenner, U. (1979). The Ecology of Human Development: Experiments by
Nature and Design. Cambridge: Mass.
Bruce, M. & Cockreham, D. (2004). Enhancing the spiritual development of adolescent
girls. Professional School Counselling, 7, 5, pp334-342.
Buber, M. (1961). Between Man and Man, trans. R. Gregor Smith. London: Collins.
Cambourne, B.L. (1988). The Whole Story: Natural Learning and the Acquisition of
Literacy. Sydney: Ashton Scholastic.
Campbell, J. (1988). Joseph Campbell and the Power of Myth. [video recording]. New
York: Mystic Fire Video in association with Parabola Magazine.
Campbell, J. (1991). Primitive Mythology: The Masks of God. New York: Arkana.
Campbell, J. (1993). The Hero With a Thousand Faces. London: Fontana Press.
Canfield, J. & Wells, H. (1976). 100 Ways to Enhance Self-concept in the Classroom: a
Handbook for Teachers and Parents. Englewood Cliffs, NJ: Prentice-Hall.
Carlsson - Paige, N. (2001). Nurturing meaningful connections with young children.
Reclaiming Children and Youth, 10, 1, pp17-23.
Carr, D. (1995) Towards a distinctive conception of spiritual education. Oxford Review
of Education, 21, 1, pp83–98.
Carroll, L. & Tober, J. (1988). The Indigo Children. Carlsbad, CA: Hay House.
Catterton Allen, H. (2004). Nurturing children's spirituality in intergenerational christian
settings. In D. Ratcliff (Eds.), Children's Spirituality: Christian Perspectives, Research
and Applications. London: Cascade Books, pp266-283.
Champagne, E. (2001). Listening to… listening for…: a theological reflection on
spirituality in early childhood. In J. Erricker., C. Ota. & C. Erricker (Eds.), Spiritual
Education: Cultural, Religious and Social Differences – New Perspectives for the 21st
Century. Brighton, UK: Sussex Academic, pp76-87.
Champagne, E. (2003). Being a child, a spiritual child. International Journal of
Children’s Spirituality, 8, 1, pp43-53.

280

Chilton Pearce, J. (1979). Magical Child: Rediscovering Nature's Plan for our Children.
London: Paladin.
Clarke, C. D. (1995). Flights of Fancy, Leaps of Faith: Children’s Myths in
Contemporary America. Chicago: The University of Chicago Press.
Clarke, J. (2003). Change your mind, change the world, paper presented at the
Catholic Education Office, Diocese of Parramatta Focus on Learning Conference,
Sydney, Australia.
Colallilo Kates, I. (2002). Awakening Creativity and Spiritual Intelligence: the Soul Work
of Holistic Educators. Ontario: Department of Curriculum, Teaching and Learning,
University of Toronto.
Coles, R. (1990).The Spiritual Life of Children. Boston: Houghton Mifflin Company.
Covey, S. (2004). The 7 Habits of Highly Effective People: Restoring the Character
Ethic. New York: Free Press.
Cram, R. (2003) Bullying: A Spiritual Crisis. St Louis: Chalice Press.
Creswell, J. (2002). Educational Research. Planning, Conducting and Evaluating
Qualitative and Quantitative Research. New Jersey: Pearson Education.
Crawford, M. & Rossiter, G. (2006). Reasons for Living: Education and Young People’s
Search for Meaning, Identity and Spirituality: a Handbook. Camberwell Vic: ACER
Press.
Crossman, J. (2003). Secular spiritual development in education from
international and global perspectives. Oxford Review of Education, 29, 4, pp503–520.
Crotty, M. (1998). The Foundations of Social Science Research: Meaning and Purpose
in the Research Process. Crows Nest, NSW: Allen & Unwin.
Crozier, K & Conde-frazier, E. (2004). A narrative of children's spirituality: African
American and Latino theological perspectives. In D. Ratcliff (Ed.), Children's
Spirituality: Christian Perspectives, Research and Applications. London: Cascade
Books, pp284-308.
Csikszentmihalyi, M. (1997). Finding Flow. New York: Basic Books.
Csikszentmihalyi, M. (2002). Flow: The Classic Work on How to Achieve Happiness.
New York: Random House.
Curtis, D. & Carter, M. (1996). Reflecting Children's Lives: a Handbook for Planning
Child-centered Curriculum. Beltsville, MD: Redleaf Press.
Damasio, A. (2002). How the brain creates the mind. Scientific American, 12, 1, pp4-9.
Davis, T., Kerr, B. & Robinson Kurpius, S. (2003). Meaning, purpose, and religiosity in
at-risk youth: the relationship between anxiety and spirituality. Journal of Psychology
and Theology, 31, 4, pp356-365.
D’Aquili, E. & Newberg, A. (1988). The neuroppsychological basis of religion. Or why
God won’t go away. Zygon, 28, pp177-280.
281

De Bono, E. (1992). Six Thinking Hats for Schools. Cheltenham Vic. Hawker Brownlow
Publications.
Delaney, M. (2002). The Emergent Construct of Spiritual Intelligence: The Synergy of
Science and Spirit. Arizona: Arizona State University.
Dent, M. (2003). School Mastery. [compact Disk]. Murwillumbah: Maggie Dent Pty Ltd.
Dent, M. (2006). Nurturing Kids’ Heart and Souls. Dunsborough, WA: Pennington
Publishers.
de Saint-Exupery, A. (1943/2000). The Little Prince. VIC: Penguin Books.
de Souza, M. (2001). Addressing the spiritual dimension in education: teaching
affectively to promote cognition. Journal of Religious Education, 49, 3, pp31-41.
de Souza, M. (2004a). Teaching for empathy, compassion, meaning and
connectedness to create communities of greater social harmony and cohesion:
Rediscovering the spiritual dimension in education. In AARE 2004 International
Conference: Positioning Education Research [CD ROM]. Melbourne, Australia, 29
November – 2 December 2004.
de Souza, M. (2004b). Teaching for effective learning in religious education: a
discussion of the perceiving, thinking, feeling and intuiting elements in the learning
process. Journal of Religious Education, 52, 3, pp22-30.
de Souza, M. (2005). Engaging the mind, heart and soul of the student in religious
education: Teaching for meaning and connection. Journal of Religious Education, 53,
4, pp40-47.
de Souza, M. (2008). The Divine Spark. Encounter, (ABC Radio National). 2 March
2008. Avaliable online at: http://www.abc.net.au/rn/encounter/stories/2008/2172938.
htm. (accessed 2 March, 2008).
Department of Education, Science & Training. (2005). The National Framework for
Values Education in Australian schools. Canberra, ACT: Department of Education,
Science & Training.
Department of Education, Science & Training. (2007). National School Chaplaincy
Program. Canberra, ACT: Department of Education, Science & Training.
Dewey, J. (1938/1963). Experience and Education. New York: Collier Books.
Donaldson, M. (1993). Human Minds: An Exploration. VIC: Penguin Books.
Dossey, L. (1993). Healing Words: The Power of Prayer and the Practice of
Medicine. San Francisco: HarperCollins.
Doty, W. (2000). Mythology: the Study of Myths and Rituals. Alabama: University of
Alabama Press.
Drovdahl, R. (1991). Touching the spirit:
Magazine (May), pp24-27.

282

the spiritual benefits of camp. Camping

Duffy, V. (2002). The Images of God of Middle Secondary School Adolescents. PhD
thesis, School of Religious Education, Faculty of Education, Australian Catholic
University.
Eckersley R. (2007). The health and wellbeing of young Australians: present patterns
and future challenges. International Journal of Adolescent Medicine and Health, 19, 3,
pp217-227.
Edwards, A. (2000). Response to the spiritual intelligence debate: Are some
conceptual distinctions needed here? International Journal for the Psychology of
Religion, 13, 1, pp49-52.
Egan, K. (1979). Educational Development. New York: Oxford University Press.
Egan, K. (2001). Spirituality, education, and the moral Life. In AERA Conference.
Seattle, 10-14 April 2001, accessed 15/6/06, http://www.educ.sfu.can/kegan/AERA
Spirituality.html.
Elkind, D. (1961). The child’s conception of his religious denomination: I. The Jewish
child. Journal of Genetic Psychology, 99, pp209–225.
Elkind, D. (1963). The child’s conception of his religious denomination: III. The
protestant child. Journal of Genetic Psychology, 103, pp291–304.
Elkind, D. (1970). The origins of religion in the child. Review of Religious Research, 12,
pp35–42.
Emmons, R. (1999). The Psychology of Ultimate Concerns: Motivations and Spirituality
in Personality. New York, NY: Guilford.
Emmons, R. (2000). Is spirituality an intelligence? motivation, cognition, and the
psychology of ultimate concern. International Journal for the Psychology of Religion,
10, 1, pp3–26.
Engebretson, K. (2002). Expressions of religiosity and spirituality among Australian
fourteen year olds. International Journal of Children's Spirituality, 7, 1, pp57-72.
Engebretson, K. (2004). Teenage boys, spirituality, and religion. International Journal
of Children’s Spirituality, 9, 3, pp263-279.
Erikson, E. (1964). Insight and Responsibility. New York: Norton.
Erikson, E. (1968). Identity, Youth and Crisis. New York: Norton.
Erricker, C., Erricker, J., Sullivan, D., Ota, C. & Fletcher, M. (1997). The Education of
the Whole Child. London: Cassell.
Estep, J. & Breckenridge, L. (2004). The ecology and social dynamics of childhood
spirituality. In D. Ratcliff (Ed.), Children's Spirituality: Christian Perspectives, Research
and Applications. London: Cascade Books, pp324-342.
Evans, E. M. (2000). Beyond scope: why creationism is here to stay. In K. S.
Rosengren., C. N. Johnson. & P. L. Harri (Eds.), Imagining the Impossible: Magical,
Scientific, and Religious Thinking. Cambridge: Cambridge University Press, pp305333.
283

Fisher, J. (1995). Spiritual Health in the curriculum: at the heart of educating young
aolescents. In Biennial Conference of the Australian Curriculum Studies Association.
Melbourne, Australia, 11-14 July 1995.
Fisher, J. W. (1998). Spiritual Health: its Nature, and Place in the School Curriculum.
PhD thesis, University of Melbourne.
Fisher, J. (2001). The nature of spiritual well-being and the curriculum: some educators'
Views. Journal of Christian Education, 44, 1, pp47-58.
Fisher, J. (2007). It’s time to wake up and stem the decline in spiritual well-being in
Victorian schools. International Journal of Children’s Spirituality, 12, 2, pp165–177.
Flanagan, K. & Jupp, P. (Eds.). (2007). A Sociology of Spirituality. Hampshire: Ashgate
Publishing Limited.
Flyvbjerg, B. (2001). Making Social Science Matter. Cambridge: Cambridge University
Press.
Fontana, D. (1999). Inner transformation and outer behavior. Transpersonal
Psychology Review, 3, 1, pp5-13.
Foston, N. (2004). Teaching spirituality: give your child a lesson they can follow all
year. Ebony, 60, 2, pp64-69.
Fowler, J, (1995). Stages of Faith: The Psychology of Human Development and the
Quest for Meaning. New York: HarperCollins Publishers.
Frankl, V. E. (1963). Man's Search for Meaning. New York: Washington Square Press.
Frankl, V. E. (2000). Man's Search for Ultimate Meaning. U.S.A: Perseus Publishing.
Fraser, D. (2007). State education, spirituality, and culture: teacher’ personal stories of
negotiating the nexus. International Journal of Children’s Spirituality, 12, 3, pp289-305.
Fraser, D. & Grootenboer, P. (2004). Nurturing spirituality in secular education.
International Journal of Children’s Spirituality, 9, 3, pp307-320.
Froebel, F. (1887). Education of man, trans. W.N. Hailmann. New York, NY: Appleton
and Company.
Frye, N. (1982). The Great Code: the Bible and Literature. Melbourne: Routledge &
Kegan Paul.
Gadamer, H. (1989). Truth and Method, trans. J. Weisheimer & D. Marshall. London:
Sheed and Ward.
Gardner, H. (1980). Artful Scribbles: The Significance of Children’s Drawings. New
York: Basic Books.
Gardner, H. (1983). Frames of Mind. London: HarperCollins.
Gardner, H. (1993). Frames of Mind. London: HarperCollins.

284

Gardner, H. (1995). Reflections on multiple Intelligences: myths and messages. Phi
Delta Kappan, 77, 3, pp200–209.
Gardner, H. (1999). Intelligence Reframed. U.S.A: Basic Books.
Gendlin, E. (1978). Focusing. New York: Everest House Publishers.
Gillham, B. (2000). Case study research methods. London: Continuum.
Ginott, H. (1972). Teacher and Child: a Book for Parents and Teachers. New York:
Macmillan.
Glasser, W. (1990). The Quality School. New York: Harper & Row.
Glazer, S. (Ed.). (1999). The Heart Of Learning: Spirituality in Education. New York:
Penguin /Putnam.
Goldman, R.G. (1964). Religious Thinking from Childhood to Adolescence. London:
Routledge & Kegan Paul.
Goleman, D. (1995). Emotional Intelligence. New York: Bantam Books.
Gopnik, A. & Meltzoff, A. (1997). Words, Thoughts, and Theories. Cambridge, Mass
Bradford: MIT Press.
Gore, J. M. (2001). Beyond our differences: a reassembling of what matters in teacher
education. Journal of Teacher Education, 52, 2, pp124-135.
Gould, Roger (1979). Transformations: Growth and Change in Adult Life. New York:
Simon and Schuster.
Granqvist, P. & Dickie, J. (2006). Attachment and spiritual development in childhood
and adolescence. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson
(Eds.), The Handbook of Spiritual Development in Childhood and Adolescence.
London: Sage Publications, Inc, pp197-210.
Groome, T. (1998). Educating for Life: A Spiritual Vision for every Teacher and Parent.
New York, NY: Crossroads.
Guba, E.G. & Lincoln, Y.S. (1981). Effective Evaluation. San Francisco: Jossey-Bass.
Guba, E.G. & Lincoln, Y.S. (1989). Fourth Generation Evaluation. California: Sage
Publications.
Haight, W. (2004). A sociocultural perspective on children's spiritual development. In D.
Ratcliff (Ed.), Children's Spirituality: Christian Perspectives, Research and Applications.
London: Cascade Books, pp108-119.
Halford, J. M. (1999). Longing for the sacred in schools: a conversation with Nel
Noddings. Educational Leadership, 56, 4, pp29-32.
Hamilton, A. (2003). The Development of Spiritual Leadership Among Young Adults
[online]. Australasian Catholic Record, 80, 1, pp 24-38. Availability: http://search.
informit.com.au/documentSummary;dn=796396917484364;res=IELHSS. [cited 15 Aug
08].
285

Hardy, A. (1979). The Spiritual Nature of Man. Clarendon Press: Oxford.
Hardy, B. (1994). Narrative as a Primary Act of Mind. In M. Meek., A. Warlow. & G.
Barton. The Cool Web: The Pattern of Children’s Reading. London: The Bodley Head,
pp12–23.
Hargreaves, A. (2003). Teaching in the Knowledge Society. Berkshire: Open University
Press.
Harris, P.L. (2000). On not falling down to earth: children’s metaphysical questions. In
K.S. Rosengren., C.N. Johnson. & P.L. Harris (Eds.), Imagining the Impossible:
Magical, Scientific and Religious Thinking in Children. Cambridge, UK: Cambridge
University Press, pp157–178.
Harris, P. L. (2003). Les dieux, les ancetres et les enfants [Gods, anscestors and
children]. Terrain, 40, pp81–98.
Harris, M. & Moran, G. (1998). Reshaping Religious Education: Conversations on
Contemporary Practice. Louisville, KY: Westminster John Knox Press.
Harris, R. & Thompson, S. (1997). The Hero’s Journey: A Guide to Literature and Life.
California: Ariane Publications.
Hart, T. (2003). The Secret World of the Child. Hawaii: Inner Ocean Publishing.
Hart, T. & Ailoae (2007). Spiritual touchstones: childhood spiritual experience in the
development of influential historic and contemporary figures. Imagination, Cognition
and Personality, 26, 4, pp345-359.
Hay, D. & R. Nye (2006). The Spirit of the Child. London: HarperCollins.
Hay, D., Reich, K. & Utsch, M. (2006). Spiritual development: intersections and
divergence with religious development. In E. Roehlkepartain, P. Ebstyne King, L.
Wagener, P. Benson (Eds.), The Handbook of Spiritual Development in Childhood and
Adolescence. London: Sage Publications, Inc, pp46–59.
Hayes, D., Lingard, B. & Mills, M. (2000). Productive pedagogies. Education Links, 60,
pp10-13.
Heffern, R. (2004). Challenged to find the best that is in them. National Catholic
Reporter, 41, 5, pp6a.
Heller, D. (1986). The Children’s God. Chicago: The University of Chicago Press.
Helminiak, D. (1987). Spiritual development: an interdisciplinary study. Chicago: Loyola
University Press.
His Holiness the 14th Dalai Lama. (1995). The Power of Compassion. California:
Thorsons.
Hodder, J. (2007). Young people and spirituality: the need for a spiritual foundation for
Australian schools. International Journal of Children’s Spirituality, 12, 2, pp179-190.
Holliday, A. (2002). Doing and Writing Qualitative Research. California: SAGE.

286

Holt, J. (1972). What Do I Do Monday? New York: Dell Publishing.
Hornberger, S., Furtick Jones, R. & Miller, R. (2006). Bridging to public policy and civil
society. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson (Eds.), The
Handbook of Spiritual Development in Childhood and Adolescence. London: Sage
Publications, Inc, pp458-468.
Hughes, P. (2007). Putting Life Together: Findings from Australian Youth Spirituality
Research. Fairfield, VIC: Fairfield Press.
Hughes, P. (2008). The Divine Spark. Encounter, (ABC Radio National). 2 March 2008.
Avaliable online at: http://www.abc.net.au/rn/encounter/stories/2008/2172938.
html. (accessed 2 March, 2008).
Hunt, L. (2004). Spirituality and the making of meaning: being connected and whole in
a world of spiritual denial. Lifelong Learning Conference. Central Queensland
University, 13-16 June.
Huntley, R. (2006). The World According to Y: Inside the New Adult Generation.
Sydney: Allen & Unwin.
Hyde, B. (2003). Spiritual intelligence: a critique. Journal of Religious Education, 51, 1,
pp13-20.
Hyde, B. (2005). Identifying Some Characteristics of Children's Spirituality in Australian
Catholic Public Schools: a Study Within Hermeneutic Phenomenology. PhD thesis,
Education faculty, Australian Catholic University.
Hyde, B. (2008). Children and Spirituality. London: Jessica Kingsley Publishers.
Independent Schools Council of Australia. (2007). ISCA Publications. Available online
at http://www.isca.edu.au (accessed 1 March 2008).
Ingersoll, R. (1994). Spirituality, religion, and counselling:
relationships. Counselling and Values, 38, pp98–112.

dimensions

and

Iser, W. (1993). Prospecting: From Reader Response to Literary Anthropology.
London: John Hopkins University Press.
Jackson, R. & Monteux, A. (2003). Promoting the spiritual wellbeing of children
and young people with special needs. Scottish Journal of Residential Care, 2, 1, pp5254.
James, W. (1902/1922). The Varieties of Religious Experience: A Study in Human
Nature/ Being. The Gifford Lectures on Natural Religion Delivered at Edinburgh In
1901-1902. New York: Longman's, Green and Co.
Jeffers. O. (2005). How to Catch a Star. Great Britain: HarperCollins.
Johnson, C. N. (2000). Putting different things together: the development of
metaphysical thinking. In K.S. Rosengren., C.N. Johnson. & P.L. Harris (Eds.),
Imagining the Impossible: Magical, Scientific and Religious Thinking in Children.
Cambridge: Cambridge University Press, pp179-211.

