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Abstract

Cora O' Farrel/l

An expl or at i cexperiences of h prédcess vehicH psovides
opportunities for spiritual expression and development.

I nternational research studies of chil dr
potentialof children and the importance of nurturing such poterfagitituality has a

vital personal, social and political function and recent policy documents relating to
childrenbés development in Ireland, pl ace
spiritual capacities for their wellbeing. The implementationuathsrhetoric however

is not always visible in practice. The purpose of this study is (i) to explore the spiritual
characteristics exhibited by Irish primary school children and (ii) to elicit their views

with regard to a process which provides an oppastufar the nurturing of their

spirituality. The | andscape of <childrenbo:
wi t h |l iterature on foundati onal studi es
surrounding attending to the spiritual with children in aostltontext, approaches to

nurturing <childrenods spirituality, and t

development. Rooted within a critical realist ontology and a constructivist
epistemology, the study implements a case study research design.R&odis used

as a tool for providing a setting in whi o
the spiritual domain can be observed, interpreted and reported upon. Data collection
took place in two primary schools and involved individual and fgrasp interviews

following a series of Godly Play sessions. Template analysis was used to inductively
identify themes in the data. The rationale for situating this study within the context of

a JudeeChristian understanding of the transcendent is outlimed ethical
requirements are adhered to throughout the research process. Grounded in the research
participants® own experience and percepti
the literature in terms of the spiritual characteristics exhibitedhéset Irish children,

the sense of secrecy regarding their relationship with the numinous and how they
grapple with issues of an existential nature. In addition, the findings indicate that
children value engagement in activities of a spiritual nature. Sthidy adds to the

bank of knowledge on childrendés spiritual
Irish context. It complements other research projects that engage with the voices of
children and so contributeggmento a full er p

Vil



Chapter 1

Introduction

1.1 Introduction

This study details an exploration of cf
provides opportunities for spiritual expression and development. prbeess

employed in the research was Godly Play, which is recognised as a methodology that
nurtures childrenbds spilrNye a089; Hydea20Ec i t | e s
This chapter presents an overview of the background to the study, commencing with

its rationale and scope which include a consideration of the impetus for the research;

the aims of the study: its delimitations and limitations; abdef overviewof Godly

Play. It then outlines the research design and includes a profile of the research
paticipants and settings. The chapter concludes with an overview of the layout of the
thesis and a synopsis of the contents of each of its chapters.

1.2 Rationale and Scope of the Research

The rationale for t he r eseamnscareligiosls r oot e
educator. Each year while teaching a course on Catholic liturgy and sacraments to
student teachers, the researcher has asked the students to state their position with
regard to whether or not preparation of primary school children focelsdration

of the sacraments of Reconciliation, Eucharist and Confirmation should be removed
from the primary school setting. Given the level of negative media attention in
relation to time devoted to this practice and the declining numbers of practising
Catholics in Ireland, one might expect that participants would vote to remove such
preparation from the primary school. On the contrary, the vast majority of these
young adults opt to retain preparation for the sacraments within the school day. The
merits and demerits of this position, although interesting, are not the subject of
discussion here but rather the sentiment expressed by many students in their
rationale for adopting such a position. They describe their own home contexts as
places where matterd a spiritual nature were not attended to and that without the
input and facilitation of theschool;they feel that they would have lost out on a

valuable part of their nurture. Some us¢



being disrupted if the scbhbno longer has a role to play in their formation and it is

clear that they valued opportunities to engage in such spiritual formation during
their time in school. These opinhcens res
as a primary school teacherpdy Play trainer angparent who witnesses children

readily engaipg in activities which support their spiritual development.

The immediate voice of children is missing from both perspectives above and also

from the majority of discourse relatingto his chi | drends spiritua
The dominant voices are those of adults seeking to either assert the place of
spirituality within an educational setting or those who are opposed to any type of
spiritual formation occurring in schools. Approaches to gpeitual or religious

lives of children are predominantly determined by adult opinions alone which are

built on adult concepts, adult rationality and adult experience (Dillen 2014). Some
adul tsdé experiences are of ationandhtdegct ri na
may base their assertions on recollections from their schoo] ehe@ystaining the

perception that such an approach still endures. Some are consequently critical of the

place of religious education in schools and often call for its remavat east a

change of approach in the manner of its delivery.

Religious Elucation(RE) has occupied a privileged position in the Irish primary
school curriculum since the inception of the national school system (Hession 2015;
Renehan 204). However the nature &E is currently being challenged against the
backdrop of changed demographics andhortage of school places (Coolahan,
Kilfeather and Hussey 2@). Calls have been made for a reduction in the hours
dedicated tdRE and some favoua move towards a phenomenologicapeach to

RE. The positioning of formative and phenomenological modes of religious
education in such binary opposition is overly simplistlackson2009) and this
study operates from a paradigm which views religiouscation as being neither
wholly phenomenological or purely formative, but rather operating along a

spectrum.



As attested to by the student teachers above, the spiritual and religious dimension of
children attending schools under denominational patrohagebeen attended to
even when such attention may not have occurred at home. A suspension of
formative components in school in favour of @urely phenomenological
methodology may not be sufficient to adequately address the spiritual needs and

preferencesfgorimary school children.

1.2.1 Aims of the Research

The primary purpose of this study is to give voice to children and to conduct an
exploration to ascertain if the sentiment expressed by many of the student teachers
and the resear c haerrdlectedoiwthe vigwsrof & pohart mih
primary school pupils i.e. to see if primary school children value opportunities to
engage in experiences of spiritual formation in schadl not just a purely
phenomenological approaciihe research also seeks describe some of the
spiritual characteristics exhibited by the research participants and to investigate
how these relate to children from other jurisdictions as chronicled in international
literature. The following are some of the questions which tseareh seeks to

address:

0 Are there children in the sample population for whom this way of working

is satisfying?

O«

Are there children in the sample population for whom this way of working

is not satisfying?

(@]

Are responses in two different research siteslaii

O«

Are there noticeable differences in levels of engagement between children
from families where spirituality or religion is important, and families where

it is not?

O«

Is it possible to glean from the data whether Irish children exhibit similar
spiritual daracteristics to children who were participants in empirical

research in other jurisdictions?

In short, the purpose of the research is twofold. It intends to

3



0 give voice to children about the value they ascribe to activities of a spiritual

nature

(@4

descibe the spiritual characteristics exhibited by the cohort of children

involved in the study.

1.2.2 Significance of the Study

Many studies of childrendés spirituality
1990; Hay and Nye 1998; Hyde 2008; Hart 200Bampagne 2003) but there is a

dearth of such research in Ireland. It is hoped that this study will contribute to an
understanding of the characteristics of the spiritual potential of Irish children. It is

also an aspiration of the research to contribotedeébates concerning different
forms of REf r om t he perspective of Ilrish chil:

they attribute to a process which nurtures their spiritual potential.

1.2.3 Limitations and Delimitations

A possible limitation of the resedravas bias since the researcher was heavily
invested in the process of data collection and analysis. According to Stake (1995),

i n order to remain aware of oneds bias;
examination is of the utmost importance. Thiaswachieved in the research by

means of reflective records maintained by the researcher throughout the process.

A further possible limitation is the relationship which was built up between the
researcher and the children as she engaged in Godly Play sessions with them over a
lengthy period. The children mayave feltthat they should produce the answers

that will please the researcher. In order to counteract this, the researcher will ensure
that the space is safe for the children to express their views. Indeed this is an

essential tenet of Godly Play.

There wereother limitations to the study which emerged as a result of the timing of
data collection which coincided with hectic times (December and June) in the host
schools, with activities such as concert preparations, testing and graduation

ceremony rehearsals etdl making it difficult to acquire suitable times, which also

4



slotted into the work commitments of the researcher. In addition, the layouts of
some of the classrooms which were made available to the researcher were not very
suitable for Godly Play and themwas a variation in teacher commitment to the
study. Finally three research participants left the school before data collection took

place.

The research is delimited to an exploration of the spiritual characteristics exhibited
by children who are pulsi in two Catholic schools and who partakeRE classes
in those schools. As such, it does not include children who opt out of Ca®iblic

classes.

1.2.4Godly Play

Godly Play was chosen as the principal tool in the research for providing a context
where the spiritual capacities of children could be obsergadly Phy is an

approach to Christiareligious e@lucation which was devised and developed by Dr

Jerome Berrymam the 1990sBerryman describes Godly Play as invitation to

come and play with God aide says that it provides a
t hat can awaken us to new ways 1lopf7).seeing
Gody Play provideschildren with a language to seek meaning in lifes used in

churches, schools and other settings throughout the wéwd.a teaching
methodology it can hold the tension between maintaining the teaching of the
Christian tradition while at the same time honouring the agency, enquiry and

creativity of children.

The researcheas an accredited trainer of Godly Play dmabk extensive experience

utilising the methodology in a number of different settings. S8o®gnisedits

suitability fortappingi nt o c hi | dr e n 6irsa nsapnerrapptopriaté to p ot e n
the task of this research projeghe conducted numerous Godly Play sessions with

children throughout the period of the reseamvhich involved her visiting

classrooms anéngaging with stories from scriptuvgth children Ead of these

sessionstypically lasted for approximately an hownd they provided the



foundations upon which the entire process was bAifuller description of Godly

Play andts essential elements contained in the literature review of this thesis.

1.3 Research Design

1.3.1 Ontology and Epistemology

The research is situated within the ontological and epistemological underpinnings
of critical realism. As such its ontological perspective is critical realism and its
epistemological viewpoint is thaif social constructivism. Critical realism was
chosen for its capacity to navigate the terrain between a robust realist ontology
which a theistic worldview encompasses, and honouring the innate spiritual
capacities of children to engage in their own wathvein invitation to respond to

the Christian story.

1.3.2 Methodology

The methodol ogy employed was a O6coll ecti:
study as a strategy was deemed to be most suitable for thercresgnce it

facilitates an irdepth ep | or ati on of a case over a | o
collective model of case study assisted the researcher in clarifying the issues which

were the focus of the researich. the spiritual characteristics of the children in the

study and the value theyt t r i buted to the Godly Pl ay
model also allowed for the research to be conducted in more than one setting. Case
study design employs multiple sources of evidence which are especially suitable

when working with children, in ordgo provide as many means possible for the

children to express their opinions.

1.3.3 Data Collection

The research was conducted over a three year period and was situated in two school
contexts. The two schools were chosen because of their similaotyet@another.

Both schools are urban schools; both are schools under the patronage of the
Catholic Church; both have designated disadvantaged status, both are mixed in
terms of gender; both have a heterogeneous school population with children of

6



various ethic and religious backgrounds; both are innovative with a range of
exciting projects in operation in their schools; both schools are welcoming of

researchers.