287

Jones, E. & Nimmo, J. (1994). Emergent Curriculum. Washington, DC: National
Association for the Education of Young Children.
Jung, C. (1955). The Interpretation Of Nature And The Psyche: Synchronicity And
Acausal Connecting Principle. London: Routledge & Kegan Paul.
Jung, C. (1972). Synchronicity — An Acausal Connecting Principle. London: Routledge
and Kegan Paul.
Jung, C. (1977). Jung on Synchronicity and the Paranormal: Key Readings. London:
Routledge.
Keating, R. (2000). Towards a holistic approach to spirituality. Journal of Religious
Education, 48, 4, pp16-21.
Kessler, R. (1999). Nourishing students in secular schools. Educational Leadership, 56,
4, pp49-52.
Kessler, R. (2000). The Soul of Education: Helping Students Find Connection,
Compassion, and Character at School. USA: Association for Supervision and
Curriculum Development.
Kiely, J. (2008). Career 2.0: The Essential Skills & Attitudes Needed For A Successful
and Fulfilling 21st Century Career. Sydney: The Frank Team.
Klenke, K. (2003). The 'S' factor in leadership, education, practice and research.
Journal of Education for Business, 79, 1, pp56-60.
Kohlberg, L. (1981). The Philosophy of Moral Development: Moral Stages and the Idea
of Justice. San Francisco: Harper & Row.
Kornfield, J. (1993). A Path with Heart. New York: Bantam Books.
Krystal, S. (1999). The nurturing potential of service learning. Educational Leadership,
56, 4, pp58-61.
Kwilecki, S. (2000). Spiritual intelligence as a theory of individual religion: a case
application. International Journal for the Psychology of Religion, 10, 1, pp35-46.
Lantieri, L. (Ed.). (2001). Schools with Spirit: Nurturing the Inner Lives of Children and
Teachers. London: Beacon Press.
Larsen, S. (1996). The Mythic Imagination: The Quest for Meaning Through Personal
Mythology. USA: Inner Traditions International Limited.
Law, S. (2007). The War for Children’s Minds. London: Routledge.
LeCapitaine, J. (1999). Schools as developmental clinics: overcoming the shadow's
three faces. Education, 119, 4, pp588-597.
LeCapitaine, J. (2001). Promoting personal and psychological development in children:
of what good is it to graduate the mind but to lose the person? Education, 121, 3,
pp459-469.

288

Lennard, A. (2007). Harry Potter and the Quest for Values: How The Boy Wizard Can
Assist Young People in Making Choices. PhD thesis, School of Education, Australian
Catholic University.
Leonard, G. (1970). Education and Ecstasy. London: John Murray.
Lerner, R., Alberts, A., Anderson, P. & Dowling, E. (2006). Spiritual development:
intersections and divergence with religious development. In E. Roehlkepartain, P.
Ebstyne King, L. Wagener, P. Benson (Eds.), The Handbook of Spiritual Development
in Childhood and Adolescence. London: Sage Publications, Inc, pp60-72.
Levin, M. (2000). Spiritual Intelligence: Awakening the Power of your Spirituality and
Intuition. London: Hodder & Stoughton.
Levinson, D. (1978). The Seasons of a Man’s Life. New York: Knopf
Levinson, D. (1996). The Seasons of a Woman's Life. New York: Ballantine Books.
Lewis, J. (2000). Spiritual education as the cultivation of qualities of the heart and mind.
A reply to Blake and Carr. Oxford Review of Education, 26, 2, pp263–285.
Liddy, S. (2002). Children's spirituality. Journal of Religious Education, 50, 1, pp13-19.
Lincoln, Y.S. & Guba, E.G (1985). Naturalistic Inquiry. Beverly Hills, California: Sage.
Lindsay, R. (2002). Recognising Spirituality: The Interface Between Faith and Social
Work. Crawley, WA: University of Western Australia Press.
Long, D., Elkind, D. & Spilka, B. (1967). The child’s conception of prayer. Journal for
the Scientific Study of Religion, 6, pp101-109.
Lovecky, D. V. (1998). Spiritual sensitivity in gifted children. Roeper Review, 20, pp.
178-183.
Marples, R. (2005). Against faith schools: A philosophical argument for children’s
rights. International Journal of Children’s Spirituality, 10, 2, pp133-147.
Mason, M., Singleton, A. & Webber, R. (2007). The Spirit Of Generation Y: Young
People’s Spirituality In A Changing Australia. Mulgrave VIC: John Garratt Publishing.
Mattis, J., Ahluwalia, M., Cowie, S. & Kirkland-Harris, A. (2006). Ethnicity, culture, and
spiritual development. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson
(Eds.), The Handbook of Spiritual Development in Childhood and Adolescence.
London: SAGE, pp283–296.
Mayer, J. D. (2000). Spiritual intelligence or spiritual consciousness? The International
Journal of Psychology and Religion, 10, 1, pp47-56.
McCreery, E. (1996). Talking to young children about things spiritual. In R. Best. (Ed.),
Education, Spirituality and the Whole Child. London: Cassell, pp196-206.
McGreevy, A. & Copley, S. (1999). Spirituality and education: nurturing connections in
schools and classrooms. Classroom Leadership, 2, 4, pp1-6.

289

McLaren, P. (2003). Life in Schools: An Introduction to Critical Pedagogy in the
Foundations of Education. Boston: A and B.
McMullen, B. (2004). Spiritual intelligence, BMJ Career Focus, 326:S51.
MCEETYA (Ministerial Council on Employment, Education, Training and Youth Affairs).
(1999). Adelaide Declaration on National Goals for Schooling in the Twenty-First
Century. Available online at http://www.mceetya.edu.au/mceetya/nationalgoals/
index/html (accessed November 2007).
Mead, M. (1963). Sex and Temperament in Three Primitive Societies. New York:
William Morrow.
Merriam, S.B. (1991). Case Study Research in Education. San Francisco: Jossey-Bass
Inc.
Mertens, D. M. (1998). Research Methods in Education and Psychology: Integrating
Diversity with Quantitative and Qualitative Approaches. California; Thousand Oaks.
Metz, E. & Youniss, J. (2003). A demonstration that school-based required service
does not deter-by heightens- volunteerism. PS: Political Science and Politics, 36, 20,
pp281–286.
Miller, J. (1976). Humanizing the Classroom: Models of Teaching in Affective
Education. New York: Praeger.
Miller, J. P. (1999). Making connections through holistic learning. Educational
Leadership, 56, 4, pp46-48.
Miller, L. (2007). Spiritual awareness pedagogy: the classroom as spiritual reality.
International Journal of Children’s Spirituality, 12, 1, pp17-35.
Miller, R. (2000). Caring for New Life: Essays on Holistic Education. Volume One of the
Foundations of Holistic Education Series. Brandon, VT: Foundation for Educational
Renewal.
Montessori, M. (1964). The Montessori Method. New York: Schocken Books.
Montessori, M. (1972). Education and Peace. Chicago: Henry Regnery Company.
Montessori, M. (1973). The Absorbent Mind. Madras: Kalakshetra Publications.
Montessori, M. & Montessori, R. (1998). Spiritual outlook of the child. NAMTA Journal
23, 2, pp101-105.
Moritarty, W. (2007). Children’s experience of time, and how this impacts on their
spirituality. 5th National Symposium on Religious Education and Ministry. Brisbane,
Australia, 26-29 June 2007.
Myers, B. (1997). Young Children and Spirituality. New York: Routledge Press.
Myss, C. (1997). Why People Don’t Heal and How they Can. New York: Three Rivers
Press.
Nelson, P. & Hart, T. (2003). A survey of recalled childhood spiritual and non-ordinary
experiences: Age, rate and psychological factors associated with their occurrence.
290

Available at http://66.160.135.235/acrobat/survey_childhood_exp.pdf (accessed 23
June 2008).
Nemme, K. (2003). An Investigation into the Relationships Between Joseph Campbell’s
Hero’s Journey and the Shared Book Experiences of One Stage Three Class. Honours
thesis, Education Faculty, University of Wollongong.
New South Wales Department of Education and Training. (2003). Quality teaching in
NSW public schools: Discussion paper. Sydney: New South Wales Department of
Education and Training.
New South Wales Department of Education & Training. (2004). Values in NSW Public
Schools. NSW: New South Wales Department of Education & Training.
Newberg, A., d’Aquili., & Rause, V. (2001). Why God Won’t Go Away: Brain Science
and the Biology of Belief. New York: Ballantine.
Newberg, A. & Newberg, S. (2006). A neuropsychological perspective on spiritual
development. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson (Eds.),
The Handbook of Spiritual Development in Childhood and Adolescence. London: Sage
Publications, Inc, pp183-196.
Newby, M. (1997). Being present to the room and honest, means that the truth of the
dynamics and material in the classroom is recognised. Journal of Philosophy of
Education, 31, 2, pp283-294.
Noble, K. (2000). Spiritual intelligence: a new frame of mind. Advanced Development
Journal, 9, pp1-29.
Noble, K. (2001). Riding the Windhorse: Spiritual Intelligence and the Growth of the
Self. Cresskill, NJ: Hampton Press.
Noddings, N. (1992). The Challenge To Care In Schools: An Alternative Approach To
Education. New York: Columbia University Teachers College Press.
O’Murchu, D. (1997). Reclaiming Spirituality. Dublin: Gill & Macmillan.
O’Sullivan, E. (1999). Transformative Learning: Educational Vision for the 21st Century.
London: Zed Books.
Palmer, P. (1998). The Courage to Teach. California: Jossey-Bass Inc.
Palmer, P. (1999a) Evoking the spirit of public education, Educational Leadership, 56,
4, pp6–11.
Palmer, P. (1999b). The grace of great things: reclaiming the sacred in knowing,
teaching, and learning. In S. Glazer (Ed.), The Heart of Learning: Spirituality in
Education. New York: Penguin /Putnam, pp15–32.
Palmer, S. (2007). Toxic Childhood: How the Modern World is Damaging our Children
and What We Can Do About It. London: Orion.
Paloutzian, R.E., Kirkpatrick, L. A. (1995). The scope of religious influences on
personal and societal well-being. Journal of Social Issues, 51, 2, pp1-11.
291

Pargament, K. (1999) The psychology of religion and spirituality? Yes and no. The
International Journal for the Psychology of Religion, 9, 1, pp3–16.
Patterson, C. & Fleet, A. (2003). Meaningful Planning: Rethinking Teaching and
Learning Relationships. ACT: Australian Early Childhood Association.
Patton, M. (1987). How to Use Qualitative Methods in Evaluation. London: Sage
Publications.
Patton, M. (2002). Qualitative Research and Evaluation Methods. California: Sage
Publications
Pava, M. L. & Primeaux, P. (2004). Spiritual Intelligence at Work: Meaning, Metaphor,
and Morals. Sydney: Elsevier.
Pearson, C. S. (1991). Awakening the Hero Within: Twelve Archetypes to Help Us Find
Ourselves and Transform Our World. New York: HarperCollins Publishers.
Pendleton, S., Cavalli, K., Pargament, K. &, Nasr, S. (2002). Religious/spiritual coping
in childhood cystic fibrosis: a qualitative study. Paediatrics. 109, 1, pp. e8.
Persinger, M.A. (1997). Neuropsychological Bases of God Beliefs. New York: Praeger.
Pert, C. (2003). Molecules of Emotion: Why You Feel the Way you Feel. New York:
Scribner.
Pert, C. (2006). Everything You Need to Know to Feel Go(o)d. California: Hay House.
Pestalozzi, J. H. (1951). The Education Of Man: Aphorisms. New York: Philosophical
Library.
Piaget, J. (1929/1971). The Child's Conception Of The World. London: Routledge &
Kegan Paul.
Piaget, J. (1968). Six Psychological Studies. New York: Random House.
Piechowski, M. (2000). Childhood experiences and spiritual giftedness. Advanced
Development, 9, pp. 65-90.
Punch, K. (2003). Developing Effective Research Proposals. London: SAGE.
Ranson, D. (2002). Across the Great Divide – Bridging Spirituality and Religion Today.
Homebush, NSW: St. Paul ’s Publications.
Ratcliff, D. (ed). (2004). Children's Spirituality: Christian Perspectives, Research, and
Applications. Eugene: Cascade.
Ratcliff, D. & May, S. (2004). Identifying children's spirituality, Walter Wangerin's
perspectives, and an overview of this book. In D Ratcliff (Ed.), Children's Spirituality:
Christian Perspectives, Research, and Applications. Eugene, Cascade, pp7–21.
Ratcliff, D & Nye, R. (2006). Children’s spirituality: strengthening the research
foundation. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson (Eds.), The

292

Handbook of Spiritual Development in Childhood and Adolescence. London: Sage
Publications, Inc, pp473-483.
Raugust, K. (2004). Inspiration for Infants. Available online at http://www.publishers
weekly.com/article/CA438646.html (accessed 14 August 2008).
Regrenus, M. & Elder, G. (2003). Staying on track in school: religious influences in
high- and low- risk settings. Journal for the Scientific Study of Religion, 42, 4, pp633–
649.
Reimer, K. & Furrow, J. (2001). A qualitative exploration of relational consciousness in
Christian children. International Journal of Children’s Spirituality, 6, 1, pp7–23.
Rizzuto, A.-M. (1979). The Birth of the Living God. Chicago: The University of Chicago
Press.
Robinson. (1979). The Original Vision: a Study of the Religious Experience of
Childhood. Oxford: The Religious Experience Research Unit.
Roehlkepartain, E., Benson, P., Ebstyne King, P. & Wagener, L. (2006). Spiritual
development: in childhood and adolescence: moving to the scientific mainstream. In E.
Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson (Eds.), The Handbook of
Spiritual Development in Childhood and Adolescence. London: Sage Publications, Inc,
pp1-15.
Rogers, J. & Dantley, M. (2001). Invoking the Spiritual in Campus Life and Leadership.
Journal of College Student Development, 42, 6, pp589-604.
Rosenblatt, L. M. (1978). The Reader, the Text, the Poem: The Transactional Theory of
the Literary Work. Carbondale, IL: Southern Illinois University Press.
Rosengren, K. & Hickling, A. (2000). Metamorphosis and magic: the development of
children’s thinking about possible events and plausible mechanisms. In K. S.
Rosengren, C. N. Johnson, P. L. Harris (Eds.), Imagining the Impossible: Magical,
Scientific, and Religious Thinking. Cambridge: Cambridge University Press, pp75-99.
Rousseau, J. (1911). Émile. trans. B. Fowley. London: Dent.
Rowling, L. (2008). The Divine Spark. Encounter, (ABC Radio National). 2 March 2008.
Avaliable online at: http://www.abc.net.au/rn/encounter/stories/2008/2172938.
html. (accessed 2 March, 2008).
Runkel, P. (1990). Research on Human Behavior: a Systematic Guide to Method. New
York: Holt, Rinehart and Winston.
Salovey, P. & Mayer, J.D. (1990). Emotional intelligence. Imagination, Cognition and
Personality, 9, pp185-211.
Scarlett, W. (2006). Towards a developmental analysis of religious and spiritual
development. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson (Eds.),
The Handbook of Spiritual Development in Childhood and Adolescence. London: Sage
Publications, Inc, pp21–33.
Scherer, M. (1999). The understanding pathway: A conversation with Howard Gardner.
Educational Leadership, 57, 3, pp12-16.
293

Schutz, A. (1971). Collected papers. Nijhoff: Hague.
Scott, D. (2004). Retrospective spiritual narratives: exploring recalled childhood and
adolescent spiritual experiences. International Journal of Children’s Spirituality, 9, 1,
pp67-69.
Sendak, M. (1970). Where the Wild Things Are. Harmondsworth: Puffin Books.
Sinetar, M. (2000). Spiritual Intelligence: What we Can Learn from the Awakening
Child. New York: Orbis Books.
Singer, J. (1976). Daydreaming and Fantasy. London: Allen and Unwin.
Sisk, D. (2008). Engaging the spiritual intelligence of gifted students to build global
awareness in the classroom. Roeper Review, 30, 1, pp24-30.
Sisk, D. and E. P. Torrance (2001). Spiritual Intelligence: Developing Higher
Consciousness. New York: Creative Education Foundation Press.
Spilka, B., Hood., R., Hunsberger, B. & Gorsuch, R. (2003). The Psychology of
Religion: an Empirical Approach. New York: The Guilford Press.
Spilka, B. & McIntosh, D. (1997). The Psychology of Religion: Theoretical Approaches.
Boulder, CO: Westview/ Harper.
Splitter, L. (2001). Listen to them think: Reflections on inquiry, philosophy and dialogue.
In M. Robertson & R. Gerber (Eds.), Children’s Ways of Knowing: Learning Through
Experience. Camberwell, VIC: ACER Press.
Stake, R. (1995). The Art of Case Study Research. California: Sage Publications.
Stake, R. (2006). Multiple Case Study Analysis. New York: The Guilford Press.
Steinbeck, J. (1955), Like captured fireflies, California Teacher’s Association Journal,
51, 7, cited in N. Purdie & D. Smith (1999). Case Studies In Teaching And Learning:
Australian Perspectives. Sydney: Prentice-Hall.
Steiner, R. (1924/1997). The Roots of Education. Hudson, NY: Anthroposophic Press.
Sternberg, R. J. (1997). The concept of intelligence and its role in lifelong learning and
success. American Psychologist, 52, 10, pp1030-1037.
Stop the National Schools Chaplaincy Program! (2008). Stop the National Schools
Chaplaincy Program. Available online at http://www.stopthenscp.org (accessed 10
June 2008).
Stynes, J., Currie, P. & Carnegie, J. (2003). Heroes: A Guide to Realising Your
Dreams. Crows Nest, N.S.W: Allen & Unwin.
Suhor, C. (1999). Spirituality: letting it grow in the classroom. Educational Leadership
56, 4, pp12-16.
Sutcliffe, S. (2003). Children of the New Age: A history of Spiritual Practices. New York:
Routledge.
294