Three distinct phases charactedisiee data collection process of the study: Phase
One was theilot phase and took place in June 2013. Phase Two occurred during
the school year 2013/2014. Phase Three was conducted in the 2014/2015 school
year. The research process was an iterative one with each phase informing the next.
The movement from Phase OtePhase Three was one of going deeper into the
material and working with a priori themes i emerged during each phase.
Tables 1-3 provide an overview of the three phases and include the purpose and
process of each phase, as well as the participants involved at each phase and the
mode of data collection.

Phase One

To check the viability of the research
Purpose

To gleanteacher8perspectives of the process of Godly Plg

- Two classes of children in School A (4th class, aged1)0
Participants

The researcher visited the classes over a period of three

Process consecutive weeks during June 2013 and conducted God
Play sessions with each class
The two class teachers were interviewed after the three w
Interviews with the two class teachers

Data

Collection | Researcher's own observation notes

Table 1: Phase One of the research



PhaseTwo

To investigate the value childrentr@ute to Godly Play

Purpose :
sessions

To observe spiritual characteristics exhibited by the child

o One sixth class (212 year olds) and one second clas8 (8
Participants year olds) in School B

The researcheiisited the classes between November anc
Process June 20122014 and conducted ten Godly Play sessions
each class.

Two sessions were conducted witkils class during which
the children were invited to write about their experience ¢
Godly Play

Data Survey

Chil drenbés writing
Conscience Alley drama technique
Focus group interviews

Collection

Table 2: Phas@&wo of the research

Phase Three

Purpose To facilitate more irdepth investigation of the spiritual
characteristics exhibited.

Participants| Two second classes in School A

Two third classes in School B

Process The researcher visited the classes between November &
June 2014015 and conducted ten Godly Play sessions \
each class.

Data Focus group interviews

Collection | R _
OFreed Godly Play session

Table 3: Phasé&hree ofthe research



1.3.4 Data Analysis

The form of data analysis which was utilised to analyse the data was Template
Analysis (King, 1998). This approach allows for a good aédlexibility in the

data collection and its identification of a priori themes and emergent themes was
very suitable for the different phases of the research. King describes Template
Analysis as being an iterative process where revisions are made eamduivhere

the project is modified as it progresses. This flexibility is consonant with the

process which the study required.

1.4 Layout of the dissertation

This thesis contains six chapters, each of which addresses a different aspect of the
study. Chapteonehas provided the background to the research and an overview of
theresearch process.

The Literature Review is presented in two chapters:

Chaptetwoad dr esses t he emergence of the <chil
such as the United Nations Convention on the Rights of the Child as well as the

field of Childhood Studies. It also includes an exposition of the policy context in

relation to children in Idand and explores the soedoltural context within which

Irish primary school children live.

Chapterthreee x pl ores the | andscape of childre
exposition of foundati onal studiebae of <ch
surrounding the place of the spiritual within education. The chapter then moves
more specifically into the area of <chil d
religion and concludes with an overview of Godly Play, the approach which was
usedin this research to create an environment where the spiritual capacities of

children could be observed, reported upon and analysed.

Chapterfour details the research design process. It explains the ontological and
epistemological underpinnings of the radh. It charts the decision making

process concerning the choice of case study as an appropriate methodology and

9



details the methods for data collection and analysis. There is an also an overview of
ethical issues in relation to the research and the ehaphcludes with an outline of

the data collection and data analysis procedures.

Chapterfive presents the findings of each phase of the research process. The three
phases are presented in chronological order and each is followed by a discussion of

the indings from that particular phase.

Chaptersix beginsby addressing the questions which were posed from the outset of
the researcbutlined in Chapter 1t then gives an overall summation of the

research process. It moves on to suggest how the studipoted to the academy
andproposes some directions for future research.

10



CHAPTER 2

Reviewing the Context

2.1 Introduction

This chapter addresses perspectives of childhood of relevance to the study. It begins
by tracing key catalysts in privileging the voices of children in research. This

i ncludes a consideration of i nternation
emergencef a new sociological paradigm for the study of childhood. The policy
context within Ireland is addressed and the level of attention paid to the spiritual
domain of childhood within policy documents is considered. Prominent Irish
research projects whichivg voice to children in spiritual matters are next
described. Then the soetultural backdrop to the research is outlined. This focuses
on issues of relevance to the study such as religious identity and the educational
context. The chapter concludes byoyiding an overview of religious education

(RE) in primary schools in Ireland.

2.2 Emergence of the Child’s Voice

How we are seen determines in part how we are treated, how we treat others
is based on how we see them; such seeing comes from repiiesefdger
1993 p. 1)

Christensen and Prout (2005) use Dyerds
representations of children in the past have happened on their behalf rather than by
themselves. Children have had little or no influence over their own social
representation andheir lack of visibility and muteness in social and cultural studies

have often been obscured by their centrality in western culture (Christensen and
Prout 2005, p.43). However cultural and political understandings of the nature and
needs of children in saty have undergone significant change over the past few
decades resulting in the emergence of a
bearing citizen and one whose voice should be heard (Woodhead 2005).

2.2.1 United Nations Convention on the Rights dhe Child

The United Nations Convention on the Rights of the Child (UNCRC 1989) can be

viewed both as a catalyst and an expression of this new perspective. The UNCRC is
11



a global movement for the empowerment of children which was adopted by the
General Assmbly of the United Nations in 1989. It is a treaty consisting of-fifty

four articles which provides guiding principles for the accordance of certain rights

to children. Although it wasot the first convention or C
rights, and thee have been others since, it is recognised as the pivotal proclamation

and is the single most ratified of all UN conventions (Gearon 2006, p. 196). It is the

first international human rightsistrument to recogresexplicitly the civil rights of
children(Interagency Working Group on Childreno
The UNCRC is underpinned by four guiding principlpsotecting children against
discrimination; acting in the best interests of children; guaranteeing the right to
survival and develapent; and giving voice to children. All articles in the
Convention fall under the remit of one or more of these principles. The following
articles which privilege the voices and opinions of children are of particular

relevance to the present study:

0 Atrticle 12 which gives children the right to participate in decisions which

affect them

O«

Article 13 which provides children with the right to freedom of expression

(@]

Article 14 which gives them the right to freedom of thought, conscience and
religion and the freedo t o mani f est oneds religi
manner.

Recognition of the potenti al i mits of ¢

5 of the Treaty:

The State has a duty to respect the rights and responsibilities of parents and
the wider familyor others involved in the upbringing of the child in a
manner appropriate to the childods evol

Some argue that i f the increment al nat u
recognised, there is potential to limit the capaoityhildren to creatively express

their own agency in certain instances (Smyth, Lyons and Darmody 2013; Kilkelly

2010). This points t@ tension between respecting the wishes of parents while at

the same time allowing children to have their say in issues which affect them.

12



The teaty espouses a holistic view of children and three articles are cited as being
important for the spiritual webeing and development of children. These articles,
17, 27 and 32 pertain to children having access to appropriate information for
themselves; having the right to an adequate standard of living; and being protected
from economic exploitation. In this sexghe spiritual development of the child is
connected to the material, physical needs of the child. Schweitzer (2005) is critical
of the disconnection from the educational endeavour (which had beersithe of

t he UNCRCO s p r182d eGerewa sOmaration brh Brotection de

| 6 e n)famdnhe guestions why such an essential aspect of human development,
i.e. spirituality, is acknowledged in general but denied or at least neglected for all
purposes of education (p.105). A further criticism which isetimes levelled at

the UNCRC is the nemvolvement of children in the final construction of the
treaty. This has led Hill and Tisdall (1997) to suggest that it remains very much
Owhat adults think childrenés r3)ghts shoi

Nonetheless the concept of childhood delineated in UNCRC signalled a
fundamental change with regard to how children were viewed at that time. Such a
change was transformative, as it flowed counter to traditional adult/child and
teacher/pupil hierghies (Waldron and Oberman 2016). It represented a movement
from a view of children as the Oproper
regarding them as developing citizens with their own rights which need to be
recognised (The Children's Rights Alliance99Y). Consequently a better
understanding of children as valued participants in their families and communities
began to emerge (Hart 1992). The UNCRC has been a vital instrument in ensuring
that children today are heard in relation to all sorts of issu@gding opinions in
matters of teaching, health, family separation and child protection. Children now
have more opportunities to express their views and to shape their experiences than

ever before in history (Adams, Hyde and Woolley 2008).

2.2.2 Childhood Studies
At the same period during which the UNCRC was adopted, Childhood Studies, a
new sociological paradigm for the study of children and childhood, was beginning
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to take shape. The nomenclature of this field is addressed differently by various
writers but the more inclusive definition favoured by Woodhead §p@&0the one

adopted hereThis definitione ncompasses both the study o
of 6childhoodd. Childhood Studies was a
the child in scholarship and it garnered
including sociology, psycholfy, education and theology (Greene and Hogan

2005). Prior to this, from the turn of the twentieth century, the discipline of
psychology had dominated the field of studies of children and the influence of
developmental psychology in particular was immeMeddhead 2009). However

an increased dissatisfaction with the assumptions and methods of mainstream,
developmental psychology led to the emergence of this different lens through
which children and childhood were viewed. Instead of children beingljees of

study and viewed apassiverecipients of knowledge, it was recognised that

children areactive agent# their own right.

Prior to the emergence of Childhood Studies most disciplines in the arts,
humanities, social and medical sciences, althougihcadedging the need for a

specific focus on children, failed to perceive children as a separate social class or
conceptual category. Children were viewed as occupying a transitory stage on the

way towards future adulthooda s O becomi ngs@gsdHathenzehan?2
contrasts this deficit in scholarship with the commercial arena within which

childhood was readily recognised as a distinct market (p.182).

As well as conceptualising childhood as a distinct social class, another major
motivation for tle new academic field of Childhood Studies was to give voice to
children. Qvortrup (2009) highlights how the voices of children had been largely
underrepresented before and perhaps even repressed. Understandings of the child
were almost exclusively constted by adults (Lenzer 2000, p.185). Within
Childhood Studies the voice of the child emerged as a dominant driver of research
and it became manifest along a continuum which, according to Shier (2001), ranges
from listening to children, supporting them inpegssing their views, taking their

views into account, involving them in decision making processes, to children

14



having power. An emphasis on qualitative research accompanied this development
(Fronescited in Smith and Greene, 2014

Critical analyses ofgiving voice to children have arisen in the work of James

(2007), Komulainen (2007), and Mazzei and Jackson (2009). These analyses are
outlined in an article by Spyrou (2011) who suggests that instead of detracting from

the value of c bh, dclhowedgingand reflectng onrthe sitaated
character of c¢childrends voices and their

more productive ways of producing and r e|

A further pillar of Childhood Studies wdlse impetus to encourage a more holistic
understanding of children and to overcome potential disciplinary fragmentation of
research concerning children. Lenzer (2000) is critical of a single perspective on
childhood, whether it comes from the humanities soiences, because it is
considered to be incomplete:

We cannot arrive at a comprehensive understanding of children by simply
accumulating, aggregating or adding up segmented findings frorxflarigr
variety of inquiries in the various disciples (p. 183)

While this interdisciplinary thrust became a hallmark of Childhood Studies, one of

the disciplines which seems to be lacking in engagement with others, is that of

childhood spirituality. Boyatzsis (2003) conducted content analyses of several

sociatscierce outlets (journals pertaining to social science research on religion, as

well as major databases in psychology and sociology) over a six year period to

ascertain how much scholarship was devoted to religious and spiritual

development. He found that thesas a serious neglect of the area and he called on

researchers to rectify the imbalance between the place of religion in human

development and the attention it receives in social science scholarship (p. 216).

King (2013) also points to the fact that ewsithin the vast literature which is

specifically focused on spirituality its

numerous and are often not even listed in classic, core texts (p. 4). In an edited

compilation,Key Thinkers in Childhood StudieReflections on the Making of a

Field, prominent activists in childhood studies were interviewed about their work

(Smith and Green, 2@) . A myriad of di fferent field
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thinkersodé e.g. chil dr en 6 sal jasjce,nmedicine, p hy s i
architecture. However a notable absence from the many themes and subjects
encompassed in their respective studies
clear from the literature review conducted for this thesis that muemattonal
research has been conducted into childr
prominent inclusion in the broader context of spirituality and Childhood Studies

literature.

2.3 The Irish Policy Context

As detailed above, the UNCRC has led to ange in focus from viewing children

as objects of concern, to active participants in their own lives. It has impacted on
policies and practices at national levels (Devine30i 284). The impact in

Ireland, coupled with a move towards privileging the voice of children with regards

to their spirituality and religiosity, is tracedext from the time of
ratification of the UNCRC in 1992.

2.3.1 Childrem’ s Rights Allia

In endeavouring to fulfil its obligations in accordance with the UNCRC, the

Chil drenbés Rights Alliance was establish
has brought together a range of rgovernmental organisations concerned with the

rights aad wel fare of c l@tre lisdto eampaign forsthe ful i s o n

i mpl ementation of the UNCRM@htdaeeaspedied ensu
and protected in Irish laws, policies and serviddge Alliance publishes an annual

Report Card, whichtracks Government progress on its stated commitments to
children. An example of relevance to the present study is taken from the third and

fourth combined reporre We There Yett Chi | drends Rights Al l
refers to Articlel4 of the UNCRC, whih obligess at es t o 6respect t
child to freedom of thought, conscience
the parents or guardians, 6to provide di
her right in a manner consistent with¢ ev ol vi ng capacities
Chil drenbés Rights Alliance report poi nt ¢
thought, conscience and religion is protected under Article 42.2.1 of the

Constitution of Ireland but that the Constitution providasgarents or guardians to
16



provide direction on the exercise of this right. As such it does not provide any
gualification to take account of the <chi
inconsistent with Article 14 of the Convention (p.32). In thatext of the specific

case of opting out of RE, this is in contrast to the situation in Austria where a
pupil 6s right to decide to withdraw fro
fourteen (Richardson et al. 2013, p. 240)

2.3.2 National y@duriChildreneTheirkivest r at eg

Since the time of the establishment of the Children's Rights Alliance, a number of
reports and policies have issued from departments with various remits for
childrendsThaf fNaitrn o nal Quin CHildten,eTheir diveSt r at e
(Department ofHealth andChildren 2000) was the first comprehensive national

strategic policy for children which encompassed statutory andstabutory

providers of services for childre@ he Nat i onal Chil gem ends !
referred t o ananatédifronea cBnisultaidn @rgcgss Wndertaken with
parents, groups working with children and some children themselves. The Strategy

is underpinned byhe UNCRCand seeks to progress implementation of the Treaty

in the rish context.

The O6whole childé perspective is adopte
capacity of children to interact with and shape the world around them as they grow

up. It identifies nine key developmental dimensions (physical and mental;health
emotional and behavioural wdiking; intellectual capacity; spiritual and moral
well-being; identity; sekcare; family relationships; social and peer relationships;

and social presentation) all of which must be addressed if a child is to enjoy a

satisiying childhood and make a successful transition into adulthiba §§. 10).

The Strategy specifically addresses spiritual and moral-lvestlg as including

0f eelings, exper i enc e sawaseneds, woeder) revérencet h at
moral and asthetic sensibility and questions about the meaning and nature of life
and deat h©o. It recognises that for many

belief, observance of religious duties and attendance at designated places of
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w o r s hbidpp627.(For all children, it says, acknowledgement, validation and
promotion of the spiritual dimension to their lives is needed from their peers, their

parents and other significant adults.

The three primary goals of the Strategy were to give voice to ehildo improve

supports and services for children and to gain a better understanding of children
through research initiatives (p 11). The first goal of the Strategy in terms of giving

voice to children in matters affecting them has been advanced byivegiguch as

the establishmentafhe Nati onal C2001] thee mmpoininstrof@t f 1 c e |
Ombudsman for Children i8004; the provision of fora (including D&il na nOg

(youth parliament) and Comhairle na nOg (local youth councils)) for the facititatio

of childrends participation and consul t a"
legislative reforms of the youth justice system, through the Children Act 2001.

With regard to the second goal of furthering supports and services for children, the
Nati onal Childrendés Office was expanded
Office of the Minister for Children and Youth Affairs which was afforded a full
ministerial msition in 2008. The Minister for Children and Youth Affairs has
responsibility for overseeing I mplementa
and coordinating Government policy on children. In 2012 a referendum was held in

order to create a constitutica | i mperative to strengthen
Its passing signalled a movement from a weHameed approach, to a rigtitased

approach which was child specific (Hayes 2002, p.14).

The third goal of the viaegywastotogainfae Nat |
better understanding of children through research initiatives. Two significant pieces

of work advanced this agenddi) the development of a set of child wbking

indicators and (ii) the instigation of a longitudinal researchegto{srowing Up In

Ireland.

2.3.3 National Set of Child WelBeing Indicators

The development of a national set of child wWaing indicators was preceded by a

review of international literature on child wdlking indicators. Several authors
18



(e.g. Polard etal. 2002; Bornstein et al. 20pare cited as stressing the necessity

not to view wellbeing as undimensional but rather to recognise a multiplicity of

areas. Most indicator sets cited from the literature include the domains of health or
physicalwell-being, education or cognitive development and economic security or
economic weklbeing. In addition social, psychological, behavioural and emotional
development/welbeing formed a part of most frameworks, as well as family and

social relationships ahthe community. Spiritual webeing was cited in the report

as appearing less frequently in framewo
variationdé by t heBroakeskOxm p.19). THibkaobsenafionis and
out of kilter with the National Ghl dr ends Strategy (2000), w
Owhol e child perspecti veod-beingasonmetoininé ed sp
key dimensions of child development. According to the Strategy, if a child is to

enjoy a satisfying childhood and makesaccessful transition into adulthood, all

nine di mensions must be addressed (p. 10
is also contrary to findings from international research such as that of Rees, Francis

and Robbins (2005):

...the independent sigitance of religious affiliation and prayer in relation

to sense of purpose and overall wating suggests that a strong spiritual

di mensi on t o young peopl ebs l i ves mi
promoting welbeing and mitigating the impact of othtactors such as

poverty and family change (p. 28).

In order to complement learning from the literature review part of the process, data

from national census and other relevant sources were also elicited in the preparation

of the wellbeing indicators. Inaddition a research projectChi | dr end s
Understanding of Welbeing (Nic Gabhainn and Sixsmith 2005yas conducted.

Its aim was to ascertain the views of ldlen with regard to welbeing. The
findings from this chil dr eamebasbreadthwotly i nd
perspective in relation to wedleing. They emphasised the centrality of
interpersonal relationships with family and friends and pointed to the value of

having activities or things to do. They also mentioned a plethora of other aspects of

their lives such as sports, phones, pets, music, bed, books and indeed religion.
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The next stage in the process of arriving at a national set obeield) indicators

involved the compilation of an inventory of key domains which encompassed the
learning from the literature review, interrogation of national statistics and the
childrends study above. This resulted 11
distributed to a panel of experts who had been selected to take part in a
methodological process, thBelphi technique, whereby consensus is sought

through a series of rounds of questionnaire surveys. Information and results were

fed back to the panel members between each round. The aim of invoking such a
process in this instance was to generate agreeareihe most important areas
(approximately thirty) of childrends | i v
of child weltbei ng i ndicators. 6Spirituality an
attendance, as a category was included in the liststfrbund indicators.

The results from the first round yielded a high average rating across the majority of

areas with just nine of the fifty six key areas receiving an average rating of less than

seven out of ten. Spirituality and religion was one ob¢éhseven and its average
rating was 5.89 |l eaving it second | ast o
In the next round of the Delphi process, spirituality was omitted from the twenty six
indicators which were presented. However, an opportunityclude those areas

which had been eliminated in Round 1 was given to the panel of experts. Despite

this offer, the area of spirituality was not chosen by the panel of experts for
inclusion in the final set ohdiadi mat 86

which was deemed to be of sufficient priority to be included in the final set.

This is reminiscent of a description provided by Hyde (2009) in the Australian
context. He writes about attending a student Avelhg forum where for the most

pat the focus was on cognitive, social and emotional dimensions in relation to
well-being. Hyde describes how a few of the presenters noted the importance of the
spiritual dimension and each time Hyde waited with bated breath to see what
elaboration might esue. However none was forthcoming. Although disappointed
by this neglect, Hyde was not surprised, as despite the rhetoric and high profile

which research on the benefits of the spiritual dimension to the resilience and well
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being of Australian youth hasaeived, at a practical level, the spiritual dimension

is often brushed over (p. 855).

It could be argued that the omission of the spiritual dimension from the list of

i ndi cat or s obeingodprederdsraavatérshed wenheht for Ireland since

contr ary to the original intention of the |
t he whol e child perspective, subsequen
development pay scant attention to the spiritual aspect of their development. The

two examples below see to illustrate this ongoing deficit.