Tacey, D. (1995). Edge of the Sacred: Transformation in Australia . Blackburn North,
Vic: HarperCollins.
Tacey, D. (2000). Re-Enchantment: the New Australian Spirituality. Pymble, N.S.W:
HarperCollins.
Tacey, D. (2004). The Spirituality Revolution: the Emergence of Contemporary
Spirituality. New York: Brunner-Routledge.
Tamminen, K. (1994). Religious experiences in childhood and adolescence: a
viewpoint of religious development between the ages of 7 and 20. International Journal
for the Psychology of Religion, 4, pp61-85.
Taylor, M. (1999). Imaginary Companions and the Children Who Create Them. New
York: Oxford University Press.
The Australian Oxford Dictionary (2004). 2nd edition. Melbourne: Oxford University
Press.
The Government of South Australia Department of Education and Children’s Services.
(2006). Does Spiritual Wellbeing Belong in Education? Spiritual Well-being and
Education Discussion Paper. SA: The Government of South Australia Department of
Education and Children’s Services.
Tillich, P. (1952). The Courage to Be. New Haven: Yale University Press.
Tirri, K., Nokelainen, P. & Ubani, M. (2006). Conceptual definition and empirical
validation of a spiritual sensitivity scale. Journal of Empirical Theology, 19, 1, pp37-62.
Tirri, K., Tallent-Runnells, M. & Nokelainen, P. (2005). A cross-cultural study of
preadolescents' moral, religious, and spiritual questions. British Journal of Religious
Education, 27, 3, pp207-214.
Tischler, L., J. Biberman. & McKeage, R. (2002). Linking emotional intelligence,
spirituality and workplace performance. Journal of Managerial Psychology, 17, 3,
pp203-218.
Tisdell, E. (2003). Exploring Spirituality and Culture in Adult and Higher Education. San
Francisco: Jossey-Bass.
Tosey, P., Mathison, J. & Michelli, D. (2005). Mapping transformative learning: the
potential of neuro-linguistic programming. Journal of Transformative Education, 3, 2,
pp140-167.
Vaughan, F. (2002). What is spiritual intelligence? Journal of Humanistic Psychology
42, 2, pp16-33.
Verma, S. & Sta. Maria, M. (2006). The changing global context of adolescent
spirituality. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson (Eds.), The
Handbook of Spiritual Development in Childhood and Adolescence. London: Sage
Publications, Inc, pp124–136.
Vialle, W., Walton, R. & Woodcock, S. (2008). In P. Kell, W. Vialle, D. Konza, G Vogl
(Eds.), Learning and The Learner: Exploring Learning for New Times. Faculty of
Education, University of Wollongong. Available online at http://ro.uow.edu.au/cgi/
295

viewcontent.cgi?article=1033&context=edupapers (accessed 1 March 2008, pp142160.
Vogler, C. (1999). The Writer’s Journey. London: Pan Books.
Vygotsky, L. S. (1978). Mind in Society: the Development of Higher Psychological
Processes. Cambridge: Mass: Harvard University Press.
Wagener & Maloney. (2006). Spiritual and religious pathology in childhood and
adolecence. In E. Roehlkepartain, P. Ebstyne King, L. Wagener, P. Benson (Eds.), The
Handbook of Spiritual Development in Childhood and Adolescence. London: Sage
Publications, Inc, pp137–149.
Walker, L. & Taylor, J. (1991). Family interactions and the development of moral
reasoning. Child Development, 62, 2, pp264–283.
Watson, J. (2003). Preparing spirituality for citizenship. International Journal of
Children's Spirituality, 8, 1, pp9-24.
Watts, R. (2001). Addressing issues in secular counselling and psychotherapy:
Response to Helminiak’s (2001) views. Counselling and Values, 45, 3, pp207-228.
Weaver, R. & Cotrell, H. (1992). A non-religious spirituality that causes students to
clarify their values and to respond with passion. Education, 112, 3, pp426-436.
Weber, F., Negreiros, R., Rosenfield, P. & Steiner, M. (2007). Pulsars as astrophysical
laboratories for nuclear and particle physics. Progress in Particle and Nuclear Physics,
59, 1, pp94-113.
Webster, S. R. (2004). An Existential Framework of Spirtuality. International Journal of
Children's Spirituality, 9, 1, pp7-19.
White, D., O’Brien, K. & Todd, S. (2003). The missing link in religious education.
Journal of Religious Education, 51, 3, pp17-23.
Wilber, K. (1980). The Atman Project: a Transpersonal View of Human Development.
Wheaton, Ill: Theosophical Publishing House.
William, J. (1902). The Varieties of Religious Experience: a Study in Human Nature.
New York: Longmans, Green, and Co.
Woolley, J. D. (2000). The development of beliefs about direct mental-physical
causality in imagination, magic, and religion. In K. S. Rosengren., C. N. Johnson. & P.
L. Harri (Eds.), Imagining the Impossible: Magical, Scientific, and Religious Thinking.
Cambridge: Cambridge University Press, pp99–129.
Woolley, J.D., Phelps, K.E., Davis, D.L. & Mandell, D.J. (1999). Where theories of mind
meet magic: The development of children’s beliefs about wishing. Child Development,
70, 3, pp571-587.
Wright, P. (1995). The interconnectivity of mind, brain, and behaviour in altered states
of consciousness: focus on shamanism. Alternative Therapies, 1, 3, pp50-56.
Wuthnow, R. (2001). Creative Spirituality. California: University of California Press.
296

Yin, R.K. (2003). Case Study Research: Design and Methods. California: Sage
Publications.
Young Ward, A. (1996). The Question of Life. Common Boundary, July/ August 1996.
Youniss, J., McLellan, J.A. & Yates, M. (1999). Religion, community service, and
identity in American Youth. Journal of Adolescence, 22, 2, pp243–253.
Zohar, D. & Marshall, I. (2000). Spiritual intelligence. the Ultimate Intelligence. London:
Bloomsbury.

297

APPENDIX A: THEORETICAL EXPLICATION OF SPRITUALITY

Spirituality is often discussed in terms of ambiguity and ill definition (Benson, 2006;
Hay, Reich & Utsch, 2006; Scarlett, 2006) where outside the world of professional
theological dispute, the term ‘spirituality’ has vague connotations. In consideration of
this presupposition, although the operational definition employed in this inquiry is drawn
from the Gardner (1999) and Hay and Nye (2006) frameworks, time will be employed
clearing the ground for what spirituality is according to others.

A Changing Concept
The concept of spirituality derives from several ancient languages, whereby the
Hebrew word ruah, the Greek pneuma, the Latin phrase spiritualitas and the Sanskrit
prajna all refer to both ‘breath’ and ‘spirit’ (May, 1995). The notions of the spiritual have
been explored by scholars throughout history such as Aristotle and Socrates, however,
since Descartes, it would seem Western thought has insisted upon the separation of
the mind and matter, reason and emotion, subject and emotion, and subject and object,
in an attempt to remove any reference to the spiritual domain (Lindsay, 2002). This has
had significant implications for spirituality within the Western world, to the point that
many people are conditioned to be fearful of many things ‘spiritual’.

The works of humanistic psychologists Carl Rogers (1902 - 1987) and Abraham
Maslow (1908 – 1970) have also paved the way toward the concept of spirituality.
Humanistic theory ranges from phenomenology to existentialism and emphasises the
concept of the self as an active agent in charge of its own destiny and reality.
Humanism also accentuates the individual’s needs to integrate their strivings for
pleasure, for security, and for belonging in a creative and personal way (Buhler, 1971).
Accordingly the notions of self-enhancement; self-realisation, or self-actualisation are
recognised as fundamental to human motive.

In more modern times, spirituality is employed as a broad concept referring to the ways
in which people seek, make, and apply meaning to their lives (Emmons, 1999; Liddy,
2002; Tacey, 1995, 2000; Webster, 2004).

A Natural Biological and Human Disposition
Victor Frankl’s (2000) notion of the ‘God shaped hole’ seems the best means to explain
humankind’s spiritual yearning. This principle involves choosing to find and believe in a
significant other in order to fill an inherent craving experienced as a result of being
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human. According to Frankl, all humankind possess the desire to be connected to a
transcendent other because it is an inherited human trait.

In line with Frankl (2000), there currently exists studies in biology, neurological science
and evolution which support the case that spirituality is a natural human disposition,
demonstrating a biological basis to the ways in which people respond to and make
sense of their world (Champagne, 2003; Groome, 1998; Hardy, 1979; Hart, 2003;
O’Murchu, 1997; Pert, 2003; Spilka, Hood, Hunsberger & Gorsuch, 2003). In
consideration of spirituality as a natural biological and evolutionary characteristic the
development of this domain would seem increasingly relevant to children.

Zoologist Alister Hardy (1979) was one of the first to discuss human spirituality in terms
of a biological characteristic. Hardy suggests that spirituality or religious experience
contributes to the survival of the individual and has therefore evolved through the
process of natural selection. He believes that spiritual experiences are different to and
transcend everyday awareness and are selected in the evolution of the human species
because it has survival value to the individual, giving the individual a biological
advantage to survive in their natural environment.

In support of Hardy’s position, Hay and Nye (2006) speculate that the frequency of
altruistic behaviour demonstrated towards another animal increases in proportion to the
closeness of relationship and this behaviour then assists in the primary task of ensuring
that the shared genes are passed onto the next generation. They refer to the example
of a soldier who refuses to shoot an innocent hostage, at which point she appears to be
encountering a human predisposition which transcends any form of calculated selfpreservation. Hay and Nye discuss the link between the biological and social evolution
of relational consciousness to support the scientific conviction that spirituality, in its full
range, including religious awareness, is entirely natural.
It grows out of a biological predisposition which can either be
obscured or enhanced by culture. More than this spirituality is
the bedrock on which rests the welfare not only of the individual
but also of society and indeed the health of our entire planetary
environment. I am speaking of love of humanity, sensuous
affinity for the landscapes and life forms of our world, awe
before the immensity of the universe in which we find
ourselves, awareness of an interfusing presence through all of
these. (Hay & Nye, 2006, p. 141)
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Further supporting spirituality as a natural and common universal among humankind is
the growing evidence that suggests a neural location for spirituality (d’Aquili &
Newberg, 1998; Demasio, 2002; Emmons, 2000a; Newberg, d’Aquili & Rause, 2001;
Newberg & Newberg, 2006; Persinger, 1997; Pert, 2003; Sisk & Torrance, 2001;
Wright, 1995; Zohar & Marshall, 2000).

Spirituality and Religion
Until quite recently, spirituality has had entirely religious connotations to the point that
O’Murchu (1997) and Tacey (2000) attribute Christianity to having owned and
controlled the term in the past. Christian reference to the term is still recurrent, to the
point that the Australian Oxford Dictionary (2004) continues to define the concept of the
spiritual in terms of religiousness:

…concerning the spirit as opposed to matter, concerned with
sacred or religious things; holy; divine; inspired (the spiritual
life; spiritual songs); (of the mind etc.) refined, sensitive; not
concerned with the material; (of a relationship etc.) concerned
with the soul or spirit etc., not with external reality. (p. 1248)

Nonetheless, as O’Murchu indicates, the spiritual history of the human species has
subsisted for over seventy thousand years as opposed to organised religions that have
existed for only four thousand and five hundred years. Therefore spirituality was not
borne from Christianity or religion.

The association of spirituality with religion has no doubt contributed to the difficulties in
expressing the spiritual dimension in learning. However, spirituality essentially does not
denote the same meaning as religion and as such the two cannot be interchanged
(Delaney, 2002; Fowler, 1995; Halford, 1999; Hay & Nye, 2006; Ingersoll, 1994;
O’Sullivan, 1999; Pargament, 1999; Ranson, 2002). For some this has created a
reluctance to employ the word spiritual or spirituality due to its connotation with religion.
While religion may be an aspect of spirituality (Ratcliff & May, 2006), it seems clear that
spirituality incorporates a much broader concept than religion.

The work of William James (1902/1922) began early discussion in the area. James
emphasised the significance of personal religion as opposed to institutional religion.
Where institutionalised religion implies approaches to spiritual growth formed around
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doctrines, rituals, and standards of behaviour, James suggested that personal religion,
or spirituality, is a direct and intimate experience that may emerge as a sense of
interconnection or compassion, a revelatory insight, a quest for meaning and so forth.

Extending on these differences, Fowler (1995) speculates that spirituality is an
individual’s personal and chronological need to understand the beginning and the end,
which fundamentally poses the self into something ‘bigger’. By contrast religion is a
type of existential belief within spirituality, which encompasses a certain belief accepted
by a body of believers who accept a common set of practices and rituals.
Demonstrating this difference in empirical terms, Delaney (2002) found that participants
in her research on spirituality did not need to adhere to organised religion to feel
spiritual. She also found that individuals could be religious without being spiritual, by
accepting creed and performing ritual, yet not matching their ethics to their professed
beliefs. Ranson (2002) also indicates that a person’s spirituality may be given
expression through religious expression.

Spirituality may also differ from religion in that spirituality is both a worldview and a
process of development (Hart, 2003). As a world view, spiritual moments may inspire
the very questions of existence and in this process individuals integrate their reflection
into a larger understanding of reality.

In response to changes in modern society the distinction between religion and
spirituality is also being recognised by children and young adults (Hay & Nye, 2006;
Tacey, 2000). Tacey (2000) recognises that only two generations ago, youth were
interlinking the concepts of religion and spirituality but today the overwhelming majority
of young people are indicating a different attitude towards religious and spiritual
experiences which distinguishes the two conceptual differences. Describing the
perspectives of youth regarding spirituality, Tacey refers to it in terms of something:

… that touches them, engages them, and urges them to their
part in an unfolding sense of mystery. Religion, on the other
hand,

often

means

that

which

is

routine,

regulated,

conventional, with no claim on their soul. (Tacey, 2000, p. 189)

Spirituality Today
The concept of spirituality today means a variety of things to different people. Mason,
Singleton and Webber (2007) recognise this mostly as a result of living in a society:
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‘that is now post-industrial, multicultural and religiously diverse and in which one’s
religious identification is increasingly a matter or personal choice rather than social
obligation’ (p. 206). As a consequence the definitions and domains of spirituality are
wide ranging and reach across a variety of disciplines, including psychology (Coles,
1990; Csikszentmihalyi, 1997; Davis, Kerr & Robinson, 2003; Emmons, 1999;
LeCapitaine, 2001; Sisk & Torrance, 2001; Vaughan, 2002; Watts, 2001; Zohar &
Marshall, 2000), business (Armenio, Cunha & Oliveira, 2008; Klenke, 2003; Pava &
Primeaux, 2004; Tischler, Biberman & McKeage, 2002), sociology (Flanagan & Jupp,
2007; Tacey, 1995, 2000, 2004; Wuthnow, 2001), leadership (Bhindi & Duignan, 1997;
Covey, 2004;

Hamilton, 2003; Klenke, 2003; Rogers & Dantley, 2001), tertiary

education (Miller, 2000; Tisdell, 2003; Weaver, 1992); and, new age contexts (Carroll &
Tober, 1998; Levin, 2000; Kornfield, 1993; Myss, 1997).

Although there used to be a ‘box’ that dealt with the spiritual in people’s lives, usually in
the form of mythology, philosophy or religion, people are continuing to long for the
sacred and seek faith in their lives (Halford, 1999). Consensus figures for Australia’s
religious expressions indicate a turning away from traditional religions and towards
alternative ways of expression rather than a rejection of spirituality (Australian Bureau
of Statistics, 2004; Tacey, 2004). According to Tacey, this distinction denotes a country
in a state of spiritual revolution.

Highly eclectic and diverse, ‘new age’ spirituality has become what is probably the
broadest definition to be accepted, to the extent that Sutcliffe (2003), claims that new
age is the latest spirituality. He suggests that this has resulted from people’s modern
dissidence that spirituality is exclusively lay-orientated, by which anyone can join; and,
functional, in that people believe they can exercise a new age spiritual practice that will
do things. It seems more people are moving away from what was once seen as religion
being the most favourable spiritual practice, due to the negative connotations which
people relate to it (Sutcliffe, 2003).

Modern sport is also referred to as a modern means for people to experience spiritual
connectedness (Hunt, 2004). Hunt (2004) indicates that sport binds supporters
together into particular groups according to their game or team. Hunt recognises the
way that supporters show great zeal in the support of their ‘gods’ through wearing
identifiable clothing and collecting icons such as posters and player’s cards, as well as
watching TV programs and reading about the sport to help them ‘worship’ and study.
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Other groups of people find spiritual connection with the earth and have become
‘nature worshippers’ whereas crystals, meditation and oils fill the spiritual gap for others
(Hunt, 2004, p. 10).

Applications of spirituality are also being integrated into mainstream medicine and
alternative methods for healing (Boyle, 1999; Dossey, 1993). Numerous studies
involving empirical research support the idea that certain spiritual beliefs and practices
are positively associated with physical and mental health. For example, The Gallup
Institute for Global Well-Being have researched the impact of spiritual beliefs on the
dying process (Vaughan, 2002). Through practices such as yoga, meditation and flow
experiences (Csikszentmihalyi, 1997) an individual can also expand awareness and
sensitivity to energy, light, and the more subtle levels of consciousness (Vaughan,
2002).

A New Way of Thinking about Spirituality: Spiritual Intelligence
Deriving from the notion of what it means to be ‘spiritual’, the theory of spiritual
intelligence extends in many dimensions and is a phrase that has acquired a growing
status over the past decade (Adams, Hyde & Woolley, 2008; Colallilo Kates, 2002;
Delaney, 2002; Edwards, 2000; Emmons, 1999, 2000; Fontana, 2003; Gardner, 1999;
Hyde, 2003; Kwilecki, 2000; Levin, 2000; Mayer, 2000; McMullen, 2004; Noble, 2001;
Pava & Primeaux, 2004; Sinetar, 2000; Sisk & Torrance, 2001; Tischler, Biberman &
McKeage, 2002; Vaughan, 2002; Webster, 2004; Zohar & Marshall, 2000).

According to Gardner (1993) a very important distinction is made between an
intelligence and a domain. He refers to as intelligence is a biological potential to
analyse certain kinds of information in certain ways, whereas a domain, is an organised
activity in a culture wherein one can rank individuals in terms of their relative expertise.
The concept of spiritual intelligence essentially refers to spirituality as a functioning
faculty able to solve problems and benefit the livelihood of the individual and so it
follows that it may be viewed as an intelligence.

Although there is little agreement over how to define intelligence (Sternberg, 1997), the
most familiar territory for intelligence is intellectual or rational intelligence, measured
through tests devised in the early 1900s. The tests measured processes such as
memory, attention, comprehension, and reasoning, and linked these to the age of the
child. The result was then used to express the child’s level of performance as an
intelligence quotient (IQ). Learning and assessment in Western society during the 20th
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century largely drew upon this concept of intelligence, so that performance in areas
such as language and logic and processes such as comprehension, reasoning and
memory were measured to determine how intelligent an individual is. Nonetheless,
psychologists Peter Salovey and John Mayer (1990) and Daniel Goleman (1995)
introduced a theory that depicted a different category of intelligence - emotional
intelligence (EQ). Emotional intelligence is the ability to process emotional information
which involves assimilation and the understanding of and managing emotions.

However, psychologists, Danah Zohar and Ian Marshall (2000) recognised that
humankind exhibit other mental abilities and aptitudes which do not fit into either EQ or
IQ type thinking and assert that a third category exists, which is spiritual intelligence
(SQ). They speculate that the frontal lobes of the brain become active with 40Hz
oscillations when an individual discusses or is exposed to terms related to spiritual
content and issues. Brain-mapping studies are also beginning to identify neural circuitry
that generates spiritual states (d’Aquili & Newberg, 1998).