(i) Well-being in primary schools Guidelines for Mental Health promotiomhich
il ssued to primary schools in 2016 <cites
positive mental health and wdiking such as Bargnd Friedli (2008):

Positive mental health for children is part of their overall health and is
inextricably linked with weHlbeing. It is usually conceptualised as
encompassing aspects of emotional (affect/feeling), psychological (positive
functioning), saial (relations with others in society), physical (physical
health) and spiritual (sense of meaning and purpose in life}bewlh

(p.9).
However, despite this, there is just one mention of RE which is the subject area in
which the spiritual is masexplicitly addressed. Instead the subject of Social
Personal and Health Education is seen as the principal vehicle through which all
aspects of -beihgicande catergéddor. we | |

(i) Better Outcomes Brighter Futur@®epartment of Children and Yith Affairs

2014) which is the current national policy framework for children and young people

al so omits to give due considera-tipon to
Figure 1which was generated by searching through the document for freqaency

terms associated with wedeing, indicates the relative frequency of aspects of
childrenbs development in the document.
domi nate the text and that the spiritual

attenton in the framework document.
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Figure 1: Better Outcomes Brighter Future: frequency of terms

The relative nonmportance of the spiritual domain of children's lives was also

evident at the launch of the framework document. At that eveatMinister for

Chil dren and Yout h Af fairso speech cenit
possessions and seedlings for future economic prosperity. Speaking about the
necessity to do better for all children and to improve outcomes for all children she

sdd the following:

And this must be seen not as just aspirational It should be seen as a policy

imperative as an absolute must in economic terms, because our children are

our present joy and our future wealth

I r el aondniicsfutuee. (Launch dBetter Outcomes, Brighter Future

Mi ni ster Frances Fitzgeral dds speech,
The thrust of the Ministerds speech | end:
childrends value in educatyidaivedfromtheird ot he
capacity to produce, excel, sefgulate as well as consume (p. 282). It highlights
tensions around the added value of children as productive citizens and valuing

children in and of themselves.

2.3.4Growing Up in Ireland- longitudinal research project

As well as the development of a national set of child -lweihg indicators, the
drive to gain a better understanding of children through research initiatives was
supported by the instigation of a longitudinal research profeatwing Up In
Ireland (ESRI12008) which is a seven year project following the progress of 8,500
nineyear olds and 11,000 nimonth olg. The study describes itself in the

following terms
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Growing Up in Irelandis a national study of children. It is ehmost
significant of its kind ever to take place in this country and will help us to
improve our understanding of all aspects of children and their development

Despite this claim to address oOall aspe
study seriasly neglects the spiritual lives of children. A simple keyd search

t hroughout i1ts documents reveals the com
regards the more specific domain of religion, it was acknowledged by Greene et al.

(2010) thatfrom the outset, data pertaining to religion would not be sought:

O0Al t hough cultural and religious val
macrosystem, detailed information on these elements is not a focus of this
studydé (p. 26) .

No reason for such exclusion is fiewed. Each year since 2009 an annual research
conference has taken place during which researchers who have drawn on data from
the Growing Up In Irelanddata sets, present papers on a range of topics including
health, parenting, education and seemoticmal weltbeing. The scope of the
project for contributing to a greater understanding of children's spirituality has been
curtailed by the omission above a@aowing Up in Irelandis yet another lens
through which children in Ireland are viewed which neglethe spiritual

component of their lives.

2.3.5 Policy Context in Ireland- a summary

There appears to be a general reluctance at a macro policy level in Ireland to
engage with the spiritual aspect of c hi
acknowledgement of the importance of the spiritual to the lives anebeiely of
children. The rasons for this hesitance are unclear but this researcher posits that
the close marriage between the spiritual and religious in Irish society is a
contributing factor. For many the spiritual and the religious have been synonymous
and as secularism becomesiacreasingly prevalent facet of Irish society, religion

is beconing marginalised. It is worth noting though that the neglect of the spiritual
component is not peculiar to Ireland. Rees, Francis and Robbins (2005) assert that
there is a case for currenp@oaches in the UK and overseas which view ‘well
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being in emotional, social and material terms to also incorporate a spiritual

dimension (p. 28).

2.4 lrish Studies of Children’s Religiou:
Whilst there has been a general neglect of thatsgi component of childhood
development in research and policy dssed above, two recent studiBgligious
Education in Multicultural SocietfSmyth, 2010) andChi | dr en 6 s Bel i e
Belonging (Kitching and Shanneik2015) both address the religioudomain of

Irish primary school children and give voice to children in this regard.

2.4.1 Religious Education in Multicultural Society (REMC)

Religious Education in a Multicultural Society: School and Home in a Comparative
context(REMQ is acrossnational European research project which is concerned

wi t h chil drenos religious socialisation
Scotland, Italy, Belgium (Flanders), Germany and Malta. Its purpose was to
provide a holistic understanding of theedraction between home and school in

shaping the formation of religious and other beliefs among chil@aryth 2010,

p. 2). The project was born out of the n
analysing the issue of religious identity within Epeofbid. p. 101).The research

adopted the position of viewing children as active agents in their sociali§aichn

p.205). This position was reflected in the research process itself which was
qualitative in nature and which in addition to including parents and teachers, also
drew directly on childrenf6s own experien
passive recipigs. The study was innovative in its exploration of the perspectives

of younger children of primary school age,-14 year olds, in relation to their

religious identities. Within the Irish context, five Irish primary schools were
included in the study (thee Catholic schools, one Church of Ireland and one

Educate Together). Parents, teachers, and some other relevant stakeholder
contributed to the data by means of interviews. Data was collected from children by
means of focus group interviews as well as qoesaires. The research took place

during 2008 and 2009.
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A review of the findings of the study has yielded the following themes which are of
most direct relevance to the present stuadyh i | dr endés agency i n
religious identity; perceivedeligiosity; opinions ofreligious and moral education

(RME); discussions about beliefs and values.

2.4.1.1 Children’s Agency

The children involved in this study were found to be active agents in their religious
development ibid. p.128). They negotiat their own religious meanings and
develop a personalised set of beliefs, in the context of, but not determined by home
and school ibid. p.102). Such findings diverge from theories which emphasise
parent al 0tran¥y¥mi st on & gaukalfiiatod & btronglg | |

related to that of their parents, espec
cannot necessarily be o6read of f 6bidt hose o
p.123). I n addition c¢hi liglousaffiiatvomado n@ s s u me

necessarily do so uncriticallyb{d. p.126). Children in the study generally felt that

children should be able to choose their own religion, though some moderated this

by saying such choice should occur at a certain doye. (0.126). A number of

children identified themselves as having different beliefs to those of their parents,
andchildren from both faith and nefiaith backgrounds indicated that questioning

and reflection of world views was important to theimd. p.125). Costraints to
childrends freedom of expression regardi
school they attendilid. p.116), age constraintsbid. p.126) and the degree of

choice afforded to them by their parentsd. p.114).

2.4.1.2 Perceived nggiosity

The majority of children across all of the case study schools described themselves

as Overyo or fairly religiousd and reld.
security in the chibid pll23).rHovevedtlkeyresdarchersl ay |
observed that conceptions of themselves as religious is highly fluid in nature among

the children ipid. p.125) and just a significant minority of children report praying

at least daily ipid. p.111). Perceived religiosity appears to be gendered in nature
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with girls tending to report being more religious than boys. This complies with the
adult population in the study where fathers were seen as generally less religious
than mothersilid. p. 123). Two thirds of children see their religiosity as being of a
similar level to that of their mothers.

2.4.1.3 Religious and Moral Education (RME)

Religious and Moral Education (RME) was a compromise term used in the context
of this crosmational study to denote the subject area in primary schools which
deals with religion, morals and values. In lIreland it includgE from a
denominational contexiCatholic and Protestant, as well bsarn Togetherthe

ethical education programme taught in Educate Together schools.

Data from the case study schools concerning RME which children received in

school regardless of the specific form it took, were gelygpakitive (bid. p. 116)
Storieswererecorded as the h i | davairitebaspect of RME. The vast majority

of the children interviewed indicated that they would still take RME class if they

did not 6have tob6 and mandiketolsdemodretena s ugg
devoted to the subject arabid. p. 118). This is an important finding in the context

of debates concerning the natwfeRE and it is hoped that the present study can

contribute further insight into this aspect.

2.4.1.4Discussons about beliefs and values

The majority of children reported talking to their parents about beliefs and values at

least occasionally and the prevalence of discussion increased with the cohort of
children comingfrom families with a strong affiliation tgoarticular religious

institutions. Specific events such as sacramental preparation were seen as
prompting more discussion than day to day issuigs.(p. 113). In general it

appeared that children were less likely to talk to their friends than parents abo

beliefs (bid. p . 120) . On the whol e, Catholic chi
to O6neverd6é6 talk about religion with thei
authors attribute to Ot he t akiedpl2®r gr an
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However those Catholic children who felt very highly engaged in their religion

were most likely to engage in discussion about beliefs and vatues( 120).

2.4.2 Children’'s Beliefs and Belonging
Chil drenbés Beliefs and li&deporuaailshregsearclA Sc ho
conducted by Kitching and Shanneik (2015) which formed a substantial part of a

| arger research project entitled O0OMaking
Forms of Childhood in |Irel andbboadtherhee | ar g
of First Holy Communion and sought to add further to current understandings of
childrends | ives aKitthing ang Shanneiln208p. 8).n | r el
Kitching and Shannei kds study involved a!
7-8 year old children and also addressed the forms of belonging available to them in

both religious and nonreligious terms. Fieldwork for this part of the research was
conducted in four school communities (three under Roman Catholic patronage and

one under ta patronage of Educate Together) over six weeks in 2013. Data was
collected by means of a mix of whole class activities and interviews with two to
four chil dren i nibid6 @. ). Apprdxéntately oney hundued s 6 (

children participated in classsm based and/or idepth focus groups.

Findings from the study indicate that most of th8 year old children implicitly
trusted and invested in the guidance and experience of adults regarding a range of
aspects in their lives including moral principldsymal religious knowledge,
traditional obligations and sacred practicdsd( p. 11). However, similar to the
REMC study, children still showed considerable capacity themselves to interpret
the culture of home, school and religiparsonally(ibid. p.11). These findings are
validated in a similar study of the beliefs and belonging of second grader children
preparing for the Sacrament of Reconciliation, in the U.S. Beste (2011) conducted
her research in a Catholic school setting and her findings conturbaih Irish
studi esd views of children simultaneousl
social context. Beste found that children were not simply passively absorbing
textbook materials and parroting what their teacher emphasised. They were instead
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focusing selectively on certain ideas presented by their teachers and textbooks and

synthesising these themes with their own experieBest(2011p. 344).

Kitching and Shannei ké6s report yielded s
celebration ofFirst Communion. The majority of children in Catholic schools
tended to see First Communiidip. 20sancait 6 nor m
represented a signifi cébuntp. 46)bEhaycviewedr k 6 i t
Catholicism as the universadligion and it was implicit in the language of many

children in Catholic settings that beingr@rat hol i ¢ was a O0f ai |l ur ¢
n o r inid. p.39).

Apart from First Communion, religious practices were not viewed as a prominent
facetinthech| dr endés | ives. The majority of Cat
going to Mass infrequently and reports of routine family prayers were uncommon

(ibid. p. 17). There was little suggestion from any child participating in the study

that religious tradion, observance or discussion was their defining experience of

family life. (ibid. p. 27). Nonetheless many children of Catholic background
implicitly held theist viewsibid. p. 17).

Kitching and Shanneik found that the children in the study drew froemge of
sources in an effort to make sense of the world:

Regardless of strength of identification, frequency of religious observance,

ethnic or national background, children actively drew together different
traditions with more contemporary narrativesniake sense of the world

beyond home and school. They fused mythical, guigsorical, scientific,

civil administrative and popular cultural images and stories to explain the

worl d and help continue the process o
deploya religious understandings, children almost always drew upon other
sources of knowl edge, i ncluding scien
popular culture to make sense of these issbas pp. 20 21 ).

This finding concurs with Inglis (2007) who dp@ of an emer gi ng O0s
approach to Catholicism in Irish society
Ospiritual dabbl ersdéd using a variety of |
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Certain assumptions are made in @éh i | dr end6s Bmgihgs®udys and
without clear evidence presented to the reader of how such conclusions were
reached. For example, where there was discontinuity between practices in school

and at home, such as with prayer practices, Kitching and Shanneik attribute a

c h i | a-usstioning of such discontinuities to disengagement on their part, or

due to a lack of personal choicKitthing and Shanneik 201%. 13). Where

children identified the formality of some religious settings as inhibitive to an
exploration of religiousthemes and ethical questions, Kitching and Shanneik
conclude that chil dr en -reigioes doneagpsga and @esd as
Opassived or unknowing in relation to th
religious pr i ncibidd #s Thes comtradicts ffirdings &#dmetie 6 (
REMC cohort of p RElé¢ssonsiwghinrsdcha@ld which ecowldsfall o f

into this category of &6for mal cul tured.

Some assumptions in the Report also seem to expect that the children possess
critical skills beyond that which might be expected of them at their stage of
devel opment e. g. where many of the <chil
consistently wuse for mal Iibidp.46.dnraddgiecn t o i d
some expressions usidthe Report require qualification in the sense in which they

are used in t hreelRep ruts eddighp .c@R8iwv;i ewb 6r 1
rel i goidepnoé 1(5) ; 0 gendbidrpe.d 4d%)néc;h m@c kI t(ur al
(ibid. p. 45)

Some similarities in the findings fromtli@h i | dr ends Bel stlwfy s and
and theREMCstudy have already been mentioned. In addition, children alluded to

God and church community as protective and nurturing and as instilling feelings of
safety andsecurity Kitching and Shanneik 201% 35). Children in this study, also

in common with theREMC study, were found to have expressed religious beliefs

and belonging in subtle, contextually different and fluid wal&ching and
Shanneikp. 15). In contast to the older children in tiREMC study, the children

in this study did not appear to raise religious or moral themes explicitly with their

families (bid. p. 27) The authors pdsiwo possible reasons for thisither the
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younger children felt littlessense of agency or else that children in the study may not
have prioritised religious affiliation, belief or belonging when giving accounts of

family.

2.5 |lrel awultud Gont&b ci o

According to Richie (2002) the individual child can only be usti®d in relation
to the sociecultural context in which the child lives (p.32). With this in mind, the
broad sociecultural context, with a particular focus on religious identity and

education, is explored next.

2.5.1 Religious ldentity

|l rel andébs popul ation embraces a variety
and Kieran 2013). Census statistics from 2011 (at the time of writing, data for
Census 2016 are not yet available) indicate that the percentage of people ticking the
ONoelR gi ond box has increased by 45% sinc
as constituting 5.9% of the total population, this cohort now represents the fastest
growing category in the 2011 census data on religion. and is the second largest
grouping in tke state behind Catholics (Byrne and Kieran 2013, p.30). According to

Irish sociologist Joseph Ruane (1998) secularisation has been occurring in Ireland

in an ad hoc and increment al manner Si n
secul ar i s a tfereatiationi 0§ soadety intko satred and secular spheres,
including separation of church and state, and the increasing cultural importance of

the secul ar r el at (p.258) Whilst Ruaheestatesatlattieek iss p h e r
ideological support for statehurch separation, he asserts that such support is weak.

This view is affirmed by théact that the majority of the population (84%) continue

to define themselves as Roman Catholic in the 2011 census.

However interpretation of religious affiliation afeclared in official statistics is not

straightforward. Grace Davie, writing in 1994, identified a mismatch between

religious values that people professed and their actual churchgoing and religious

practices. She coined thdnglr a&ase déelselrii é
30



phenomenon (Davie 1994). Her observation is helpful in discerning the dissonance

in data pertaining to religious identity, such as in census data, and data relating to
religious practice. For example, a simple comparison between dleentage

reduction in those identifying as Roman Catholic in 2011 and 2006 (just over 2%),

and recent statistics from a report prepared for the Dublin Diocese which showed a
20% reduction in weekly Mass attendance
illustrates that there are many who gdéntify as believing in the Catholic faith
tradition but who don6ét necessarily bel ol

Seculaisation is a complex concept anthfid usage of it as a reference to the
disappearance of religm from a society can obscure important complexities in
peopl eds cul tural attachme8nith20l®, pa2pnd eng a
Morrisdéd (2003) account of secularisation
de-Christianisation. He identifgethree key strands of secularisation: (i) institutional
marginalisation (i.e. the disentanglement of church and state relations) (ii)
institutional attenuation (a decline in church attendance) and (iii) cultural
displacement (the removal of Christianity a primary reference point for public

and private morality. Speaking of secularisation, Hanegraaff (1999), whose point of

reference is alsGhristianity,says:

The whole of historical developments in western society, as a result of
which the Christian tagion has lost its central position as the foundational
collective symbolism of western culture, and has been reduced to merely
one among several institutions within a culture which is no longer grounded
in a religious system of symbold@negraaff 1999. 151)
Hanegraaff prefers to view secularisation not as a decline or disappearance of
religion but as a thorough transformation of religion under the impact of new
developments. Schweitzer (2007) concurs that the understanding of secularisation
simply asa loss of religion is not sufficient. In his opinion, secularisation should
not be narrowed to a sense of having no interest in religiail, atr being atheistic,
but that it necessitates the recognition of religious pluralisation and religious

individualisation as contributing to a better overview of the concept.
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Ruaneds (1998) treatment of Catholicism
homogeneity cannot be assumed and that pluralisation and individualisation are
operational even within this tradition. Ruane posits that Catholicism in Ireland has
become dferentiated under five strands: traditional, liberal, foomservative,

radical and posCatholic secularTraditional Catholicism most closely reflects pre

Vatican Il Catholicism in Ireland and can be identified in those who adhere to
religious practice of devotion such as regular rosary recitation, patterns, stations

and display of religious statues and iconography in their homes. Dating from the
1960s adherents to thaberal strand have a continued concern with the sacred.

They remain loyal to Catlicism as a religion and to the church but are very

critical of the institution of the church. They are open to institutional separation of
church and state but oppose secularisation at the general cultural Nexel.
conservativeCatholicism which emergemh 1970s and 80s strongly supports the
churchés role in Irish society e.g. educ
secularisation and moral relativisrRadical Catholicism inspired by Liberation
Theol ogy dissents f r onomitphdosofhy and seékstof und a
address the needs of the most marginalised in society. Its concern is with social
justice. The final strand is thgostCatholic secularstrand, Ruane further sub

divides this group into two distinct categories: those who l@algss of faith but

who nonetheless rear their children as Catholics (this first group shows little interest

in secularism and may even oppose it) and the second group eC#&tbstic

secularists who strongly favour secularism.

According to Ruane, Libal Catholicism is the dominant strand in Ireland and the
postCatholic strand is small although its strength is exaggerated by its high media
profile. Al't hough Ruaneds work dates ba
relevant and much of what he hastten has been borne out in the writing and
research of others (e.g. O6Mahony, 2013
information is helpful to the present study in identifying the types of contexts from

which children attending Catholic schools in Irelamay reside. Data obtained

from theREMC (Smyth,2010) study assists further in building a profile of parents

of children attending primary schools in Ireland. Most parents would appear to fit
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Ruaneds c a tCatlglicrseculao (first graugi.¢. those who have a loss of

faith but who nonetheless rear their children as Catholics, who show little interest in
secularism and may even oppose it). REMCst udy found that par
and practices were seen as fluginyth 2010p. 104). They mayave been raised

as Catholics and still framed their identity in that wag we ver t hey had &
relationship with thei ribidecphli03).dOnlpagnallr el i gi
minority of parents regularly attended religious services and atteedat Mass

was largely confined to major religious festivals or sacramental celebrations. Many
parents expressed a desire to provide their children with a religious grounding from

which they could develop their own religious outlook. In addition somengsr
rejected Catholicism and were of dédno rel
belonged to no particular religious denomination but yet had a spiritual worldview

or rejected a spiritualised perspective on the world (p. 107). Finally, the majbrit

parents in the REMC study did not perceive any tension between the religious,

moral and value messages children receive in school versus the worldview they

themselves imparted at home (p. 47).

Ruaneds observations ab @pastCathbliestranddug ger at
to its high media profile are also accurate. Such high profile has resulted in an
increased tendency towards intolerance of religion in the public square and has
prompted some to exercise a form of secular indoctrination which beaas

damaging to society as the religious indoctrination of the past. Speaking at a

conference organised by Boston Coll ege (
the2f'Century) Baroness Nuala OO6Loan, for me
relad cr i ticised the 1lrish media for bein
Church (Irish Times Monday April 1BPatsy Mc Garry 2016)

0Journalists seem, on occasion, to ha

of language in favour of wild sweeping adiers which fuel the lack of
understanding of what Catholicism is about, and encourage virulent anti
Catholicismo.
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This movement from religious dominance to secular values in many facets of Irish
society has prompted a call for changes to the educasgsatm in Ireland which

is described in the next section below.