Zohar and Marshall (2000) assert that spiritual intelligence is a process which relates to
the sub-conscious mind, the function of which is to integrate IQ and EQ, making it
possible for a dialogue between emotion and logic to occur. They claim that people
employ this intelligence to address and solve problems of meaning and value and to
place their lives and actions in a wider, richer, meaning-giving context. According to
Zohar and Marshall (2000) spiritual intelligence is the core of what it means to be
human and can be associated with several characteristics:
•

The capacity to be flexible;

•

A high degree of self-awareness;

•

A capacity to face and use suffering;

•

A capacity to face and transcend pain;

•

The quality of being inspired by vision and values;

•

A reluctance to cause unnecessary harm;

•

A tendency to see the connections between diverse things;

•

A marked tendency to ask ‘Why?’ or ‘What if?’ questions and to seek
‘fundamental’ answers;

•

Begin what psychologists call ‘field-independent’ – processing a facility for
working against convention;

•

A capacity to be a ‘servant leader’ – being able to bring a higher vision and
value to others and showing them how to use it, in other words, a person who
inspires others.
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(Zohar & Marshall, 2000, p. 15 – 16)

Another theorist prominent in the field of psychology, Robert Emmons (1999), defines
the processing of spiritual information is a part of intelligence. He defines spiritual
intelligence as ‘the adaptive use of spiritual information to facilitate everyday problem
solving and goal attainment’ (1999, p. 176). He views spirituality as a set of skills and
resources which provide an interpretive context for negotiating demands of daily life,
which contribute to positive life outcomes such as emotional well-being, positive social
functioning, and an enhanced overall quality of life. Emmons labels this theory
‘personal strivings theory’ to depict the role of goals in the promotion psychological
well-being through bridging motivation, spirituality and intelligence. Emmons speculates
that people are intentional rational beings engaged in a constant effort to strive toward
personally meaningful goals, and that to experience this motivation is required in the
form of goal-directedness which lends coherence and patterning to behaviour.
Csikszentmihalyi (1997) also indicates that goals determine the content of
consciousness and the quality of our lives.

Through his analysis, Emmons (1999) identified five core abilities that characterise
spiritual intelligence: (1) the capacity for transcendence; (2) the ability to experience
heightened spiritual states of consciousness; (3) the ability to sanctify everyday
experience; (4) the ability to utilise spiritual resources to solve problems; and (5) the
capacity to engage in virtuous behaviours or to be virtuous (Emmons, 1999, p. 164). In
2000 Emmons reviewed these criteria to exclude the capacity to engage in virtuous
behaviours or to be virtuous. To consider the utility of Emmons’ assumptions, Kwilecki
(2000) used each of the core operations to analyse the spiritual biography of a
contemporary African American Pentecostal. She found that the subject exhibited all
five characteristics and that the core components of spiritual intelligence constitute a
powerful descriptive tool for the study of personal spirituality.

Noble’s (2000, 2001) research also concurs with Emmons’ core set of operations,
however, she highlights two additional characteristics. First, she refers to the conscious
recognition that physical reality is embedded within a larger, multidimensional reality
which humankind interacts with. Secondly, Noble recognises one’s conscious search
for psychological health for the sake of the self and for the sake of the global
community.
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Moreover, in their study on emotional and spiritual intelligence within workplace
performance, Tischler, Biberman and McKeage (2002) establish several competencies
that result from spiritually intelligent behaviour, which suggests the possibility for
additional core operations. They assert that spirituality appears to induce a sense of
independence, self-supportiveness, time competence and self-actualising.

Dorothy Sisk and Paul Torrance (2001) further discuss the notion of spirituality as an
intelligence. They assert that the life of an individual who exercises spiritual intelligence
takes on a different meaning:

… as selfishness gives way to altruism, as prejudice
transmutes into understanding, as ignorance is replaced by
knowledge,

and

as

indifference

is

transformed

into

compassion. (p. vi)

This process involves developing inner knowing of the self and what they think about
the world, though self reflection and continued knowledge building.

Spiritual intelligence enables us to see the big picture, to
synthesise our actions in relation to a greater context which
then in turn becomes life meaning. With spiritual intelligence
we can identify and solve problems of meaning and value, with
solutions directed towards the benefit of all. (Sisk & Torrance,
2001, p. 12)

Sisk and Torrance (2001) concur that spirituality is not amoral, but engages individuals
with questions of both good and evil and grants us opportunities to dream, to
reconfigure, and to look beyond the boundaries of a situation to what it could be.

Referring to theologian Paul Tillich's (1952) definition that spirituality is the domain of
ultimate concern, psychotherapist Francis Vaughan (2002) contends that everyone is
spiritual because everyone has ultimate concerns. To concur with Gardner (1999),
Vaughan (2002) speculates that spiritual intelligence brings purpose to one’s
spirituality:

It is not enough for a person to claim spiritual knowledge if it is
not expressed in the world through wisdom, compassion, and
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action,

integrating spiritual

intelligence means

living

in

accordance with one's beliefs. (p. 31)

From this perspective spiritual intelligence is concerned with an individual’s relationship
to being in the world, which encompasses the capacity to view things from more than
one perspective and to recognise the relationships between perception, belief, and
behaviour. The benefits of this approach have been integrated into the fields of
corporate training and management through Neuro-linguistic programming (Tosey,
Mathison & Michelli, 2005).

Viewing spirituality as a type of intelligence enlarges the concept. It allows spirituality to
become anchored to rational approaches to the mind that emphasise goal attainment
and problem solving (Emmons, 2000). A spiritual intelligence framework also
encompasses the potential to both integrate unconnected research findings in the
psychology of spirituality and generate new research yielding fresh insight into the
spiritual basis of behaviour (Emmons, 1999).
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APPENDIX B: INFORMATION AND CONSENT FORMS FOR FAMILY CAREGIVERS AND TEACHERS

FAMILY CARE-GIVER INFORMATION SHEET
Dear Sir/Madam,
I am writing to invite your child to participate in the research project entitled ‘An investigation into the
development of children’s spiritual understanding’. This project is being carried out in your child’s class as
part of my PhD study, which is supervised by Wilma Vialle and Phil Fitzsimmons in the department of
Education at the University of Wollongong.
The information related to the project is detailed in this information sheet, which provides a summary of the
project in which your child is going to be involved should you consent to their participation. Please read it
carefully and sign your name on the consent form attached if you agree to your child’s participation in this
project.
What is the spiritual understanding of children?
Who am I? Where do we come from? What is the meaning and purpose of life? Developmental
psychologist, Howard Gardner (1999), believes such queries may be motivated by an awareness arising
from a universal human concern for the basic questions of existence. He labels this awareness as
‘spiritual intelligence’ and refers to this concern as one of seven entry points to engage children’s learning.
Gardner (1999) proposes that there exist three distinct senses of the spiritual. These include spiritual as
concern with existential issues, involving the desire to know about the questions and meanings of life such
as ‘who are we? Where do we come from? What does the future hold for us? Why do we exist? What is
the meaning of life, of love, of tragic losses, of death…’ (Gardner, 1999, p. 54). The second sense of the
spiritual involves the spiritual as achievement of a state of being, involving the realms of experience that
people seek to feel more in touch with themselves or their world. Practices such as meditation; rehearsing
a set of exercises given by a spiritual authority; or sensory experiences such as bushwalking or listening to
music are all examples which Gardner gives to achieve this spiritual sense. Thirdly, Gardner (1999)
explains the spiritual as effect on others, which entails the effects that certain people exert on others
through their activity or by their presence, influencing people in becoming more in touch with themselves
or more aware of their own life journey.
However, more than two decades since Gardner first published his theory on spirituality, this area remains
relatively unexplored by researchers. Therefore, this inquiry is attempting to address this ‘gap’ by seeking
to identify and describe the spiritual understanding of children.
What will the research involve?
Phase 1 of the study
Research will occur for one day per week for eight weeks. The research will take place at your child’s
school in two different contexts:
•
during regular class lessons taught by your child’s class teacher; and,
•
during informal school times such as recess and lunch.
During these sessions the researcher will be looking for children’s experiences related to Gardner’s three
senses of the spiritual described above. Following are a few examples of what these may look like:
Spiritual as concern with existential issues, e.g a child’s reflection on what is important in their life
through art; a child’s drawing or written piece describing themselves; exploring meanings within class
texts; self-reflection in a journal; a child’s reflection on their impact on the world; a child’s discussion
concerning their ‘sense of belonging’; a piece of writing describing the child’s interaction and experience
with their environment; a child’s discussion of future goals or striving for life experiences; and, any sense
of yearning for deeper connection with others.
Spiritual as achievement of a state of being, e.g. a child’s discussion of their experience on a bushwalk;
a child’s reflection on how they feel in different environments, such as the beach; a child’s response to a
piece of music or art; a child bringing in an object to their classroom which is important to them and
explaining why; a child interacting with nature; and, evidence of the child’s creative or athletic drive.
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Spiritual as effect on others, e.g. a child’s discussion about their role model/s, a child’s experiences
related to leadership; evidence of a child practicing their leadership qualities on others; and, a child’s
written reflection about being effected by another and feeling more connected with themselves as a
consequence.
During observations the researcher will note aspects of spiritual understanding that arise and follow these
up with children through the interview process, asking questions (using an audio-recorder) such as ‘…in
that class discussion you said that you feel happy when you look at all of the stars at night. Can you tell
me more about that?’ It is anticipated that during each day of data collection the interviewer will conduct
approximately 4 to 6 five minute interviews with different children in your child’s class.
The researcher will also collect children’s work samples that are relevant to the inquiry and follow these up
through the interview process, asking questions (using an audio recorder) about their class work, such as
‘…in your English book you wrote about how music affects your feelings, can you tell me more about that?’
Phase 2 of the Study
After visiting your child’s school for approximately eight research sessions and collecting data on their
whole class the researcher will then select one to three children from your child’s class to be studied as
longer term case studies. A new information sheet and consent form will be sent out to families of the
children selected when this second phase of data collection is to begin.
What is the significance of carrying out this research project?
As children tend to behave in ways that are consistent with their beliefs about themselves and their world,
it is anticipated that nurturing the spirituality of children is important for children to develop a healthy
understanding of both themselves and their world, to live by and to understand life. It is also anticipated
that facilitating for spiritual understanding in schools will encourage a more personally meaningful
engagement between students and their learning experiences.
Confidentiality
Every measure will be taken to ensure that your child’s confidentiality is maintained. A pseudonym will be
used to protect the identity of your child at all times and all research data will be stored in a secure office at
the University of Wollongong, where it will remain for a period of five years, after which time all data will be
destroyed.
Consent
Anyone who takes part in the research is free to refuse to participate or, having consented, to withdraw
their consent without that refusal or withdrawal affecting their treatment and studies, or their relationship to
the school.
Further Information
Please feel free to contact me for questions and further information. I can be contacted on 0421 827 072
or by email at ktn03@uow.edu.au or you can contact my supervisors Wilma Vialle on 4221 4434 or Phil
Fitzsimmons on 4221 4435. If you have any concerns or complaints regarding the way the research is
conducted, you can contact the Complaints Officer, Human Research Ethics Committee, Office of
Research, University of Wollongong on 4221 4457.
Please discuss your child’s willingness to take part in this inquiry with them and only consent to their
participation if they agree to participate. Please keep this information sheet for your own records and for
future reference.
Yours sincerely,

Kori Nemme
PhD student
Faculty of Education
University of Wollongong
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FAMILY CARE-GIVER CONSENT FORM

•

I have been given information about ‘An investigation into the development of children’s spiritual
understanding’.

•

I have been given the opportunity to discuss the research project and my child’s involvement with
Kori Nemme, who is conducting this research as part of her doctorate supervised by Wilma Vialle
and Phil Fitzsimmons in the Faculty of Education at the University of Wollongong.

•

I understand that, if I consent for my child to participate in this project they may:
-

be observed by the researcher during class lessons and during ‘informal’ time including
recess and lunch.

-

be asked questions by the researcher which may be audio-recorded; and,

-

have their work samples collected by the researcher.

•

As the research will be predominately carried out during regular class time, it is anticipated that
the amount of time actually being allocated to the project is unlikely to be a burden.

•

I understand that participation in this research is voluntary, and that I am free to refuse
permission for my child to participate and to withdraw them from the research at any time. My
refusal to participate or withdraw consent will not affect myn or my child’s treatment in any way.

•

I understand that my child’s anonymity and confidentiality will be maintained, whereby under no
circumstances their identity will be disclosed.

•

I have discussed with my child their willingness to participate in this inquiry and they have agreed
to be involved.

•

If I have any enquiries about the research, I can contact Kori Nemme (researcher) on 0421 827
072 or by email at ktn03@uow.edu.au. Alternatively, I can contact Wilma Vialle (supervisor) on
4221 4434 or Phil Fitzsimmons (supervisor) on 4221 4435. If I have any concerns or complaints
regarding the way the research is conducted, I can contact the Complaints Officer, Human
Research Ethics Committee, Office of Research, University of Wollongong on 4221 4457.

•

By signing below I am indicating my consent for my child to participate in the research entitled ‘An
investigation into the development of children’s spiritual understanding’ conducted by Kori
Nemme as it has been described to me in the information sheet and in any discussion with Kori. I
understand that the data collected from my child’s participation will be used for Kori’s doctoral
thesis and scholarly journal publications and I consent for it to be used in this manner. I know that
I can withdraw my consent at any time and that I will be given a signed copy of this form to keep.

Name (please print your name here)

Signature

Date

..........................................................

..........................................................

......./…...../......

Name of my child (please print)

Researcher’s Signature

..........................................................

..........................................................
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TEACHER INFORMATION SHEET
Dear Sir/Madam,
I am writing to invite you to participate in the research project entitled ‘An investigation into the
development of children’s spiritual understanding’. This project is being carried out as part of my PhD
study, which is supervised by Wilma Vialle and Phil Fitzsimmons in the department of Education at the
University of Wollongong.
The information related to the project is detailed in this information sheet, which provides a summary of the
project in which you are going to be involved should you be interested in being a participant. Please read it
carefully and sign your name on the consent form attached if you agree to participate in this project.
What is the spiritual understanding of children?
Who am I? Where do we come from? What is the meaning and purpose of life? Developmental
psychologist, Howard Gardner (1999), believes such queries may be motivated by an awareness arising
from a universal human concern for the basic questions of existence. He labels this awareness as
‘spiritual intelligence’ and refers to this concern as one of seven entry points to engage children’s learning.
Gardner (1999) proposes that there exist three distinct senses of the spiritual. These include spiritual as
concern with existential issues, involving the desire to know about the questions and meanings of life such
as ‘who are we? Where do we come from? What does the future hold for us? Why do we exist? What is
the meaning of life, of love, of tragic losses, of death…’ (Gardner, 1999, p. 54). The second sense of the
spiritual involves the spiritual as achievement of a state of being, involving the realms of experience that
people seek to understand in order to reach a certain truth. Practices such as meditation; rehearsing a set
of exercises given by a spiritual authority; or sensory experiences such as bushwalking or listening to
music are all examples which Gardner gives to achieve this spiritual sense. Thirdly, Gardner (1999)
explains the spiritual as effect on others, which entails the effects that certain people exert on others
through their activity or by their presence, influencing people in becoming more in touch with themselves
or more aware of their own life journey.
However, more than two decades since Gardner first published his theory on spirituality, this area remains
relatively unexplored by researchers. Therefore, this inquiry is attempting to address this ‘gap’ by seeking
to identify and describe the spiritual understanding of children.
What will the research involve?
Phase 1 of the study
Research will occur for one day per week for eight weeks. The research will take place at your school in
two different contexts:
•
during class lessons taught by yourself; and,
•
during informal school time, such as recess and lunch.
When collecting data from these two contexts, the researcher will be looking for children’s experiences
related to Gardner’s three senses of the spiritual described above. Following are a few examples of what
these may look like:
Spiritual as concern with existential issues, e.g a child’s reflection on what is important in their life
through art; a child’s drawing or written piece describing themselves; exploring meanings within class
texts; self-reflection in a journal; a child’s reflection on their impact on the world; a child’s discussion
concerning their ‘sense of belonging’; a piece of writing describing the child’s interaction and experience
with their environment; a child’s discussion of future goals or striving for life experiences; and, any sense
of yearning for deeper connection with others.
Spiritual as achievement of a state of being, e.g. a child’s discussion of their experience on a bushwalk;
a child’s reflection on how they feel in different environments, such as the beach; a child’s response to a
piece of music or art; a child bringing in an object to their classroom which is important to them and
explaining why; a child interacting with nature; and, evidence of the child’s creative or athletic drive.
Spiritual as effect on others, e.g. a child’s discussion about their role model/s, a child’s experiences
related to leadership; evidence of a child practicing their leadership qualities on others; and, a child’s
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written reflection about being effected by another and feeling more connected with themselves as a
consequence.
Data collection will predominately involve observations across the regular class lessons that you teach.
During observations the researcher will note aspects of spiritual understanding that and follow these up
with children or yourself through the interview process. Interviews will focus directly on spiritual
understanding, employed to elaborate on observations and as a means to understand non-observable
behaviours. For example, the researcher may ask you (using an audio-recorder) ‘…Kelly seemed to feel
strongly about her ideas regarding environmental awareness. Has she expressed this interest in class
before?’ It is anticipated that during each day of data collection the interviewer will conduct approximately
4 to 6 five minute interviews with different children in your class.
In addition to observations, the researcher will collect children’s work samples that are relevant to the
inquiry and follow these up through the interview process, asking children or yourself questions (using an
audio recorder) such as ‘…in your English book you wrote about how classical music affects your feelings,
can you tell me more about that?’
Phase 2 of the study
After visiting your school for eight research sessions and collecting data on your whole class the
researcher will then select one to three children from your class to be studied as longer term case studies.
It is anticipated that Phase 2 of the research study will be carried out over Term 2 and 3, as the researcher
continues to collect data in your classroom for one day per week. Research for this phase will still be
based predominately in your classroom, however a new information sheet and consent form will be sent to
you when this second phase of data collection is to begin.
What is the significance of carrying out this research project?
As children tend to behave in ways that are consistent with their beliefs about themselves and their world,
it is anticipated that nurturing the spirituality of children is important for children to develop a healthy
understanding of both themselves and their world, to live by and to understand life. It is also anticipated
that facilitating for spiritual understanding in schools will encourage a more personally meaningful
engagement between students and their learning experiences.
Confidentiality
Every measure will be taken to ensure that your confidentiality is maintained. A pseudonym will be used to
at all times and all research data will be stored in a secure office at the University of Wollongong, where it
will remain for a period of five years, after which time all data will be destroyed.
In addition, anyone who takes part in the research is free to refuse to participate or, having consented, to
withdraw their consent without that refusal or withdrawal affecting their treatment and studies, or their
relationship to the university.
Further Information
If you have any enquiries about this research project, please do not hesitate in contacting myself, Kori
Nemme on xxxx xxx xxx or by email at ktn03@uow.edu.au or Wilma Vialle (supervisor) on xxxx xxxx or
Phil Fitzsimmons (supervisor) on xxxx xxxx. If you have any concerns or complaints regarding the way
the research is conducted, you can contact the Complaints Officer, Human Research Ethics Committee,
Office of Research, University of Wollongong on 4221 4457.
Please keep this information sheet for your own records and for future reference
Yours sincerely,

Kori Nemme
PhD student
Faculty of Education
University of Wollongong
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TEACHER CONSENT FORM
•

I have been given information about ‘An investigation into the development of children’s spiritual
understanding’. I have had the opportunity to discuss the research project with Kori Nemme, who
is conducting this research as part of her doctorate supervised by Wilma Vialle and Phil
Fitzsimmons in the department of Education at the University of Wollongong.