2.5.2 Education Context

The majority of primary schools in Ireland are denominationally owned and
managed. This situation which is recognised in the Constitution of Ireland and the
Education Act 1998 is a product of Irel a
Irish population (Coolahan, Kilfeather and Hussey 2012, p. 1). AccordiSgyth,

Darmody and Lyons (20)3egacies such as the date when schools were first
established, 8 St at ebs formation and its subseq
the position and involvement of the Church all contributed to shaping the
educational context in Ireland and indeed elsewhere in EuBmpgh 2010, p. 12

) . |l rel andds egetiumia 188l as matt af a masonahsehool system

which was State supported. The original intention expressed in the founding
document, the Stanley Letter, was that all primary schools would be
interdenominational in character (Renehanf@l 13). Hovever by the turn of the

twentieth century the national school system had de facto become denominational,

with the vast majority of schools under the control of patrons of a particular
denomination. The exceptions to this were nine model schools whichdiectdy

under the patronage of the Minister for Education. Patrons typically supplied land

for schools to use and made contributions to the costs of building and running
schools. The State paid its teachers and laid down the curriculum to be taught in
sclools, apart from RE curricula which was the responsibility of the patron. The
Constitution of Ireland which was enacted in 1937 consolidated the role of
denominational patrons in the education system (Article 44.2.5). The State
continued its supportive @l 1 n providing 6f oro educa
maintained the right to establish schools (Article 42.2) it was not until 2008 that it

became involved in direct provision oéw primary schools (Renehan 2014
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This situation of almost exclusive denomioathl education at primary level
endured until 1978 when the first muitenominational school was set up and was
followed in subsequent years by more such schools under the patrorizdyecate
Togetherwhich is currently the patron of seventy seven saho@hother patron
body, An Foras Patrinachtavas recognised in 1993 and has governance of sixty
three schools; among them are denominational, nuénominational and
interdenominational schools, which teach through the medium of the Irish
language.Commuiity National Schoolsvere established in 2008 and there are
eleven such mukilenominational schools which have been under the temporary
patronage of the Minister for Education and Skills since that time. Patronage will

transfer formally to Education andaining Boards (ETB) in September 2016.

Although the past four decades have witnessed an increase in diversity of
patronage, 96% of t he nati onos pri mar
denominational patrons with the vast majority of these being Cathdlicoksc

(90%). A minority of the population is not happy with the current arrangements for
school patronage and consider that their human rights and rights as citizens are
being infringed by current arrangements (Coolahan, Kilfeather and H28%2yp.

38). Denominational schools are entitled to give preference to pupils of their own
faith when allocating school places although this practice is normally only invoked

in instances where there is an acute shortage of school places. Consequently most
denominatimal primary schools, apart from the two Muslim schools in Ireland,
have children of different religious beliefs and world views attending their schools
(Smith 2010p. 33).

The near monopoly of denominational school patronage in Ireland is at odds with
the makeup of its population as discussed above. Bolstered by immigration during
the 90s, a more diverse population in terms of culture and belief systems prompted
calls for the restructuring of primary school provision (Martin 2011; ICHR 2011).
Such calls were strengthened by the scarcity of school places in some heavily
populated urban areas as well as the fact of Ireland beingaropliant with a
number of international coewtions to which it was a signatory (Coolahan,
Kilfeather and Hussef012,p. 1). This culminated in the establishment of a Forum
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on Patronage and Pluralism in the Primary Sector, in 2011, by the Minister for
Education and Skills, Ruairi Quinn, T.D. Ther&m completed its work in 2012

with the presentation of a report which was informed by oral and written
submissions from key stakeholders, including some children, and interested parties,
as well as a review of relevant documentation and data. The Rejterated the
complexity of the question of patronage and its recommendations concerning
divestment centred on such a process commencing in areas where there was a stable
population and a demand for diversity of schools. This recommendation coupled
with a newly introduced process for the establishment of new schools sought to
ensure that a diversity of beliefs and practices could be catered for in a diverse
range of school contexts. It was anticipated from the outset that the divestment
process and the ebtshment of new schools process could be both slow and minor

in terms of making an impact.

It was within this context that the Forum focused on the subject of Religious
Education In primary schools under denominational status in IreREdas been
precbminantly catechetical or formative (Mc Grady 2013, p. 81). Such an approach
presents challenges for a diverse population within a relatively homogeneous
schooling system. Particular concern was expressed for some 1700 schools which
were cl assAldomed 0sSahaonal s . A Stand Al one
denominational school serving local communities in which it is not plesso

provide a second school (Coolahan, Kilfeather and Hussey 2022, Mawhinney

(2007) points to the primacy of the prinigpf avoiding geographical monopoly or
dominance by a religious nestate provider. To ignore this principle, she says,
0risks either violating the human right s
rights of a majorityd (p. 403).

2.5.2.1 Religiou€Education in Irish Primary Schools

The Forum Report (2012) traced the historyRE within the national school

system and explained how initially the period for Religious Instruction had to be

clearly signalled by the placement of a large notice withwher ds O Rel i gi c

Il nstructiono on t he door of t he cl assr o¢
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conscience clause for parents who wished to opt their children out of Religious
Instruction was there from the outset. The converse side of the displayed noti
contained the words O0Secul ar Il nstructi or
However as the denominational character of schools became more pervasive this
practice ceased and the place of Religious Instruction was given primacy in both

the 1946 and 965 Rules for National Schools. The 1965 Rules further identified
religious instruction as 0 bcgordingato Rutehe mos
68,6a religious spirit should inform and
(Department of Education, 9). The 1965 Rules also gave explicit recognition to

the denominational character of schools and this was the first formal recognition of

the status quo. This position was further affirmed in the new curriculum which

issued in 1971 and which promoted ategrated approach to education. With the
integration of all subjects across the curriculum, the distinction between the secular

and religious instruction disappeared. Together with Rule 68, this integrated
approach ensured that the school day was legegigmanfused with a religious and

spiritual ethos and associated practices.

The 1971 Curriculum was replaced by the Revised Curriculum in 1999. The
spiritual di mensi on o f chil drenoés |l i ves

Curriculum:

The curriculumtakes cognisance of the affective, aesthetic, spiritual, moral

and religious dimensions of the chilc
most people in Ireland, the totality of the human condition cannot be
understood or explained merely in terms of physaral social experience.

This conviction comes from a shared perception that intimates a more
profound explanation of being, from an awareness of the finiteness of life

and from the sublime fulfilment that human existence sometimes affords.

The spiritual dinension of life expresses itself in a search for truth and in

the quest for a transcendent element within human experience. The

i mportance t hat t he curriculum attr
development is expressed through the breadth of learningiexpes the

curriculum offers, through the inclusion of religious education as one of the
areas of the curricul um, and through
aesthetic and affective domains of learningat{bhal Council for

Curriculum and Assessmeh®99,p. 27).
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As can be seen from the above quotation, provision for the subject of RE was
included in the Revised Curriculum and it was named as one of the seven subject
areas contained in the new curriculum. The National Council for Curriculum and
Assessment (NCCA the body charged with curriculum development) allocated a
period of 2.5 hours per week at all class levels to the subject. The content and
assessment of the subject remains the remit of the respective patron bodies and
religious education curricula and pragymes differ in Irish primary schools
depending on the patronage of the school.

A significant development in relation to RE in Catholic primary schools occurred in

2015 with the publication of the&atholic Preschool and Primary Religious
Education Currculum for Ireland(Irish Episcopal Conferencp15). It represents

a shift in paradigm from the aforementioned catechetical approach to one more
centred on educational out comes. The ain
mature in relation to theirpg&itual, moral and religious lives, through their
encounter with, exploration and cel ebr at
Conference 2015). Hession (2015) who authored the curriculum on behalf of the
Episcopal Conference explains that it digtiishes educational outcomes in a way

that honours the nature of Christian faith and the discipline of education (2015, p.

184). In addition the context for the spiritual development of children is clearly
outlined:

The Catholic Religious Education cumlom aims to foster a distinctly
Christian spirituality. Christian spirituality is following Jesus in the practice

of the love of God and neighbour. It is rooted in the experience of a personal
encounter with Jesus Christ. Children are taught how to tigi tives in

the Spirit of Jesus as they encounter him in prayer, in the Word of God, in
the sacraments and in their own lives. They are enabled to understand how a
Christian spirituality is sustained in thensmunity of faith, the Church.

(Irish EpiscophConference 2015, p. 19)

However despite its emphasis on educational outcoinessimpossible to remain
faithful to the tenets of Catholic RE without recourse to some formative dimension
(such as prayer) as illustrated in the quotation from the cluncabove Any

approach to RE which has a formative dimension, albeit not the primary focus

within an educationally driven RE curriculum, is unsatisfactory for those children
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who are of a different faith or worldview to that of the school they find themsel

in, with no other choice of school available to them. Whilst the right to opt out of
denominational RE classes is enshrined both in the Constitution and in the
Education Act 1998 (DES 2010, p. 79) children in these circumstances are
nonetheless deprideof one of the subjects on the Primary School curriculum as

well as being subjected tn experience described by Nixon (2006pas &6 i nt r usi v
disclo s ur e owherdbyepdupileor their parents have to declare their children

as different from their ps. In an effort to redress this situation the Forum
proposed the introduction of a programme
Beliefs and Ethicsd (ERBE). A further r
programme was to assist all pupils to éavbetter understanding of a more diverse

range of worldviews beyond their own. It was recommended that each Patron Body
would examine its provision in this field in order to satisfy the State Inspectorate

that appropriate provision was being made abglaThe proposed ERB and Ethics
programme was in no sense intended to supplant faith formation education in

denominational school€olahan, Hussey and Kilfeather 20p2112).

2.5.2.2 Education about Religions and Beliefs and Ethics (ERB and Ethics)

A consultation paper outlining the vision for a curriculum in ERB and Ethics was
disseminated by the NCCA in 2015 and a consultation process which involved
online questionnaires, discussion groups, written submissions, school visits and
meetings with edwation partners, was initiated. The vision for a curriculum in ERB
and Ethics espoused by the NCCA is:

A pluralist and valuekased education, which can enable teachers to
support children in our schools to live in and contribute positively to a
diverseworld. The curriculum will contribute to the development of the
child in five key areas: personal understanding, mutual understanding,
character education, connection to the wider world and spiritual awareness
(NCCA 2015,p. 10)

Four suggested approaches the development of a curriculum for ERB and Ethics

in the primary curriculum are put forward. They are (i) ERB and Ethics as part of

the patrondés programme (ii) ERB and Ethi

ERB and Ethics as a discrete curhisu (iv) ERB and Ethics as having both

discrete and integrated components
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The consultation phase closed in March 2016 and the key messages from the
consultation will be outlined in a consultation report which will be published online

in autumn 2016. Accesto submissions from relevant stakeholders has not been

made publicly available at the time of writing. Opinions at opposite ends of the
spectrum indicate dissatisfaction with t
Ireland (2015) object to the propeus curriculum on the grounds that it is unclear

how the philosophical convictions of its members can be respected given the legal
framework in Ireland. Writing from the perspective of schools with a
denominational ethos, this writer senses that the inctipigg of any such

curriculum being taught from a pluralist perspective within schools of a

denominational ethos will cause much dissent.