•

I understand that, if I consent to participate in this project I may:
- be observed by the researcher during class time;
- be asked interview questions which are audio recorded;
- have my class observed during class time and ‘informal’ time; and,
- have some of my students’ work samples collected by the researcher.

•

As the research will be predominately carried out during regular class time, it is anticipated that
the amount of time actually being allocated to the project is unlikely to be a burden.

•

I understand that my participation in this research is voluntary, and that I am free to refuse to
participate and to withdraw from the research at any time. My refusal to participate or withdrawal
consent will not affect my treatment in any way.

•

I also understand that my confidentiality will be maintained, whereby under no circumstances
myn, my students’ or my school’s identity will be disclosed.

•

If I have any enquiries about the research, I can contact Kori Nemme (researcher) on xxxx xxx xxx
or by email at ktn03@uow.edu.au. Alternatively, I can contact Wilma Vialle (supervisor) on xxxx xxxx
or Phil Fitzsimmons (supervisor) on xxxx xxxx. If I have any concerns or complaints
regarding the way the research is conducted, I can contact the Complaints Officer, Human
Research Ethics Committee, Office of Research, University of Wollongong on 4221 4457.

•

By signing below I am indicating my consent to participate in the research entitled ‘An
investigation into the development of children’s spiritual understanding’, conducted by Kori
Nemme as it has been described to me in the information sheet and in discussion with Kori. I
understand that the data collected from my participation will be used for Kori Nemme’s doctoral
thesis and scholarly journal publications, and I consent for it to be used in this manner. I know
that I can withdraw my consent at any time and that I will be given a signed copy of this form to
keep.

Name (please print your name here)

Signature

Date

..........................................................

..........................................................

......./…...../......

Researcher’s Signature

Date

..........................................................

......./…...../......
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APPENDIX C: INFORMATION AND CONSENT FORMS FOR CHILDREN IN YEAR
THREE AND YEAR SEVEN

STUDENT INFORMATION SHEET
Dear Student,
My name is Kori Nemme and I am a university student at the University of Wollongong. I am writing this
letter to you because you are being asked to take part in a research study involving your whole class. The
study is called ‘An investigation into the development of children’s spiritual understanding’. The study is on
something called ‘spiritual understanding’, which involves how we think about ourselves and the world.
Little research has been undertaken on the spiritual understanding of children so to know more about it I
am hoping to watch and listen to children in your class when you are at school. I will be attending your
school for one day per week for eight weeks and during this time I will collect information during class time
and also during recess and lunch.
During these times I will watch your class, looking for signs of spiritual understanding. As I make
observations and look at your school work, which show ‘spiritual understanding’, I will also ask questions,
using an audiotape recorder to record what is said. For example, I may ask: ‘in your English book you
wrote about how music affects your feelings, can you tell me more about that?’
After I have collected information on your class for eight research sessions I will select one to three
children from your class to be studied for a longer period of time. If you are chosen to be studied further,
you and your family will each receive new information sheets and consent forms before this second part of
the research begins.
Confidentiality
You will not be named in the study and your identity will not be known to anybody but the researcher.
Even if the research is published your identity remains confidential.
It is voluntary to participate
It is your decision to take part in the study. If you decide not to participate this will in no way effect your
schooling or your treatment by the school. You are also able to leave the study at any time you want. Any
information already collected from you will be thrown away and no longer used.
If you would like any further information on the research please call me on xxxx xxx xxx or e-mail me at
ktn03@uow.edu.au. You can also contact the supervisors of this research project too. Wilma Vialle can
be contacted on xxxx xxxx and Phil Fitzsimmons can be contacted on xxxx xxxx.
Any person with concerns or complaints about the conduct of a research study can contact the Secretary
of the University of Wollongong Human Research Ethics Committee on (02) 4221 4457.

Thank-you for your time,

Kori Nemme
PhD student
University of Wollongong
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STUDENT CONSENT FORM

•
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APPENDIX F: EXAMPLES OF SEMI-STRUCTURED INTERVIEWS
Interview transcript with Harry from the preschool 14/6/06 (H, Harry; K, myself the
interviewer)
The interview took place following the reading of the The boy who wanted to catch a star
(Jeffers, 2005), employed as a stimulus for the interview.
K:
H:
K:
H:

Do you ever look outside of your window Harry?
Yes.
What do you think about?
I always think about getting the stars to get one to keep them [answer probably
influenced from looking at the book cover].
K:
Do you ever wish on a star?
H:
Yeah I always wish to have one [a star) to stick on my wall.
K:
Have you ever waited for anything?
H:
No. Do you know what moons are called? Moons are really stars. My mum told me.
K:
Would you like to go to the moon?
Harry nodded.
K:
What would you do there?
H:
I’d just get that moon to stick it on my wall.
K:
Do you think the moon is really little though?
H:
Yeah. It could fit on your roof you think?
K:
Harry, if you could wish on a star what would you wish for?
H:
I already told you… A moon! [He emphasises his need to repeat by placing his hand in
the air].
K:
Anything else?
H:
A dinosaur. I’d have a t-rex.
K:
What would you do with it?
H:
I want my t-rex to eat the whole world.
K:
What would happen then though?
H:
We’d fall into a volcano.
K:
Really?
H:
Yep.
Sitting nearby, Keely overheard Harry’s comment and stated ‘then you would get lost
and get dead’.
H:
And fried
Harry played with his friend for a few minutes and returns to where I was sitting
H:
Want to see my hair? I’m going to be a rock star [poses like a rock star, hands on his
hips, chin in the air] well I do have some rock star glasses. I’ll make a flower for you
K:
That would be nice.
H:
I can make flowers out of rocks and sand and making stuff.
K:
You like making flowers don’t you?
H:
Yeah I always give them to girls.
K:
What about boys?
H:
Well boys don’t really like flowers.
K:
But you do, would you like it if I gave a flower?
H:
Yeah cause that’s nice to people. Cause I always be nice to people. Cause I’m going to
be a rock star. I’ve got a rock star jacket and rock star glasses and a metal rock star.
K:
Why would it be good to be a rock star?
H:
Cause I love to, cause I’ve got new hair.
K:
What are you going to do when you’re a rock star?
H:
I’m just going to do stuff that rock stars do. Well I’ve got tree friends.
K:
Where are they?
H:
At my house.
K:
What do they do?
H:
They always stand around me. Cause they are talking. They can talk. [Makes a high
pitch noise]
K:
What kinds of things do they say?
H:
It always says all sorts of stuff. I do have a favourite book. It’s called Rock Stars.
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Interview transcript with Hayley from Year three 29/5/06 (H, Hayley; K, myself the
interviewer)

K:
H:
K:
H:

K:
H:
K:
H:

K:
H:

K:
H:
K:
H:

K:
H:
K:
H:

K:
H:
K:
H:

K:
H:

Do you ever wonder about things? If there was a sentence like this, ‘I sometimes
wonder what would happen if…’
If I got too tall and I couldn’t fit in the doors. [Hayley paused a few moments to consider
her response]. Sometimes I wonder if what if the world blew up.
What do you think would happen?
I think it would go into heaps of tiny pieces and grow into all different planets to keep
people on there. The school would be on one little planet. Sometimes I just wonder if
that will happen.
Does it worry you?
Sometimes… I wonder if my sister would stop teasing me sometimes.
Anything else?
Sometimes I wonder if those little pillow lollies, those humbugs, do you know what they
are…? Well my mum gets them sometimes and I have a packet at home and
sometimes I wonder if they’ll still be around when I grow up. Maybe I should buy heaps
and heaps of them and save them. And if they still had those shoes Etnies. If they still
have them. Libby my friend, she has a pair and my sister went on a website where you
go on to make your own Etnies and design them and you can buy them.
Anything else?
Sometimes I wonder if the trees will still be around when I’m older because they keep
chopping them down. And I wonder if the grass will still be there. And if nice houses will
still be around cause I really hoping for not ugly big brick houses. I want little houses. If
lollies were healthy and only some healthy foods were unhealthy.
So you want unhealthy foods to be made healthy?
Yeah, only sushi and schnitzel, some of that good stuff that is healthy, is still healthy.
Anything that you wonder why about?
Sometimes I wonder why my sister gets a double bed and I don’t and sometimes why I
wonder that she wants to change bedrooms and I don’t want to. I did want to but now
I’ve changed my mind. And sometimes I wonder why I have the biggest bedroom in the
house. Sometimes I wonder why oranges have to be called oranges just because of
their colour. [Hayley paused for a few moments]. And why everyone voted for John
Howard and not the Greens. And that’s all,
When you were saying that you hope that those lollies will still be around in the future,
do you ever think about other things in the future?
Yes, my house and my garden. I’d like a little house with a front garden with lots of
flowers.
Where abouts would you like you house?
In England, I like the cold. Because then you know everyone is inside and you can ring
them up and talk to them and stuff and you can do all different things. Yeah, and me
and my dad, if its raining we can make our fire go cause we have a fire at our dads
house. And we have games, and we have this one game called Battleships and we
have this huge big black bear that I sleep with.
What do you like about the fire.
I like it cause its always warm… and that’s all. Oh and I like the beach. I like the sea
because you can go there, and you can do all different things at the beach
Thanks Hayley. Do you have any favourite stories you would like to tell me about?
I love Alice and Lester and especially the Snow Pony and I really, really like Aboriginal
Dreamtimes. [She paused for several moments]. I like that they’ve had them for a long
long time and they keep telling us about all the things that happen and my favourite is
the Koala [which she told us about in detail at News that day).
In the Dreaming Stories, when they explain things, do you believe in those
explanations? Do you think they really happened?
Yes.
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Interview transcript with Zona from the high school 5/12/06 (Z, Zona; K, myself the
interviewer)
K:
Z:

K:
Z:

K:
ZM:
K:
Z:

K:
Z:

K:
Z:
K:
Z:
K:
Z:

K:
Z:

K:
Z:

So all I want you to do if possible is to expand on why you chose that and how you
relate to it or maybe sometimes it is easier to give an example.
So concern about equity and injustice, I did that because I think that everybody
deserves an equal right in this world no matter what culture they come from, race or
difference. It doesn’t matter, they all deserve equal rights. I enjoy big questions, I enjoy
doing work, I enjoy learning about things and I want to make a difference in the world.
When I’m older I want to be a rallier run rallies about all that stuff.
About what kind of stuff?
About equal rights and animals and nature and all that stuff. I want to make a difference
by doing that. And capacity to care, I just think that every single day I try to help people
if they need it, like I’m always breaking up fights between friends in class times like Ann
and Marla always try to bash each other up. And values, compassion, love, concern for
others, well yeah, I try to, I respect them and all that stuff. The connection to nature and
close to nature. Yeah, I’m close to nature because I live in a bushy area which is really
cool and like I have heaps of pets and all that stuff. And want for solitude, sometimes I
just like to be just by myself with nobody around.
Why?
Because it gives me time to think about what I’ve done and what I’m going to do and
what I need to do.
What kinds of things?
Sometimes I just think about what school stuff I need to do; sometimes I just sit and
think or sometimes I lie down and sometimes I read a book. All that kind of stuff that
makes me feel relaxed and all that stuff, I like to think about it.
So do you enjoy having that time on your own?
Yes. And I feel connected with others because I get along with every single person in
my class, like nobody is my enemy. Peacemaker, well, as I said I break up fights with
my friends and all that stuff. Concern with human suffering, it’s about poverty and all
that stuff and equal rights, because like it is just so unfair that we’ve got all this stuff in
Australia and like people in other countries don’t have it, they are in poverty, they are
living off recycled water and all that stuff and they have to go through trash to find food
which is really sad. And joy of creativity. I like to be creative and paint and all that stuff
because I enjoy it.
Why?
I enjoy it because it gives me a chance to express myself because in Art you can draw
about something that concerns you or that’s what your meaning is in life.
Why is that important?
So we just know where we fit in and all that stuff with the world, so we know where we
stand and we don’t feel left out in this world.
So exploring self-identity, exploring who you are? That is what you are doing in that
creative process?
Yes. An interest in right and wrong behaviour. Well, as I said like with the wars and all
that stuff and peace like all the things that are happening in this world, like the nuclear
bombs that this country, I think it was Korea or something, they blew up half of their
land and people were against it. And so am I because all these weapons should be
destroyed, because hundred of thousands of people will lose their lives for nothing. An
interest in God or faith, well not really interested in God but faith, like with all that stuff
,like the stuff that is spiritual. Yeah, that is what I’m interested in.
When you say spiritual, what do you mean?
I mean close to nature and like yoga, that is spiritual because you need to know the
Chakras and all that stuff. I’m into Yoga and all that stuff, because it explores your body
and that is why I like it. And the interest in animals or nature and the environment. I just
really like animals. I don’t know why, I just think like every time I hear cases about
animal cruelty in the world and that stuff, like people who throw cats in the tumble dryer
or something or put them in the microwave even sometimes. I just think that is so cruel
and I can’t listen to that kind of news, I have to turn off the TV otherwise I’ll start to cry.
So you have empathy with the animals?
Yes.
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What do you think of these things as valuable or important for young people?
Most of these things are important because if young people learn these values today
then they can just carry it on throughout their lives because if one person is taught to
respect nature and later on if heaps of people don’t respect nature they can spread the
word. It’s like how the disciples spread the word about Jesus, it’s like that. That’s what I
think.
Any other reasons why they are important to have as a human being?
Yeah, we’ve just got to know what is right and wrong to do and we’ve got to act the right
way for people and ourselves. So that is what I believe.
And who determines what is right and wrong?
I actually think, I don’t think the Prime Minister or anybody like that should be in control
of it. I think it should be all of us deciding together. But yeah we have to have rules and
regulations, that is true.
Why?
Otherwise people would just go around killing people, murdering them, stealing, raping,
all that stuff, which is not good. That is why we do need rules and regulations.
Do you experience any of these at school?
Yes.
In your interactions in free time or during class time?
Both.
What kind of things are taught in the classroom?
In most of our classes we are taught to respect each other and to learn stuff and to be
at one with ourselves, sometimes, like in PDHPE we are told that we have a spiritual
self and all that stuff and we have to learn to respect each other. Yeah, that is what we
are taught.
Whose responsibility do you think it is to develop these in children?
I think it is everybody’s. Yeah.
So the guy running the corner shop, is it his responsibility to nurture this in you?
Not really but I mean people should exercise these values so kids can learn from them,
like role models. That is what I think, like they don’t have to tell us about it, they can just
set an example by doing something like that; like you can read in books all the kindness
of strangers and what they do and how they help. People like that encourage other
people to do it which is good.
Is it parents’ responsibility to develop them?
Yes, definitely because the kids will look up to their parents most of the time.
Teachers?
Yes, because when we come to school what we learn is from the teacher, all we learn.
And do you think they are natural? Do you just develop them naturally or do they need
to be taught?
Well the big questions, that is sort of what applies in school and stuff, that’s what I think
it’s like. But for the rest I think it’s just natural, it just comes, yeah.
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Interview transcript with preschool teacher/ director Maureen 16/8/06 (M, Maureen; K,
myself the interviewer)
K:
M:

K:
M:

K:
M:

K:
M:

K:
M:

When I say the word spirituality in relation to children what types of things do you think
about?
That’s a hard one. I see it as people’s connections between each other and probably
the world. So I see it in children when they interact with one another, the empathy they
show when someone is hurt or someone, when its not fair for someone. And I think that
it’s innately there but the way in which families operate can really heighten the child’s
awareness of others or almost, not distinguish it, but not develop it as it could be. And I
see that as part of our role as developing considerate behaviour which I think is part of
that feeling for other people.
When do you see children demonstrate spirituality at preschool?
I see that when I read stories to children. Some children the emotions of the characters
are reflected on their faces and they’re really feeling it with them, whereas others are far
more blaze and just waiting for the story to finish or will have like a peripheral
relationship to the character, whereas with some others you can tell that they’re about
to cry if the character is having a hard time in the book. And when we’re talking about
things like the rights of wrongs of keeping animals in captivity and stuff like that like
when they catch lizards and things you can see some people have either talked it
through with their family or thought it through and other people know its just about me
wanting this animal. There’s no consideration for the animal or things like that.
Whose responsibility do you think it is to develop children’s spirituality?
I think it’s the communities and families our and ours so its all joint responsibility
because that’s going to flow onto the community mindedness of the people that are
developing so unless they have that connection and feel that they have some
responsibility to others and nature, to their environment here, then they’re going to be
the rat bags on the road, or the people doing the graffiti and don’t have that basic moral
code that gives them respect for other things, other people. So I see it as everybody’s
role but I don’t see that we really talk about it as linked responsibility. And you see a
little bit of it the papers about the ethical teaching in schools but probably it would be
much better if it was more openly spoken about, especially in schools with a high
population of people with challenging behaviour and you wonder whether that’s a flow
on from no respect shown to them so they find it hard to show respect to other people.
And I see that in the different ways that families interact with other people. [Pause]. And
I think it’s a focus on materialism as well. There’s a lot of families who see themselves
as needing to have all of the latest things, rather than contributing. So there are poles
and lots of greys in between. I do see that the high focus on materialism. Me, me, me
extinguishes a lot of consideration for others and focuses the relationship on ‘I’ve got
this’ rather than doing things together. We actually don’t have a toy parade here
because we’d rather focus on what they’ve been doing rather than who has the most
money to buy the most impressive toys.
Maureen looks to the boys in front of us playing at the toy petrol bowser.
See this is nice. Hopefully this sort of thing where you’re stopping for the little three year
old who wants to fill you up with patrol even though you want to be on riding you’re sort
of having that nice interaction that helps meet both needs and its giving him a
connection to the older people.
What do you think about the value of spirituality for children?
I think its vital for a harmonious world and community and service sort of right from the
big picture down, and family. If children cant look beyond their own needs to those of
others then its going to be lots of clashes in the family and wherever they are. So their
sense of themselves and them having something to contribute to others, not just take, I
think is really important.
When and where do you think children voluntarily exhibit spirituality?
When dealing with younger children, animals, someone whose hurt, any of those
situations in stories, and hear it when they are standing up for other people in right and
wrong and fair play. So in the normal play of things and permeates everything really, the
act of giving. Story and role play are good tools to encourage spirituality. Yesterday he
[Harry] built a dragon at group time and made the fire come out of its mouth and then
um made the fire burn the dragons own tail so then there were tears coming down the

311

K:
M:

K:
M:

M:

M:

dragon’s face because he had burnt his own tail. And I think it was humour but there
was also a lot more sensitivity there.
Do you think the preschool environment stimulates the spirituality of children?
It can if you’re emotional climate is part of the focus so that the way we interact with the
children models for them the way that we want them to interact with other people and
the way that we step in and see things aren’t right. There are lots of opportunities to
promote peer teaching and that’s part of that, helping others
When you look at those types of traits [Appendix L] do any stand out in relation to Harry
or Tayla or any other child for that matter?
I hear a lot of concern for inequity and injustice when we’re talking about books from
Hamish. And his caring, his intuition. When we’ve been doing PALS you can hear the
sensitivity to socio problems and his helping to suggest solutions for conflicts between
puppets when we’re doing things like that. Definitely, he has a curiosity about how the
world works. He does really value love and compassion and you see in lots of his
drawings.
A child interrupts the interview by asking Maureen a question which is inaudible.
Ok well you remind them that they need to stop when you say stop.
We resume the interview, however, Maureen continues to observe the two children and
enquires about the situation.
Everything alright Natalie? Yeah so I would view Hamish as a peacemaker and
definitely feels connections with others, concern with human suffering, to as much as
he’s been exposed too. Don’t know about uses visualisation and mental images but
certainly his imagination is immense and so what we see of it in his drawings is just
amazing. So I see lots of those traits in Hamish. Yeah, yes, because he has a knack
where everyone would like to be his friend and play with him because he has that
peaceful, caring way about him. Yeah, yeah, So he is a sought after play mate and the
way he asks people, today I saw him bounce up to Jed and say you know, ‘can we play
something together?’ Like he knows other people’s interests and will use them to initiate
some interaction. Which isn’t always the way.
Interview ended at the end of free play.
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Interview transcript with primary school teacher Mrs Harrison 15/8/06 (MH, Mrs Harrison;
K, myself the interviewer)
K:
MH:

K:
MH:

K:
MH:
K:
MH:

Tell me what you think about the spiritual traits list
I think probably those things are the most important things that you can give children.
You know you can teach them the facts and all the rest of it but I think these things like
sensitive to social problems, those things are really really important. I don’t know about
sensitive to their purpose in life, I think that might be a bit complex for them but I think
those things are really really important. And on some level really you can probably
touch on all or them on some level.
When and where do kids show these traits?
Yeh you do you see it in different ways. I think even if, some of them can be really
sensitive even if they know that I, I might have a problem one day and you know,
they’re ‘are you ok’ or something like that. And they might just do it without making or
causing a fuss and they may just talk to each other about things. I think you do see a
lot of evidence. Sometimes you want them to do those sorts of things and they’ll try to
do it to please you and other times it can be more, it can be deeper than that and it
come out in a discussion or just a side issue, but you’ll see it coming out.
What role does spirituality play in your classroom?
I think its probably got a major role, to me anyway. For me its probably got a more
central role than others. But for me its got a major role.
Do you involve spirituality in your own teaching?
I don’t know any other way. I see other people doing it (teaching) and its very very black
and white and they don’t kind of give of themselves very much. Its all very much ‘I’m
here to communicate facts and figures and stuff but I’m not going to go any deeper than
that’ but I don’t know how not to do that I think some times that can - you can open up a
lot and it can cause you to worry about them because you know things that you might
not necessarily other wise find out. And parents as well, the parents seem to open up to
you as well and you find out things about their problems or their issues and you think ‘I
don’t need to know all this’ but they tell you anyway. But I think they kind of see it too,
cause they know there are some teachers they wouldn’t go to and ask for advice or
necessarily talk about things because they know there’s just that wall but I cant do that.
I mean there are some here (teachers) you know, I really like them as people but I get a
real shock when I actually hear them, you might saw oh ‘so and so isn’t well today. Did
you know?’ And they’ll say oh no we didn’t know and I might know something about
their students that they didn’t know. I’ve got a child of the children from Year 6 come
into me because she’s got problems so she’s sought of sought me out rather than go to
the class teacher because she knows there’s no real sort of connection there. . And that
causes issues too cause you don’t want to step on anyone else’s toes. I mean ill be
upset if I knew a child had gone to another teacher rather than come to see me about
something. But its just the way things happen. I just had to go and talk to Paul because
I had a referral to see the counsellor for this child but I didn’t want to give the child the
referral cause im not her teacher. But they’re some of the issues you have. And you get
the parents who come for parent teacher interviews who’ll come up and you’ll spend 10
minutes on the child and then they’ll start telling you things that are happening at home
and you think ‘I don’t need to know this’ but then again it does help too when you get
the whole child. It’s not just in isolation. They’re coming from different backgrounds and
it helps you know, if ones off one day and behaving badly, you kind of think well what is
going on, I need to find out. Rather than you’re just behaving badly, you’re going on
detention. It can be rewarding to be like that but it can also be draining and you tend to
get more health issues because my energy is being drained a lot quicker than someone
who just comes in, does what they have to do and off they go, like its only a job type
situation. I mean even with the little year twos. They were very lacking in their reading
and writing and I spoke to [the former principal] and he said you know don’t take it so
serious. At the end of the day its just a job but I cant just turn off. Whether that means
that I have to cut back my workload so that I don’t get to stressed out I don’t know. It’s
something to think about next year anyway. And people say you know you can go on
stress leave but its my own doing because I choose to take on all of this stuff and
instead of being able to not take it on board when I go home I cant sleep or I might
dream about a particular child and think what can I do with this child or how can I help
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this child. And now im worried about this A – E reporting that I have to give a child
maybe a D or and E on a report and that goes against everything that I believe in so
how am I going to do that and feel that I’ve done the right thing. you know you’ve got to
build the kids’ self esteem, you’re not in the job . And I think that if their self-esteem is
high than their learning will be better. I’ve done that all year and yet I send home a
report with a D or an E on it. I just can’t justify it and that’s an issue that I have to come
to terms with too because it looks as though we’re going to have to do it. I think that ill
have to get at least the Year Two parents in to talk about it cause I would never send
something like that home without an explanation. And to tell them how I feel too just so
they know I’m not just dishing it out and not caring.
Whose responsibility do you think it is to develop children’s spirituality?
I think it’s probably a partnership deal with the parents and the school but I don’t think
that’s how it happens [laughs). But for me it would be yeah, working together with the
parent and developing these things.
Do any of these traits come to mind when you think of Max, Hayley, Natalie or Amy?
I think Max is very intuitive and very sensitive to social problems. I think he enjoys the
big questions and he does have a capacity to care although he tends to a little bit off
with the fairies, I think he does care, he has a very sensitive side and maybe all of this
dramatic business is just a way of compensating for that. I think Hayley has very deep
understanding of her wanting to make a difference and capacity to care. Even though
you don’t sought of see it in her written work you tend to see it in her verbally, she’s
very sensitive to those things. I think Natalie probably is just one of those little kids who
want to please. She’ll say what she thinks that she should be saying. And Amy probably
the same. I think Hayley and Max would have more of ‘this’ than the other two. I think
the other two are more, they know the social norms and expectations. They come from
very normal type backgrounds and they know the right things to say and they’ve got
lovely manners and the rest of it but I don’t think they think very deeply below the
surface of that. Whereas Max and Hayley I think do. And yet they tend to be a little bit
left of centre. You know Hayley, she’ll come out with something that will kind of blow
you away and you think oh I didn’t realise you had that in you. Sometimes, its taken her
all year to figure out how we do our spelling lists. She’s not kind of in tune with the
routines and stuff but with the deeper issues she’s really intoned with that. And Max is
the same. He travels to the beat of a different drum too. He doesn’t know which tray to
put his book in, and you know, we do the same thing over and over, and you can see it,
he looks like ‘I don’t know what I’m doing’. And I’ve spoken to Nirey (his mum) and she
says I don’t know, that’s just always the way he’s always been. I mean they have a very
privileged background and they’ve travelled the world and they’re exposed to lots of
different things but I don’t know, I think this is even something different to that again,
than just being privileged. And I think Hayley is certainly not (privileged). Her parents
have separated, her mum is very artistic… She’s very different…. She sought of talks
like her mother and I’ve met her grandmother and she’s just like that too. She’s really
arty and looks exactly like Hayley’s mother. And I just thought that I can see this
following through the whole line of generations.
Are there any other kids you think I could have targeted?
I don’t know, last years group, you would have had a lot of kids that you could have
fitted into this. I don’t know about these lot, they’re a funny little group. I think concern
about the ‘right’ conduct that Amy and that’s Natalie. I think Natalie might be a bit of a
peace maker too, I think she tends to help the kids out in the playground.
I think Leonard would be interesting – but I never had permission to work with him.
Well I think its brilliant. I think somehow or other in the teacher training course, I don’t
know whether they touch on any of this stuff do they, yeah that there was just
something, a subject, I don’t know what it could be called, but just so that they realise
that they are all little individuals and that there are so many things that impact on them
to make up them . You know just using Multiple Intelligences you can see how they’ve
all got their own little talents and just drawing it out. We talk about Basis Skills – Hayley
is going to come out very poorly but that’s not a reflection of their intelligence and
hopefully their mum will see that. And hopefully her mum will know that and see that. I
virtually said that to her in the parent interview. Whereas others kids will turn out very
well but they’re not necessarily the ones who will go onto make a huge difference. Its
sad. I think that’s what I missed about this group from last year. We had a very definite
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little group who were just into all this sort of stuff and so were the parents. We did a unit
of work on countries and we had a country day and all the parents came in and It was
absolutely full out there with tables of food and they were just so into it. The parents
would come in and tell us where they visited and what it was like, what the customs
were and what the religions were. It was really amazing. And this year its not like that.
Its really bizarre, how you get different years. With some of the kids last year I could sit
and talk to them like I would sit and talk to an adult and you would happily just talk
backward and forward and this year they’ve gone on to a different teacher and that’s
been stifled. And well some people might think ok, they’re here to learn lots of facts and
figures and all the rest of it but I just think that will come anyway. If you can develop
these things at this age and if they realise their potential as they grow older, will know
what their strengths and weaknesses are and be confident with what they are good at
and know that they’ve got to work on things that they aren’t so good at – I just think it
leads to better well rounded individuals. I mean in a staff meeting they would probably
cut me down. I mean ok there’s a happy medium and you have to get through what you
get through but you cant be too anal about it and if a discussion comes up about
something well you’re better off to go with that rather than saying stop, you’ve got to do
page 75 of the text book. And that’s what I’m trying to say to Dee next door. You
know, don’t get too concerned about not getting through your program because if you’re
not you’re obviously doing something beneficial anyway. Phil left now did you
know….so Dee is back again… We talk about Dee and the changeover between jobs
which have been going on.
Stan was very much into this sought of thing , the principal (returned last year). I don’t
know about George. I don’t know him well enough yet to say.
It definitely seems very individual
How did you choose me? How did you know? I mean you didn’t know me from a bar of
soap, what would you have done if you’d gone into a classroom where there wasn’t any
kind of…
That was the gamble I had to take. But Phil said to me, ‘I think I have the right teacher
for you’. But that’s only looking back. But at the time I didn’t think much of it.
Yeah because had you gone to the other two (Year 3 teachers) I think you would have
found a completely different story. So how have your other classes gone?
The preschool I’m at, they’re all about this. But had I gone to other preschools I don’t
know what I would have looked like. Because you can tell. From the first couple of times
I came here.
Well that’s good because I’ve thought oh I hope Kori’s getting something out of this.
Because had you been on last years, there would have been some amazing things
come out of that. I mean some of them I had for three years so I knew them so well.
One little one at the end of last year kind of said can you have her again this year and I
said look its been two years she really should move on and it looked like was having a
¾ so I could have had her again so I said look have a think about it and anyway
unbeknownst to her, classes changed and it was a 2/3 and this little one came to me at
the end and said look, in her words, I’ve had a talk to Lewie whose one of the others
ones who was in our class and he’s decided that hell would like to move on and I’ve
decided that ill move on with Lewie. I just didn’t want you to feel upset. I just feel that
im better off to move on with Lewie. They were just brilliant and so fun. And very
competitive and this group aren’t like that which is a nice thing. I mean the year twos
wouldn’t have a clue what the year 3s are doing and they don’t care. They’re not the
least bit intimidated. Its like a wall and they don’t care you know, but I suppose they’re
just so far apart. But yeah it would be interesting, I don’t know if you’ve got time, but you
may not pick it up if you’re just going in and out of rooms but It might be good just to see
the difference. We had a brilliant teacher here who was very much into this but she took
it to the enth degree to the point were the room was an absolute mess, total chaos and
she ended up leaving because she an alcoholic, she had a problem, but she was
brilliant. She could come in and not have anything ready, but pick up a book and just
make up a thing for the whole day and incorporate all of this type of stuff into it. And the
kids had the best time but anyone walking in would have gone oh my god this is a
horrible mess. The parents were sought of up in arms a bit cause you sought of kicked
your way through the door and if you lent her something you’d never get it back,
disappear, kind of like a black hole. But really to my way of thinking those kids were
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getting such a fantastic education. But you can work this into what you’re doing. I mean
you can work it into your activities for your big books or your reading activities or your
writing activities … If you’ve got that kind of a belief system I think you can work it
anyway, and you do anyway, whether you do it consciously or unconsciously. You do it
anyway Where as other people see like they’re doing an information text or a discussion
text and there’s no, ‘well lets try and find out some information on the environment or a
threatened species’, you know there’s nothing, its just like lets try and find out about
bears. A bear that lives here does this, does that and that’s it. You know its very
superficial and sure enough those kids can write information texts but have they learnt
anything else besides that? I mean with these kids we did the thing with plastic bags
and you know, we talked about looking after the environment because the animals die
and all the rest of it. Most kids went home and they looked up the internet and they did
all that off their own backs. It sought of impacted them and then they’ve come back and
said you know my mums not using the plastic bags now and look I don’t know how long
it will last with them but you know if they’re just aware. All right, I better go read this
book

316

Interview transcript with design and technology textiles teacher at the high school
5/12/06 (T, Teacher; K, myself the interviewer)
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So these are things we are looking at. So just looking at any of those, just in general like
in regard to the development of kids, the important kind of traits to be developing or any
that you think are not relevant at all and you don’t think that is important.
Pretty much all, because it is such a, Design and Technology is such a creative subject,
depending on what design project they are working on and their degree of academia,
would depend on which one would be more important than another. So if you’ve got a
gap class, a big question, a big problem that challenges their mind, would be quite
important to them, because that is what stimulates them to keep them going. Where
you’ve got kids that are less able, like Nathan teaching him the capacity to care and
work with others is important for him. So depending on the individual student, you will
then work out your target and what you are doing. And because it is a subject too where
people’s beliefs, intuitions, all come into it in Year Eleven and Twelve you’ve got to be
non-judgmental. And the big thing that I find is that regardless of what my faiths and
beliefs are, if they want to do a design and technology major project and it is to do with,
say the war in Afghanistan, as long as it has got a design brief that meets criteria, as
much as I might not personally like it, I cannot say no, as long as they have justified a
need in that way. A lot of kids tend to go towards the issue of how can I make
something better, which is more positive but at the same time you can’t, if they want to
be a person who portrays a negative image, you can’t say no, you’ve just got to hold
your tongue and learn.=
It would be tricky too being their teacher in the classroom and having to help them
through the project. It is a massive project that goes all year.
Yeah, it’s quite hard in that way. I have never personally come across it but I know a
couple of my friends that have and they said it is incredibly hard and that one person
actually symbolised that the war was wonderful, and that we needed to have this war
and all of these types of things. But not seeing the other side that with a war there is
obviously people over there fighting for our benefit but all of their family and friends are
left here at home and their anxiety and everything that comes with it. So it is very, very
hard.
But those issues do come up?
Yes they do come up very much so in all aspects of design and technology even to the
extent where at a previous school I did Agriculture and Horticulture. So about learning
to accept that there is XXXXXXXXX reserved for animals and some animals are good,
some animals unfortunately can be, if pushed, quite XXXXXXXXX and then you’ve got
to weigh up the pros and cons in whether you kill them, and the right way of disposing
of animals in that way is quite a hard topic to talk about. Sharks are probably the main
topic at the moment with the kid in Western Australia, where the CSIRO said we know
that it is an endangered species, however, it has had the taste of blood which means
that it will come back and do that again. So when you are teaching that Horticulture and
Agriculture side you’ve got to be mindful that there is, especially out in the country there
are kids who have pets that after a period of time they will chop off their head because
they need to eat it. Where in the City people don’t see. There is a line of loving and
animal cruelty and things like that. A lot of the city kids would perceive that to be animal
cruelty where you can have the names and everything like that but once it gets to a
certain period of time, then it is our food. If we don’t eat it then we don’t have any food.
So it is a fine line in that way. It is funny but this subject is one that depending on what
design brief you are working on would depend on the needs of each individual student
and the topics and how you go about relating things backwards and forwards. You’ve
got to be mindful too, being in a metropolitan school like this, the kids in general are
very accepting of different kids and different needs. However, I think that if you put them
out in the country for a period of time they would then actually have a different mindset
again to see that they get quite a lot here and they are given quite a lot. Their families,
they are not on struggle street most of them; they have got very good supportive
families and they have got everything at their doorstep, beautiful beaches, shopping
centres, everything; good sporting facilities. They can play a sport or pretty much
anything that they choose, we’ve got it. On the other hand if you go out in the country
some of them basically haven’t seen water and that is where I think if there is a negative
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to our students is that they are very insular in that, unless they have got relatives, they
don’t think the problem of the drought is something that is affecting them or will affect
them directly. That would probably be the one thing that we would have, is that they are
very insular in their thinking. Anything else?
With these kinds of things, do you find this in any conversation of how they portray them
or show it? Do you find it is happening more at an older age in high school?
I think different pressures of academic years bring out different issues. I think the
compassion, love and concern for others develops as they get older. In Year Eight and
Year Nine they are very self-centred in their own personal growth so to speak with their
hormonal changes. A lot of them especially in Year Eleven and Twelve they are very
much aware of what others see of them and what they want to portray back to them,
what they want to give back. The older ones are very much of the capacity to care and
love and what is going to work and all of those types of things in that way. In terms of
sense of belonging and social problems, try to find their purpose in life, I think what is
currently now the end of Year Seven, what you are seeing now. They have been the big
fish in a little pond, they have come into high school and they have become the little fish
in a big pond. Where do they stand? They have gone through their first year of high
school, what are we going to end up with now and they are trying to find their sense of
belonging. Some of the students it is quite evident that their heads will raise, that they
will be the ones that will cause concern. There will be others that will cause concerns by
constantly questioning why something is happening and for what reason. They are
trying to work out where they fit because they have gone through that dramatic change
in two years. So those will be the main ones I would say.
Whose responsibility would you say it is to be developing these kinds of things and
nurturing them? For children in general?
The majority of it I would say would fall back on to parents. If you’ve got positive
parental – if it’s not parental, it is the main carers that they are with at home. But it has
to be a team effort so what is being done at home has to be the same type of
philosophies in school. If you are say from a Jewish faith and you are going to a
Catholic school it might contradict and cause a conflict in that way. So that is where I
think you’ve got to be well aware of what is around you and choose appropriately what
you are going to do.
Do you think you use these kinds of things in my own teaching?
Do I do any of these in my own teaching? [Pause] If an issue comes up and it is an
issue that there is a need or it is something that has appeared in the media, they are
talking about it. If I’m correctly informed I will say something about it. But if I’m not
correctly informed I sort of advise them that these are the people that they should go
and see if they have concerns in that way. The way that I look at it if I’m not correctly
informed and I put my opinion in I could actually make the situation worse. The perfect
example was the patrol issue last year with the lifesavers. That had been going on for
years and years when I was actually doing patrols and it hadn’t just appeared overnight,
it was something that happened over a period of time. So what actually happened was
when somebody asked me what I thought I told them XXXXXXXXXXXXXXXX to me it
had been manifesting for quite a long period of time and that was just the end straw I
think. Like if you ask any of the older lifesavers they would tell you exactly the same
thing. It wasn’t really a hatred of race or anything like that, it was an ill-informed, ill
judged act that caused the problem. I personally think it could not only have happened
at Cronulla, it could have happened at Maroubra, it could have happened at Bondi, it
could have happened at Manly; any coastal area where – it may not actually have been
in New South Wales, it could have happened in Perth. It was just one of those things
that had been festering and festering for such a long period of time. Unfortunately it
happened here but it was something that happened. I said to the kids “two wrongs don’t
make a right” so when they were all getting text messages XXXXXXXXXXXX. So that
was an issue when I did say something. But if I’m not informed I don’t do that.
That would have been pretty tricky because they would have been the kids getting the
messages. So it would have been brewing just before it at school. I didn’t think about
how it would affect the school kids; you don’t think of the younger ones.
Yeah, most kids in Ten, Eleven and Twelve all got the text messages. And the way that
I looked at it was, you are probably going to do more harm thinking that you are going to
a peaceful protest because it just did not add up.
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The older people who were leading were not there for the right reasons anyway.
No, I said, two wrongs don’t make a right; you’ve got to think about what you do for
what reason and being a sheep mentality doesn’t work either. If you believe in
something for the good of it, think of the positive way around expressing that opinion by
going and doing the protesting. I said to the Year Elevens at the end of the day that all it
did was portray that it was a negative thing and Cronulla got a really bad name for it
because it wasn’t thought out. It was gung ho, going to do it.
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Interview transcript with Harry’s mother 15/10/06 (HM, Harry’s mother; K, myself the
interviewer)
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When I refer to spirituality I refer to these types of traits… Do you relate any of these to
Harry?
Social problems. Definitely, really concerned about other people in a nice way, not in a
busy body type of way. He’s actually very sensitive to other people within his class and
within his social group and to how they behave. We kind of talk about different
behaviours that he sees and we talk about whether they’re appropriate or inappropriate.
Very much reflecting on what he’s seen. I think its that rationalizing it and trying to come
to terms with it. But also in terms of, I think, I mean we’ve done a lot of things about how
do you think you play with each other, you know what are the right ways to play, what
are the right sounds to make.
From a young age?
From a very young age and that’s been expected as well and I know he’s very
egocentric and that’s the age and stage but trying to get him to see beyond that.
That does shine through. I mean there were kids at his school who get in trouble a bit
and he would see that and go over to them and ask ‘do you want to play with me now’?
He didn’t mind that they had been naughty, but some of the other kids did.
He can almost diffuse things but you should see him with his sister and he’s a pain in
the neck.
Sensitive to purpose in life?
Look its there but it isn’t really strong [sensitive to purpose in life]. I think in terms of
social issues and his social interactions and awareness of diversity, I think that’s really a
key to Harry. I mean you look at someone, he plays with Ross, very sensitive to his
needs and its nothing, its just the way he is. He knows that people are different and that
people have different ways to see, hear and all that sort of thing. Once again I think its
what he’s used to, the environment that he’s been brought up in does make the
difference there. And his experiences and of course Steve and I both work in the area.
Big questions?
Yes big questions. Definitely the big questions. What makes the world go around? Why
does the weather change? We get those in the car. In the car driving between Kiarra
and Willdery. They always come up. And you think where did that come from, or you
shouldn’t know about that. So yes we get a lot of big questions.
Wants to make a difference?
Wants to make a difference. Interesting, we say about our two children, they’re chalk
and cheese. Harry will change the world and Matilda will save it. We’ve always said that
all along. Harry will be out there in your face and he’ll try and make an impact. You
know we’re not saying change the world, but whatever he does hell probably be full
frontal. He’s like my drama queen and reminds me of me when I was a child, go in
boots and all. Whereas Matilda will work, shell do the under stuff. Shell be there but she
has what I call the chip policy, you chip away at what you want and how you do it and
you do it in a way that’s acceptable, whereas I think Harry will be a little bit out left of
centre. Isn’t it amazing how you can slowly just see it.
Capacity to care?
Yep that comes. I mean you can see that in the way that he deals with other people.
Very much so and even with us, he just loves coming up for snuggles. He’s just
gorgeous, they both are.
Curiosity about how the world works?
Yes that comes about with the big question stuff. Its quite often where this eventuates
from. Also knowing how the world, how things function in general. He spends hours with
his dad in the workshop and he’s got his own workshop bench and they spend hours
tinkering away in the workshop and creating these little microcosms of things that occur
everywhere and here he is building them there. And I suppose that’s kind of getting his
head around how things work and that sort of thing.
Values, compassion, love, concern for others?
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Yep that comes under what we’ve talked about, capacity to care, the social issues, the
whole… cause he’s very gregarious and you cant be gregarious if you don’t have good
social skills or good communication skills and he’s highly articulate. And I suppose once
again it’s expected.
Connection/ close to nature?
He has a fascination. A fascination with things. Loves his dog, he talks about animals.
But I don’t know whether we can call that connection. Some kids can be, you know
that’s there be all and end all, their life is. He’s interested as I said, fascinated probably
on how things work. It’s probably a curiosity.
Visualization?
Uses visualization. That’s interesting. Does he? Its something I’ve never really thought
about. I mean I do all the time. I don’t know, I cant answer that. I’m sorry. Cut that one
out.
Reflective, self-observing?
Yes. As much as he can be at the age that he is, and that’s what we’ve got to be
realistic about. In terms of reflectiveness we quite often reflect on things too. Like what
we were talking about before, we might see someone doing something over there well
why do you think they’re doing it. And I suppose I get him to reflect on himself and his
behaviours and what he’s done. We talk a lot about, ‘oh that’s interesting, now why did
you do that and how do you feel it went and what would you do if you had to do it again
and that sought of thing. But this here, self-observing, self-aware, I think they’re all age
appropriate.
Want for solitude?
This one here, want for solitude, when tired. That’s probably about it. Likes always
having somebody in proximity but will go and play by himself.
Concerned about inequality and injustice?
Yes but not to the point where he has a strong view on injustice and equity. He is
concerned about doing the right thing but he knows when he’s doing the wring thing,
and he’ll do it and [word inaudible) reaction. And he’s the first to tell on Matilda and that
comes under this injustice type thing. You know ‘Matilda did this to me’. And we’re just
starting to get that ‘but I didn’t do anything to her’. You know those little lies. And then I
just say truly ruly, you know, do I have to get my extinguisher out, lyer lyer pants on fire.
Feels connected?
Yeah very much so.
Peacemaker?
Can be and that’s what we were talking about in terms of social problems however at
home he’s not. He goes and baits Matilda and knows exactly what strings to pull.
Concerned with human suffering?
Concerned with human suffering, that’s an interesting one. From the perspective of, if I
turn around and say that I’ve got a headache, he’ll go and get me a water or he’ll stroke
my head or come and give me a cuddle. So in terms of family experiencing pain then
he’s in there. Concern with general human suffering I don’t think he’d give a damn. You
know, the big world picture, forget it. Even when things come on the TV. he’s not really
interested. He’s more interested in The Simpsons.
Sense of belonging?
Sense of belonging, very much so. He’s got a sense of belonging to the family, sense of
belonging to his school in particular, his group.
Positive outlook?
Positive outlook, well what else can you say about him. Oh yes, always positive. We
don’t have any negativity, or very rarely, sometimes we have I suppose a frustration
when you can’t do something and you know, I cant do this. I’m giving in, sometimes we
get that.
Joy of creativity?
Yes! Gosh, do you know what I came home to last night! Three roles of sticky tape all
over our balcony and he’d created a spider man spider web. And I had to crawl in and
out and up. It was huge. Always…I mean he’s had scissors, pencils, whatever, since
whenever. In the workshop he’s constantly got boxes and wood and he’s hammering.
Yeah this is just part of his life. He does big stuff, I mean the other day he built this huge
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tyrannosaurus rex out of wood and had his dad with the nail gun, ‘I want it here, here,
here and here’. It was huge. You could sit on it. Its pretty incredible.
Strength that comes through challenge and suffering?
Strength that comes through challenge and suffering. He sets himself challenges and I
think that comes from his creativity. To create something it’s a big challenge for him to
do that and he’ll do it and he will overcome it. Things like he was desperate to go the
entire length of the monkey bars and now he does it and turns back and goes to the
other end. Now he has really worked hard at doing that. It’s been a goal that he set
himself and he’s amazing. Now he just hangs off one arm.
Concern, interest in the circle of life?
Concern, interest in the circle of life, I could sing a little song. Its interesting that one. In
terms of… ill come back to that one. Circle of life… he has a concept of death. A very
clear concept of death. Did I tell you that we had another child in between the two of
him?
Yes, he’s mentioned her once before
Yep, knows all about it. We look at photos, we talk, and he understands it. And he talks
about it, you know, you’re not going to die are you mummy before me? And ill say look,
we have a time. Our time comes but I’m going to be around a lot longer yet. I never tell
him because you just don’t know that inevitability but I never have him think that it could
happen now, that possibility. He does have that concept of life and that there is death,
but what death is he’s not sure, he just knows that, particularly you know like in Layla’s
situation, Layla was alive. He’s seen the photos of her tubes and everything and we’ve
had lots of discussions like what are the tubes for and why does she need them but now
Layla is in her own… he might talk to you about remembering space. We don’t talk
about graves. We had an issue with Matilda about graves and skeletons being in there
and all sorts of … We just talk about remembering spots because its nice to …and we
have a star, Layla’s Star. Has he talked about Layla’s Star?
Yes.
He’s talked about Layla’s Star, the brightest star in the universe. And so we look at it
and that Layla’s Star, and so that’s where.. and we have dogs up there and all of those
sorts of things. So he understands that there is probably a cycle of nature, just like
flowers grow. I mean we do lots of planting and we pick them and then they die and
another one comes. So there’s that back to nature sort of concern. Yeah, it’s an
interesting one isn’t it.
Yeah it’s something that keeps coming up because from a young age it seems there is
this, a curiosity, and their own kind of theories on how it all happens, from a really
young age.
Matilda is the interesting one to talk to about this because she was four, nearly five
when Layla died. But Layla died, my dad died, the dog died, then another dog died,
then grandma died, and this was in a space of two years. And she has this amazing
resilience in terms of death and understanding. And she quite often says to me mum, I
still get very very sad about it but I understand [inaudible]. And you know my attitude is,
hey we could walk outside and get hit by a bus tomorrow, we have no control over our
lives. She used to say when I come back I’m going to be a butterfly, she always had
that reincarnation. But then on the other hand I’ve always talked, I mean we don’t follow
a religion and she was always interested in religion because she had friends from
different religions including Hinduism [boy interrupts to inquire about menus] I actually
bought a book many years ago called ‘whose God is that?’ and we read it together and
talked about all the different Gods and she picked up on the Buddhism and this sense
of reincarnation and she said mum that’s it, that’s it. Pretty interesting at the time. And I
don’t know where she stands now but, which is quite interesting I mean I’d love to know
where she is now.
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Email interview transcript with Natalie’s mother 9/1/07 (Bolded type, interview questions;
normal type, Natalie’s mother)
The following interview occurred over email, whereby Natalie’s mother responded to the bolded
interview questions.
Are there any traits below that you think Natalie demonstrates? Please write examples
next to any that you would like to comment on in relation to Natalie.
• Uses intuition – often. Mostly picking up on people’s moods.
• Sensitive to social problems – yes. Wants to save the world.
• Sensitive to their purpose in life – beginning to be. Often wonders what she
will “do when I grow up”.
• Concerned about inequity and injustice – yes. Especially towards children,
elderly and animals.
• Enjoys big questions – sometimes.
• Wants to make a difference – yes.
• Capacity to care – huge. Always worries about others.
• Curious about how the world works/ functions – sometimes.
• Values compassion, love, concern for others – yes. Concerned about
everyone.
• Connection to nature, close to nature – yes. Loves all nature and wants to
protect it.
• Uses visualisation – yes. Has a great imagination, comes from reading lots I
think.
• Reflective, self-observing, and self-aware – is reflective, but not so much
self-observing. Observes others more.
• Want for solitude – no.
• Concerned about right conduct – always.
• Feels connected with others – yes. Family & friends.
• Peacemaker – apparently so!
• Concerned with human suffering – yes. Wants to help everyone and
everything.
• Sense of belonging – yes. With friends and family.
• Positive outlook – yes.
• Strength that comes through challenge and suffering – has not yet had to
face challenge and suffering.
• Joy of creativity – yes.
• Want for solitude – no.
• Explores self identity – no.
• Interest in God or faith – yes.
When and where do you think Natalie exhibits the types of traits above?
Nat seems to exhibit these traits mostly at home with her family and during car trips. Sometimes
talks about things with her sister.
Considering the types of traits above, which of these do you think Natalie voluntarily
engages with?
Most of the above. However, some seem to be triggered by events she hears about or sees on
TV.
What do you think about the value or importance of these types of traits for children?
I believe these traits are very important in any individual as they foster a more caring and
nurturing adult.
Whose responsibility do you think it is to foster the spirituality of children?
Parents.
In your view what ways does your home and family environment stimulate Natalie’s
spirituality?
Mark and I were raised as Catholics, however we have not been practising Catholics for quite
some time. We do however have a strong belief in God and try to instil in all our children the
importance of being kind to others irrespective of age, race or religion.
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In the classroom and on the playground Natalie exhibited a very caring and
compassionate attitude towards others. Where do you think that concern has developed
from and do you think this has always been evident in Natalie?
Yes, she has always been caring and compassionate. This became more evident when she
started pre-school and began mixing more with other children.
Can you tell me about any ideas or theories on anything that Natalie has had her own
individual thoughts about?
Weird I know, but she once said maybe all the other planets are normal and we are the aliens!
She also commented once that maybe Sophie Delezio survived two accidents because God
wanted her on earth to save the Wales!! Hilarious!!
Natalie mentioned the notion of ‘God’ several times during class and seemed to pay
particular attention during scripture. Is ‘curiosity for God’ or other forms of spirituality
encouraged within your family?
Mark and I encourage a belief in God.
Although she is only young, is there anything in particular that you would like for Natalie
to experience or achieve in life?
We would only hope that she experiences love and is happy and healthy.
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Interview transcript with Zona’s mother 14/12/06 (ZM, Zona’s mother; Z, Zona; K, myself
the interviewer)
The interview with Zona’s mother occurred at Zona’s family home at the dining table with Zona
present.
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The whole idea of my studies is the notion of spirituality and what it is and I’ve used
Howard Gardner, multiple intelligences…
I’m sorry, I’m a scientist.
Rather than just having an IQ they take bodily kinaesthetic intelligence and a linguistic
intelligence, mathematical, logical. So people have different strengths and weaknesses.
One of them he says is the idea of spirituality and knowing who you are and acting
accordingly to that. And so these are just some of the traits of what that might be. And
so Zona just kind of stood out in her class as being someone who was so caring and
just knew who she was.
Oh that’s cool.
So she just seemed an interesting case study. She really stood out especially her age,
like there are a lot of kids that just are doing things for other people, you know being
someone for other people and other people’s expectations.
She is pretty much like her dad because he was doing the same sort of thing apparently
when he was her age.
Some of these things, If you think they relate to Zona say yes and if there is an example
or if something comes to mind. So I’ve got uses intuition.
Let me think about that, uses intuition. I was trying to develop that. I was trying to say to
Zona, things like “don’t annoy your teacher”. Can’t you tell when the teacher is cross or
it is the wrong time to ask questions”. And so I’m hoping that she does. I’ve been trying
to get her to realise that there is a way of picking up vibrations from people. I don’t know
whether that is intuition or not but it helps if you can notice little things about people.
Yeah, so I would say she does.
And you do interact from what I’ve seen. You interact with teachers really well and they
are aware of it too, because they act different to kids as well.
Yes of course.
Sensitive to social problems?
Yes, I agree with that.
This goes for all ages too, “sensitive to purpose in life”.
I don’t think so, I don’t really know if she has got a purpose in life yet. I don’t quite know
about that yet.
Concerned about inequity and injustice.
Yes, definitely. Again because we have discussed things like what we think is fair or not
fair and her own personal experiences; things just are not fair sometimes and you just
have to get on with it.
From a young age?
Yes.
Enjoys big questions?
I don’t even know what big questions are. What does that mean?
It could be like “who am I, where am I going”,
Yeah, yes she does try and think of things like that, yes.
Wants to make a difference.
Yes, we are going to be a lawyer and then we are going to be a diplomat, that is the
latest thing. But maybe we’re not. Well we’re thinking about it but anyway diplomats
have to be overseas type travellers and keep the peace.
Peacemaker?
Yes, most definitely.
Capacity to care.
Yes.
Curious about how the world works.
Yes, certainly is not just concerned with what happens in her own backyard. We look at
the news on the TV occasionally and then the Simpson’s comes on and that’s the end
of that. But anyway I mean for a little bit.
Values compassion, love, concern for others?
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Yes, yes, absolutely.
Connection to nature.
Yes, we try that as you can see, the environment helps considerably, yes.
Some kids just have no concept of that natural…
Well they live in a concrete box and all they have got around them is shops and artificial
lights and stuff and it’s so awful to watch them gravitate towards that. If they haven’t got
anything else they get very… I remember taking a mob of students to the Royal
National park once when it was still raining and there was a rainforest there and I’d
been there before and had lost the awe of it all and I took this kid who was a bit of a
hoon, you know, he had a fast car and all that and he had all his girlfriends hanging on
and all the rest of it. And we got to this place with enormous trees and with big
overhanging branches and just beautiful, this rainforest. And he stood there and he
went, wow; all of a sudden it hit him and he said “this is fantastic, I’m going to come
back here tomorrow with my girlfriend and I’m going to stand here and go wow”. He had
finally seen it, but you know people need to do that.
They don’t often have the exposure to it.
How would you know, you’ve got no idea of that. He had just seen a huge living thing,
monstrous, standing there.
I saw a big difference. I did this same thing in a preschool and the difference in kids and
how they would act to ants and a lizard. For some kids they would just want to kill and
they would get really excited. And then you would have these other kids almost crying.
Others are upset at the fact that someone would want to hurt it.
Reflective, self-observing, self-aware.
I was hoping to avoid that to be perfectly honest. I didn’t want Zona to be too selfabsorbed. But I think how can you avoid that if you are a teenager.
Want for solitude.
No, doesn’t want solitude, no likes people.
Feels connected with others.
Yes.
Motivation from something which gives purpose.
Yes. I’m just trying to think of an example of that. I know it is true. Motivation from
something to give you a purpose. “I am going to do well in History; I am going to study
really hard”. You [looks to Zona across from the table] said that to me yesterday, “I don’t
care how long it takes me to study I’m going to beat that whatever his name is”.
Leon.
So there is that self-motivation for your own goals.
Yes.
Positive outlook.
I hope so. Sometimes it gets a bit down but most of the time, yes.
At school you are very cheery and you light up other people I found as well.
It’s awful being analysed but yeah, it’s true. We’re always very happy. She lights up at
her grandmother’s a lot. She saw grandma this afternoon. She had been away for about
a week maybe and she was really happy to see Zona.
Values creativity.
Yes, most definitely, loves doing all that. We’ve got bits, we put them away but if you
had been here this morning you would have seen all the creative stuff. There other stuff
that has been put away.
Explores self-identity.
Again I haven’t tried to emphasise that so I don’t know whether she does or she
doesn’t. I don’t know.
Interested in right and wrong behaviour.
Yes, absolutely. She has a firm view of that which one is right and which one is wrong
too.
Do you think that has come from upbringing, being taught or something else?
I think she knew, I think it’s innate. I don’t know that I have to reinforce it too much. I can
say “that’s not right” and she says “yeah that’s not right”. She somehow just knows that
it’s not right.
Some kids are like that.
That’s right, her father was very much; he reminds me because he would tell me things
like how he would look after some little kid that was being bullied, because he is a big
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man and consequently he must have been a big boy I suspect. And if the kids were
being bullied they would come to him for help and he would look after them. She is just
a repeat of what he was doing. It’s genetic, being a scientist. I think there is a gene that
says “will be helpful” or “will be a bully”. I’m sorry but I really do think that.
She bullies little kids.
Yes and you have to stop her.
Can I stop her?
Yes you have to.
Little kids see me walking with Sarah in the school and they think I’m a bully too but I’m
only there to protect them.
Is that at high school?
Yes.
She is the bigger girl and looks like her, except she has got straight black hair.
Is she in your group?
Sometimes.
There are a lot of them.
I only hang out with her to protect kids that she bullies all the time from getting beaten
up.
She has problems.
She has problems so she talks to me.
It’s good that you are there for her.
I am just frightened because she is a very strong girl and she has manic episodes. Zona
knows to run being intuitive. I’ve told her “if you are feeling scared just take off”.
Interest in god or faith.
Well I don’t know because I haven’t got one so I don’t know whether she is or not.
Maybe. It’s just weird, I mean my dad’s mother was a migrant from Greece and very,
very religious and she would make him go to church every Sunday to the Greek
Orthodox Church. He was a choir boy and he believed in all that and I don’t know what
caused him to change but he certainly wasn’t religious when we were born. No way we
were going to go to church and no way anything like that. Not that he ever actively
prevented us, he just couldn’t be,
It wasn’t his thing.
That’s right it wasn’t his thing. And so they allowed us to do what he liked. If we really
wanted to go to Sunday school he would have taken us. And that is my attitude to Zona
too. If she really wants to go she can go, I’ll take her; if she wants to get involved, fine. It
is no big deal I don’t think. If you feel it’s good for you go for it. If not, don’t.
It’s funny, some people, just how they look at these things, some people have said that
that overrides a lot of these, as to a motivation to do it. Why they have this care, why
they are sensitive. As opposed to “that is just the way I am” kind of thing.
I guess it is a way of making people in society work because if you haven’t got the gene
that says you ought to be a kind person etc. then something else has got to tell you to
be that way, otherwise is just going to be cut, slash, you know, whatever. I used to once
upon a time think there was no place for religion but now I think there is a very
substantial place for religion, so long as it is not over the top.
People who say to themselves that they have only found their place in the world
because they believe in God; they have found God and that’s why they know they
belong.
That is Peter, Peter of the Afghan department.
That is his purpose.
That is his purpose, works for him, he is a good bloke. Sometimes I admire them, you
know, they are so sure that they are doing what is right, that would be good actually.
I’d like to know, I’m happy every day just to do it rather than questioning.
Yes, it is pathetic to have to question everything all the time, really, you know.
The last one, interest in animals, natural environment.
Yeah, you can see the pussy cat, she is pretty interested in those things, to a certain
extent. When I say to her “it’s your cat and you need to feed it”.
But I made a deal from then on that if you did all the dirty work I would give you
breakfast in bed.
That’s right, I haven’t collected the breakfast in bed yet because she sleeps in and I get
up early. That works, you know, because it’s on the weekend.
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That is a sleep in day.
Yes, sleep in days. That is the only time I can get breakfast in bed because most of the
time we are up and running around.
I will on holidays.
I will keep you to that, you have heard what she said, it is now on tape, you’ll get
breakfast in bed, even if it is one o’clock in the afternoon breakfast in bed. That’s right I
do remember making that deal. I think the food wasn’t too bad but it was the changing
of the kitty litter that was the last straw.
I can’t do it, it makes me feel sick.
I have no sense of smell so I can do foul things and people are falling about
everywhere. I lost it I think when I was doing Chemistry and the professor had a vial full
of cyanide, as in poisonous cyanide and it gives off this gas, which apparently smells
like bitter almonds, whatever they smell like. And he passed it around the classroom
saying “smell this” and when it got to me I’m like [demonstrates a bland facial
expression] and he said “you are a danger” because if I can’t smell that cyanide gas.
When you are doing certain experiments and if something goes wrong it gives off
cyanide gas and you are to smell that and clear the room because you are going to die.
If you can’t smell it then you don’t know to clear room.
There was a chemical that one kid burnt or something and I could not smell it.
Your father who was a smoker could smell more than I could. He could detect the kids
next door who were smoking Pot.
Can you remember smelling things before you did your Science?
I think it is cyclical. I really think that sometimes I can. When I was pregnant I got my
sense of smell back and I was nauseated by everything and I thought if this is what it is
like to have a sense of smell I don’t want it. Do not be a Chemistry teacher; that is why
I’m a Biology teacher because I’m a danger. I didn’t like Chemistry because everybody
that I knew that was a chemist had killed themselves doing stupid things. One of the
lecturers was busy fighting cancers because he was a Biochemist and in the olden days
they were too careless in how they treated chemicals, you know, too casual and they
would sniff the fumes and put their fingers in radioactive stuff and all that and they are
all dead; all of them.
So work hazards.
I remember the first year I was at Sydney Uni walking into the Chemistry Lab the very
first day and smelling the place which reeked of chemicals. But by the end of the year I
couldn’t smell anything. So it definitely was a desensitizing type thing that happened. I
can’t remember what the question was?
An interest in animals. You were talking about cat food.
We got this deal going. So she certainly is interested in the animals. They are very cute
and all that but I reckon she doesn’t love them really, not really.
I like animals but I’m not obsessed with them. Just a healthy normal liking.
If you look after them and if they need it and care for them if they are hurt but not go
excessive.
Those types of things. So looking at those things what do you think of the value of them
for development of children in general or Zona?
I’ve always thought that having an animal is important because you know that
something else is weaker than you but dependent on you; it is there and it needs your
help and they will run away if you don’t look after them. I wouldn’t have a dog because
they are too stupid, they sort of stay with you even if you kick them in the head. So cats
are much more aware of people’s vibes. So animals are pretty important to kids to be
aware of things that are weaker and more needy than they are. What else? Religion,
well I don’t think it is important. It is certainly not important for us but it might be for other
people.
So you said reflective, self-observing, self-aware.
Because I don’t like people to be too, I don’t like people to be too introspective and too
concerned with how they are, because you can get too critical of yourself. It is too easy
to find fault in yourself. So I tend to think it is better to concern yourself with other
people. You don’t have to forget about yourself. I’m not saying that, I’m just saying that I
don’t think we should be self-obsessed to exclude everybody else. She certainly spends
enough time in front of the mirror when we go out just to make sure she looks all right
but we all do, you know.
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The cat in Red Dwarf who is attracted to the mirror.
The story goes that the character in Red Dwarf are woken up after a billion years,
Suspended animation, a hologram, and a person has evolved from a pet cat. He loves
mirrors and every time he gets near a mirror he has to stay there forever admiring
himself in the mirror. Zona says every time she passes the mirror she has to stay and
look at herself. I don’t think that is quite true.
And you must get these curls from your dad.
Yes, most definitely. When I met him he had an Afro. He is up there in the montage up
there. If you take that off the wall; maybe you had better have a look. It is very difficult to
get it back on the wall again. The beard went grey before his hair which is remarkable.
She looks so much like her dad. Zona hasn’t got his beard of course. If you took his
beard off him they are pretty similar.
Every time they see me they say you look more like your dad. A lady came up to me
who I had never met and she said “you are Colin’s daughter”. I said “yeah but I’ve never
met you before”. It’s like somebody came up to me and she didn’t even know me but
she knew who I was.
How could you not.
There is definitely a likeness.
Any more of those that you think are important or that you kind of maybe tried to
develop.
Certainly the intuition, I’m very big on intuition. It saves you a lot of problems if you can
just work things out before they happen and get out of the way or do things.
It’s an important skill I think and some people just have no idea.
It’s funny isn’t it? The inequity and injustice is pretty important for Zona too, like she
comes home and says “that person is doing something”, a teacher mostly, doing
something terribly unfair; keeping you in when it’s somebody else’s fault, that sort of
stuff. I don’t know about the big questions, I don’t know about that. The capacity to care
is pretty important. I try to emphasise that because otherwise you spend too much time
looking for self-gratification or something and then not worrying about other things that
might be more important. Solitude, I’m trying to develop a bit of ability to want for
solitude but it doesn’t happen because Zona really wants. I said to Zona “would you
have liked a brother or a sister” and she said “no”. I said “are you sure” because that
would have taken my attention away. But I’m sure she would have. I’m sure she would
have been very good.
No, I didn’t want a brother or sister.
You are not going to get a brother or sister so don’t panic. I still think that you like
people so much that you would not have found it as tough as you think.
Sometimes.
But you like to have your mum, we know. Peacemaker, we have already said that is
important. Creativity is very important. When we are in front of the TV, we are not there
doing nothing, we are in front of the TV creating.
Tapestry and things.
Yes, that is what her father used to do too. He is doing his craft work and she is doing
her craft work and they are both watching TV and I don’t know how they do it because I
get eye strain. I can’t watch two things at once but they can. So creativity is pretty
important for Zona.
Whose responsibility do you think it is to develop these traits in children?
I don’t think it has got much to do with their teachers, although they can certainly help.
But I think the responsibility is with the parents, because you can’t rely on having the
Miss Nichol’s of the world.
There’s a lot that are not like Miss Nichol’s.
Yeah, so I reckon it is the parent’s responsibility to do the best they can.
That is all I need to ask.
Cool, good.
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APPENDIX G: EXAMPLES OF CHILDREN’S WORK SAMPLES