2.5.2.3 Curriculum Reform

The landscape of Irish primary education continues to evolve and a revision of the

1999 Revised Curriculum is underway. Prior to commencement of this work, the

NCCA conducted an open online forum in which it invited stakeholders and anyone
with an interest in primary education to
education. Suggestis were sought as part of the process of curriculum
devel opment . The survey was driven by th
of evaluating the extent to which schools are catering to the needs of young
children in Ireland today (Fitzpatrick, Twohig&Morgan 2014, p. 272).

Six priorities were identified from the 960 responses which were received. These
priorities are life skills; communication skills; wdlking; literacy and numeracy;
motivation and engagement; sense of identity and belonging.iX peaity areas

intersect and overlap with one anothdaid. p. 281) and the personal and social

di mensions of <childrends pibidma&82y Dataeduc at
from the survey identified the concept of wiedling as also underpimyg all six

priority areas. Spirituality was recognised by the respondents among the attributes,
skills and dispositions of importance to childrérid. p. 276) and it was also linked

to wellbeing (bid. p. 277). The six priorities suggest the favouraigh movement

away from a traditional contettased curriculum which is framed around
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individual subjects, towards one with a more explicit focus orskils and social

and emotional developmernbid. p. 269).

This suggested framework has already begerationalised in the National
Framework for Early Childhood Educatiofistear, which was introduced in 2009

for children from birth to six years of agkistearapproaches learning in a holistic

manner with four central theme$ well-being; identity ad belonging;
communicating; and exploring and thinking. The spiritual dimension of young
childrends | earning i s Wmdeawdroaldl adevien
(NCCA 2009 p. 17) Neither RE nor spiritual education isspecifically mentioned

in the Aistearframework but they are reflected in the aims and learning goals for

two of the themes:

0 Well-being
3 Aim 3: Children will be creative and spiritual
Yy Understand that others may have beliefs and values different
to their own.
0 Identity and belonging
3 Aim 2: Children will have a sense of group identity where links with
their family and community are acknowledged and extended
y Be able to share personakperiences about their own
families and cultures, and come to know that there is a
diversity of family structures, cultures and backgrounds
Yy Understand and take part in routines, customs, festivals, and
celebrations.
3 Aim 3: Children will be able to expss their rights and show an
understanding and a regard for the identity, rights and view of others
y Be awar e of and respect ot her s

culture, language, lbkground, and religious beliefs

There are no specific guidelines for tinadocation for spiritual or religious
education. Without clearer delineation, it is difficult to see how the place of

spiritual development can be prioritised with due merit within the framework. This
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coupled with the fact that much pservice provision dr teachers in early
childhood settings has no content devoted to training teachers in the area of either
RE or education for spiritual development, suggests that such content may become

increasingly marginalised.

This consideration of the educationalntext in primary schools in Ireland

concludes with an excerpt from a speech from another recent Minister for
Education and Skills concerning the placeR# in primary schools. It illustrates

how the place ofRE, the subject with the most explicit focus @piritual
developmentin the primary school settings being constricted. The suggested
focus in its stead |l eaves little room f o

lives:

And how much time should be spent on all religious education in our
schools? Currently, 30 minutes of each school day is allocated to religious
education. Is that enough, or is it too much? We know a few things. We
want our children to develop a strong, ethical spirit, and an understanding of
their place in the world. But evalso want them to learn many other things.
We want them to be physically active and fit, but we devote less than half of
the time to PE that is devoted to religion...We understand that an early
appreciation of science can engage and astound our chitdrganderful
ways. But science education also gets less than half the time that religion
does in our curriculum. And of course there are many other calls, from
philosophy to coding to modern languages and financial education, all of
which it is argued shdd feature on the primary curriculum (Minister for
Educati on, Jan OO6Sullivands address t
January 2016).

2.6 Conclusion

This chapter examined two key global developments in elevating the status of

chi |l dr en 0 econsideoation efstheii lives the UNCRC and Childhood

Studies. The policy context in Ireland with a specific focus on the spiritual aspect of
childrenés | ives was also considered. Tw
chil drendés rtierin lgelarmd wsre examinedaahnd tlseasecidtural

and educational contexin Ireland were critiqued. It was illustrated throughout the

chapter how catering for the spiritual d
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within the specific context of Irish education is becoming increasingly diminished.
The next chapter addresses t hmovidesdner at ur

overview of debates concerning the place of spiritual development within
educational settings.
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Chapter 3
Chil dr en’ s n&yre andintrtura and dorytext

3.1 Introduction

Thi s chapter revi ews t he l i terature p e
commences with a brief introduction to the nature of spirituality in general,
including atempts by various authors to define this ineffable quality. It then moves

on to address the terrain of <childrenodos
foundati onal studies which identify <c¢chil
Recent intern&nal trends in the marriage of spirituality with educational
endeavours, including current debates and controversies are also detailed. The
chapter then moves more specifically int
within the domain of religiorand concludes with an overview of Godly Play, the

approach which was used in this research to create an environment where the

spiritual capacities of children could be observed, reported upon and analysed.

3.2 Definitions of Spirituality

It is widely accepted that humans have ianate disposition for the spiritual and
spirituality like personality is a characteristic of human beings (Schenide8 200

Hull 200 2) . The term O6spiritualityd is an
challenges to anyone athpting to capture its essence in a single definition.
Sheldrake states that it is a word that is frequently and increasingly used but whose
meaning is often #defined (2014p.1). This definitional challenge is symptomatic

of the ineffable nature of gjfuality; the increasing range of different contexts in

which it is used; the variety of conceptions of spirituality which reflect the beliefs

and values of those seeking to define it
phenomenon (Wright 1997)Watson (2006) doubts the possibility of arriving at

one definition which can be claimed unanimously by all and Gellel (2010) thinks

that it may be countegoroductive even to seek such a definition. Lewis (2000)

raises the possibility of the need to invennew term altogether but finally settles

on the acceptability of o6éspiritual é and
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common parlance (p. 266). Tacey (2015) views the perennial search for a definition
as somewhat futile and he favours instattdnding to an acknowledgement of the

spiritual such as its anthropological and psychological basis.

Despite the challenges of finding an agreed definition of spirituality, there are
nonetheless a plethora of writers who have supplied a multitude oftidefs and

most of these definitions include four conceptmeaning and purpose, moral and
ethical values, relationships and transcendence (Pandya 2015). The example below

from de Souza (2009) encompasses all four concepts:

Spirituality is a vital eleméanof the human condition which pertains to

human rationality whereby the individual experiences different levels of
connectedness to Self and everything other than self. The latter includes
connectedness to the Social and Communal Other, to the Phydiealiot

the world and to a Transcendent Other, and it is these relationships that

I nvigorate and animate the individua
her/his spiritual journey. The movement comprises an outward motion to
embrace others who are familianeh moving on to connect to others who
are different and unknown. As wel |
individual discovers new parts of him/herself that resonates with what they
have learnt of the Other. Thus the path leads to empathy and canpatss

the outer level and tselfknowledgeat the inner level. Such connectedness
promotes a sense of sel f and place i
provides a sense of meaning and purpose for the individual. (p. 189)

3.2.1 The Relationship betweeBpirituality and Religion

Hi storically the term &éspiritualityd has
and its origins are explicitly Christian
someone who embraces material reality, values the body and in whom the Spirit of
Goddwells (Sheldrake 2014, p.6). This understanding of the concept of spirituality
declined in usage between the twelfth and nineteenth centurigs-éotergedat

the beginning of the twentieth century in the writings of French Roman Catholics

and was cordidated in the period after the Second Vatican Council when it
became the preferred term within Christian studies of the spiritual life, supplanting
such terms as O6Omystical t h @.07). oTheytérm o r 0 a:
gained momentum ecumealty and was in common parlance by the 1980s.

Sheldrake highlights three key understandings of the term from a Christian
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perspective which emerged aat time:(i) spirituality is not about the supernatural
but rather about everyday existence (ii) theigml life is social in nature and is
not exclusively individual and interior and (iii) spirituality as a phenomenon is
girded by theology and biblical studies and engages well with a variety of
disciplines such as history, philosophy, psychology andhtinean sciences (ibid p.

8).

In recent decades the decoupling of religion and spirituality has entailed the
democratisation of spiritual affairs. Abraham Maslow and John Dewey both
consider spirituality to be pddffere@f a pe
from religiosity (cited in Fisher 2009, p. 71). In these terms spirituality may be

vi ewed asl bseical and H#e2008). The dissautich ofthBi gger
boundaries between spirituality and religion, described by Tacey4)28® a
Ospiritual revolutiono, has prompted a c
what such a universal, humanist spirituality might encom@esander and Carr

(2006) press for philosophical clarity, noting that current definitions of spirituality

in researchwidely differ in assumptions between confessional (religious) or non
confessional (phenomenological); religiously tethered or religiously untethered,;
theologically objectivist (a real God), or subjectivist (God as a symbolic concept);
independenof morality, or reducible to morality; culturally thick or culturally thin;

context driven or universal;, pedagogically cognitive or pedagogically affective.

Carr (1995) and Marples (2006) also criticise the broad conception of the concept

of spiritualityand poi nt out that it doesnot pos.

ontological framework.

Some writers use the terms Oreligiond an
many researchers define spirituality in contrast to religion. In these definitions

religion is usually defined as the organisational, the conventional or traditional, the

ritual and the ideological, whereas the spiritual refers to the personal, the affective,

the experiential anthe thoughtful(Tirri et al. 20®). Hay (1998) alludeso the

negative attitudes and presuppositions about religion which are widespread in

society and how for some people terms |

46



the way of what they understand to be their spiritual life (p.|Blthis context, e
use of the term oO6spiritual é with its def|

including spiritual concepts into public spheres such as education.

For some writersreligion is designed first and foremost to facilitate spirituality
(Pargament 2009). This view perceives spirituality as requiring something more; a
context for the development of relationality which is a key dimension of spirituality
(Scheniders 2003).df such advocates, spirituality is more than a mere generic
capacity which can be left unattended. Gellel (2010) likens religion to a language
which offers a means of expression for the spiritual. Writing about the relationship

between religion and spirility, Hull (2002) puts it rather succinctly:

Religion as a whole is concerned with spirituality but not all spirituality is
concerned with religion. Everything that is truly religious is also spiritual
but there may be spirituality outside gatin (Hull 2002, p. 171)

Schneiders (2003) goes further by proposing three models for describing the
relationship between religion and spirituality. Firsttgligion and spirituality are
disconnected from orenothert hey are Ostranger sen@t t he
who never actually me arited of (this.modéladd)he Bi g g
suggests that there are two major paradigms of spirituality which are in conflict, the
naturalistic/rational and the supeaturalistic/mystical. He claims that adherents of

either will reject the work of the other (p. 67). Secondly, according to Schneiders
religion and spirituality are related to each other in inverse proportion. In this

model, the more religious one is, the less spiritual one is perceived to be (and vice
versa). Thirdly,Schneiders presents haeligion and spiritualityican be vieweds

two dimensions of a single enterprise; as partners in the search fo2@aR] .