Please see print copy for Appendix G
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APPENDIX H: EXAMPLES OF CHILDREN’S JOURNALING ACTIVITIES

Please see print copy for Appendix H
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APPENDIX I: OVERVIEW OF CATEGORY BUILDING USING THE
GARDNER (1999) FRAMEWORK
Theme 1: Spiritual as concern with cosmic or existential Issues
A label: Who am I?
Definition: The search for meaning and purpose concerning one’s identity
Description and examples
Understanding from others.
• Everybody thinks that you’re not worth it. Because I’m the youngest in the family if I
have opinions, they won’t listen (Nemme, 2003).
Understanding through self-reflection
• If you believe in yourself you can do whatever you want to do just like how Rowan (book
character) climbed the mountain and became a hero (Nemme, 2003).
Theme 1: Spiritual as concern with cosmic or existential Issues
A label: I and others in the world?
Definition: The meaning one associates with their relational role in the world
Description and examples
What is the world and what part do I play in it?
• So many of my friends are so clueless. They don't know what they want to do, they
know what they're supposed to do. They don't know how they feel, they know how
they're supposed to feel. And here I find myself in a group of people going through all
my same stuff, and although I don't have the answers to all questions, I find myself
feeling like everything is perfect and right.... (Kessler, 1999).
What is the nature of my relationship to the wider world and to beings who lie beyond our
comprehension like gods?
• Maybe if you have no religion you end up being more religious (Coles, 1990)
Sense of belonging – social
• I drew my family because they will always be there for you every single second of every
single minute of every single hour of the day. It doesn’t matter what choices you make
they will be there, the people that have been there all the time (Nemme, 2003).
Interaction and experience with one’s environment or natural world
• Our people are here to wait until the time comes that no one hurts the land; then we will
be told we’ve done our job (Coles, 1990).
Relationship to the supernatural world
• Everyone has someone watching over you so you don’t have to worry (Coles, 2003)
• We become birds when we die. We just fly away (Coles, 1990)
Yearning for deep connection with others (Kessler; 2000; de Souza)
Theme 1: Spiritual as concern with cosmic or existential Issues
A label: What matters to me
Definition: Reflecting a stance towards what is felt to matter. May encompass a move from a
self-centred emotion to an experience of value which rises above personal concerns.
Description and examples
My values
The activities that are important to me
Theme 1: Spiritual as concern with cosmic or existential Issues
A label: Who will I be?
Definition: Wonderings and ideas concerning future identity and future role/s.
Description and examples
Consideration of future goals
• I can actually achieve my own goals like Rowan (book character) did.
The book is about facing your fears and to show and prove you can achieve what you
set out to achieve (Nemme, 2003).
What life experiences will I strive for?
• I want to go to University like my cousin (Nemme, 2003).
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Theme 2: Spiritual as achievement of a state of being
A label: Personal SOB
Definition: Personal and sensory experiences that motivate or result in the experience of state
of being.
Description and examples
Silence and solitude
• I like to take time to go within myself sometimes. And when I do that, I try to take an
emptiness inside there. I think that everyone struggles to find their own way with their
spirit and it's in the struggle that our spirit comes forth (Kessler, 1999).
Joy and delight
• It was my science teacher who awakened my spirit. He conveyed a sense of awe about
the natural world that would change me forever (Kessler, 1999).
Creativity
• Something happens to me in pottery class-I lose myself in the feeling of wet clay rolling
smoothly under my hands as the wheel spins.... No matter how difficult the day was,
pottery makes every day a good day. It's almost magical-to feel so good, so serene
(Kessler, 1999).
The presence of nature
• When I get depressed, I go to this park near my house where there is an absolutely
enormous tree. I go and sit down with it because it feels so strong to me (Kessler,
1999).
Theme 2: Spiritual as achievement of a state of being
A label: Traditional SOB
Definition: Employing traditional means with the intention to experience a state of being
Description and examples
Practiced transcendence
• I try to practice being present-that's what Buddhism has given to me that I really
cherish. It's really the most important thing to me now (Kessler, 1999).
Theme 3: Spiritual as effect on others
A label: Effect on other
Definition: The individual exerts on others some sought of effect
Description and examples
Effect through the individual’s activities
Effect through their sheer being
Theme 3: Spiritual as effect on others
A label: Effect on me
Definition: The effect which others have on the individual
Description and examples
Individual feels more connected with themselves, their ‘God’ or the cosmos as a consequence
(May lead to State of Being Strand)
De-emphasis of self - Inspired by others to be ourselves for ‘something’ greater than the
individual
Urge for transcendence
• I’d just like to have the courage that Bernadette has in the movie (Coles, 1990)
Yearning for deep connection to others or to a better global
Individual is effected in a way that drives them to explore existential issues
• Her (mother’s) dying forced me to find myself, to really dig deep, to sort our what’s
important (Sinetar, 2000).
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APPENDIX J: EXAMPLE OF FLOW CHART
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APPENDIX K: EXAMPLE OF ANALYSIS MATRIX

Theme
Positive
outlook

Positive
Outlook
Positive
outlook

Primary Data – Concern for Existential Issues: Values Sensing
Delight & Despair
Sub-theme
Supportive evidence
Positive
• Natalie: ‘If you’re always angry you can never be happy you’ll just be all
outlook
cranky and you’ll just be mean to everyone’ (5/9/06).
• During maths groups children looked at probability. Children asked: ‘What
is something that is certain’. Eli: ‘have a good day’ (2/5/06).
Curriculum
• Songs employed – for example, The sun is a very magic fellow
Appreciation

Positive
outlook
I-Other

I-Other
celebration
In class appreciation
for teacher
or each
other

I-Other

Family caregivers

• During reading groups Sardini the Lucky Bird text - children asked: ‘Why
are you lucky?’
Harper: ‘I guess I am’
Jacklyn: ‘Very! Because I have nice friends, a very cute doggy, a little
house Jacklyn knew why she was lucky and could quickly identify.
• Hayley: ‘I have a big huge room. It’s the biggest in my house. And I have
a dog and a cat and my own fish. We live in a little house like Charlie and
the Chocolate Factory. We might be moving to Tassie which would be a
dream come true and I’d get a horse there’ (Field notes, 12/9/06).
• Delight through the celebration of others (Mother’s Day, Somebody going
away, birthdays)
• Ellie began to cry whilst sitting on the carpet because Mrs Harrison was
leaving for a two week holiday in the United Kingdom. ‘Oh no don’t you
start or else I wont be able to stop,’ said Mrs Harrison and the class
began laughing together (22/8/06).
• Upon Mrs Harrison’s return from holidays the class lined up and
organised each other to be quiet, wanting to impress. Big smiles, ‘I can’t
wait’, ‘Mrs Harrison is coming back!’ Jason has made a ‘welcome back’
card and a little paper man. The class clapped his efforts. Eli has created
a pirate hat and a macaroni shaker, Iris painted a card which stated: ‘I’m
glad you’re back to 2/3H’, Rebecca’s card stated: ‘I missed you very much
and so did the class’. Chloe’s card stated: ‘welcome home to 2/3H and
also you’re funky and you love fashion love Chloe’. Another stated: ‘You
are the best teacher in the world’. In reply, Mrs Harrison stated: ‘And I
missed all of you so much! When I was away I missed the ocean to . You
miss it you know when you’re away. We live in the best place in the world
here. We’re very lucky…I brought you all back a little something’
(cellophane and ribbon wrapped gifts including a coin from England,
chocolate cupcake, pencil). The class voted on which present to give me.
I was asked to close my eyes as they decided – element of surprise,
making the situation special for others (19/9/06).
• Around the 2/3H classroom there were more than twenty cards and notes
written by children as a sign of appreciation and admiration for their
teacher.
Ultimate Goodness
• Mrs Harrison: ‘On Sunday it’s a special day’. Children discuss the day
being Mothers Day. Children asked to write a plan for their descriptions.
As a class they record adjectives on the board to describe their mums.
Ralph: ‘Generous, she’s really nice and gives me lots of things’ Felix
again referring to something with a material object answer.
Mrs Harrison: ‘Do you have to be able to see them? What if she gives you
lots of hugs?
Natalie: ‘Helpful, helps me with lots of things’.
Hayley: ‘Creative, talented, fit’.
For the independent activity children asked to complete the statement ‘my
mother …’
Ryan: ‘Has a wonderful singing voice. Has rules, but we get surprises’.
Jacob: ‘Makes websites, listens to music’.
Harper: ‘Librarian. Her beautiful voice makes me feel good’.
Chloe: ‘Reads books, play piano really well, makes cake, warm beautiful
smile’.
Amy: ‘Works and tucks me in and cuddles me, kisses me goodnight.
Because I love her I feel good inside when she does and I feel like I’m
going to be safe and I know I’m going to have a good night’ (9/5/06).
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APPENDIX L: SPIRITUAL TRAITS LIST

Uses intuition
Sensitive to social problems
Sensitive to their purpose in life
Concerned about inequity and injustice
Enjoys big questions
Wants to make a difference
Capacity to care
Curious about how the world works/ functions
Values compassion, love, concern for others
Connection to nature, close to nature
Uses visualisation
Reflective, self-observing and self-aware
Want for solitude
Concerned about right conduct
Feels connected with others
Peacemaker
Concerned with human suffering
Sense of belonging
Positive outlook
Joy of creativity
Strength that comes through challenge and suffering
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