165) . Schneiders favours the third mode
seriously the dpitual quest on the one hand and the real resources and problems of
religion on the other can situate her or himself in our religiously pluralistic

environment with integribidp 165 reedom and |

An intriguing element in surveyithe literature on spirituality is the magnanimity

on the part of writers from both religious and secular domains in terms of reaching
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out and acknowledging the merits of the
There is a broad consensus amongthd religion shouldhot hold monopoly on

the term O6spiritualityd (Kennedy and Dun:q
recognise that spirituality is possible beyond the bounds of religion (e.g. Rahner

1971; Hull 2002; Hyde 2008). Those who advecatsecular spirituality recognise

that spirituality has its natural home in the context of religion (e.g. Wringe, 2002;

Gellel 201Q Blake, 1996) and many acknowledge the potential of religions to offer
pathways for nurturing and giving expression to igmlity (e.g. Bigger 2008;

Blake 1996; Marples 2006; Pargament 2009).

3.3 Children’s Spirituality

Studies of childrenbés spirituality were
century. I ndeed the term Ocbonsidekedean 6s s p
oxymoron (Nye 2006). In the period prior to the 1990s any scholarly attention to

the interior lives of children occurred within the context of religion. Such
scholarship was dominated by stage theories of religious development where the
devebpment of religious thinking was the primary concern and Piagetian cognitive
psychology was utilised as a theoretical framework (e.g. Goldma&; EFkind

1978; Fowler 19810serand Gmunder 1991). Undoubtedly the most influential of

these researchersime area of chil drends religious
was the psychologist, Ronald Goldman of the United Kingdom. His research
involved interviews with 200 children from ages six to fifteen. Goldman concluded

from his research that readiness ffieligion was akin to readiness for the learning

of reading or writingi.e. that certain stages had to be reached before being able to

move on to a subsequent stage. Religious insight, a cognate activity according to
Goldman, generally began to appeamnsstn the ages of twelve and thirteen, a
period which marked a change in religiou
relationships, can be thought of in more abstract terms, makeanguage of
religion deci dedl yloee p.sl63g According tocGoldrpan,e h e n d 6
children younger thanitghiouusdgewera.i n a
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Whi |l st there was some validity in Goldm
children of certain ages may not have the cognitive ability to process certain
elemens of religious knowledge), overall his work has been criticised for its
methodology which was overly reliant on the vedoaguistic skills of the children

being interviewed with no consideration
potential intheaf f ecti ve domain e. g. chil drenos
and artwork (Mc Grady 1983). Knowledgasbout religion was equated with

religious knowing or spirituality(Farmer 1992, p. 260)This excluded the

possibility for example, that people wiarning disabilities could exhibit religious

thinking, which is contrary to other research findings (e.g. Bissonnier 1965 and
subsequently Jaspard 1994 cited in Francis 1996, p. 57) where people with such
challenges exhibited profound religiousness. ldadt i on, Gol dmandés me

analysis has been criticised by Slee (09860 proposes that the validity of

Gol dmanés findings is questionable since
6grave | imitation and weaknessesd (p. 16
Nonet hel ess Gol dmands work | eft an endur

handle a diluted kind of religious life and that by implication, spiritual depth and

valid insight belonged only in the domain of adulthood. The influence of

Gol dman 0 s inmens&k andvadersely affected a more positive view of
childrenbés spiritual capacities which en
within the sphere oRE. His proposal that children of different ages possess
predictable cognitive difficulties in werstanding religious material and religious
explanations and that they experience difficulties in appreciating the metaphorical

nature of parable, for example, prompted his advocates to &&murricula

accordingly (e.g. using his research as a ratoriat excluding young children

from exposure to scripture). Another legacy was that genuine expressions of
spiritual depth on the part of children were considered accidental or unintentional

the exception rather than the norm (Nye 2009).

During the 1970sand 1980 s, evidence which count «
young children are incapable of having spiritual experiences emerged in the work

of Edward Robinson (1983). Robinson, who was the director of the Religious
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Experience Research Unit in Oxford, was dwacting research with adults
concerning accounts of religious experience in their lives. He noticed that a motif
running through his findings was the sizeable proportion of accounts (500) which
related to events that had occurred during childhood (as &aflye years of age).

These experiences had stayed in the memories of the adults for the rest of their lives

and had maintained incredible significance for them. Robinson proposed that these
reports of early religious experiences suggested that thexekisd of knowing

which children have, that goes undetected by cognitive developmental studies.

Al t hough <criticism was | evelled at hi m
recollections of their distant childhood experiences, Robinson did not see their
accounts as being coloured or modified with the passing of time. Rather he saw
them as very reliable sources and he judged his respondents to be people in whom

the original vision of childhood had never wholly faded To t hem t her e
question of thos original events having been obscured or covered up by later
reflection or analysis; the memory of th
p.44).Mc Creery (1996) proposes t Imtahavet he ad
the language available tbem as childrerto express the depth of their experience

and that it was only in adult life that they were able to retrieve it as a spiritual
experienceRobinson postulates that the original vision of childhood is obscured
from peopl ebs eamwaere ntelses d@spitrhietyual 'y obt

and that consequently a great deal is extinguished in the experience of children too.

A more recent compilation of recalled testimonies of childhood cited by John
Pridmore (2012) s u.[Certain dcommoR thdmesnidemtiied sy wo r k
adults emerge in Pridmorebés presentation
the here and now, in childhood; the role of imagination in childhood; spiritual

distress experienced by children; delight in nature; caiblied relationship of

spirituality and religion; the importance of language, music and the sensory.
Another researchel,om (2004) conducted a prominent piece of research involving

adul t sé recoll ections of spiritual exp
significant note infTomb s wor k i s his observation tha

frequently accompanied by the claim tiléy had never shared their experience
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before, in spite of the seffroclaimed significance and influence it had on their
lives (p. 68).

Robinson,Tomand Pri dmor eds wor k adofchildrenck t he
However Robert Coles (1990) seminalretgraphic research which bears further
testimony to the spiritual experiencesabfildrenis exclusively derived from the
perspective of dldren themselves. In his boolKhe Spiritual Life of Children.

Coles also challenges the adequacy of giving soteifyrito cognition in efforts to
understand the spiritual devel opment of
the | imitation of being dependent on di
immersed in the milieu of childhood. Coles, being conscious thataibacity of a

child in a structured research setting could be compromised, chose to conduct his
research in informal, unstructured situations. His aim was to learn their personal
experiences of spirituality from children as they go about their liveseihdme, in

school, at play etc. The heart of the research which took place overyearsy
consisted of conversations with individual children, as well as groups of children,

from various traditions and various cultures all over the world. The major thfrust

the book therefore is narrative and consists of the telling of religious and spiritual
experiences of children which are captivating and engaging. Coles presents the
words of the children just as they are, and does not lay his own interpretation on
them. Indeed there is no need for interpretation as from the words and images used

by the children, it is clear that they have dynamic, spiritual lives. The
overwhelming sense conveyed in his book by Coles, is that of enormous respect for
the children he encmtered and for the manner in which they affected him

personally.
Anot her piece of seminal research in the
of David Hay and Rebecca Nye (1998). Ha

beyond just listening to and reporting on what children had to say, as Coles had
done, to seeking o devel op a theoretical per spect
well. Their research was prompted by a desire to address the inadequacy of

developmental theory to give a full account of the characteristics of children's
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spirituality (Hay and Nye 1998 p,7). They also sought to right an imbalance in the

literature where there was a preponderance of research with children which centred

on Christian conceptions of the numinouson Godtalk rather than a broader
conception of spiritualityiid, p. 60). Hy and Nyeds wor k was he:
by the research dlister Hardy, a biologist, who suggested that humans have a
predisposition for spirituality and that spirituality was selected for in the biological
evolution of the human species because ofutsigal value to the individual. In

this conception, every child has a spir
cultural context may be. As such spirituality is entirely natural and logip&ty to

religion (Hay and Ny&006, p. 63).

Prior to data collection-Hay and Nyedevised a set of three interrelated categories

of spiritual sensitivities which they hoped to explore with the children during
interviews. These categoriesyareness sensing, mystagnsingandvalue sensing

were arived at through engagement with previous research and also following a
pilot study conducted by themwareness sensingefers to an experience of a
deeper, more acute level of consciousness than normaleflexive process of
Obei ng awar ee o $bitl, AP& D 65). Mysteayrsensingncompasses
awareness of o6aspects of our life exper.
(ibid, p. 71). It is connected to the capacity to transcend the ordinary, to embrace
wonder and awe and fascinatiddhildren exhibit this sensitivity in an absorbed
manner as they interact with the world and questions emerge for them from those
interactions (Adams, Hydand Woolley 2008, p.61). The final categoryalue
sensing,pertains to what is important and of valto a personValue sensings
experienced as an emotion and it involves the meaning ascribed by individuals to

important issues tluding those of an existentiahture.

Hay and Nyeods fieldwork comprised of int.
6 and 11 years of age. Three interviews were conducted with each child over a
sporadic period. The interviews allowed the children to engage at their own pace
and in their own words and ways. I n Gol

God were found to fow the predictable cognitive stage model framework
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showing that children less than twelve years of age seemed to struggle with abstract

and symbolic conceptualisations of God, when formally questioned. Hay and Nye

found in theirresearch thatvhenspontameous discussionsf this kind came up, a

di fferent picture emerged. Hay and Nyebo
possessed their own unique spirituality in terms of characteristics and approach,
which was | i ke a 1988ppe 925 blayantl Nye shgwmthat mr e 6  (
much the same way as childrenbés psychol o
the same can be said of their spiritual attributes. They point out how this calls for

the need for a muhiimensional characterisation of spiritualityince forcing

individual differences into grouped patterns may misrepresent the uniqueness of the
Opersonal signaturebo. Nonet heless in spildH
and Nye identified a wunifor mi $pyituaitth out t h

which allowed them to generate a key theoretical construci r el at i onal

consciousnesso®6 which is described by th
chil drenodosibigpi3d)i tual ity (
I n this o6érelational c oudisnentany wwenaf s s 0,

children's spirituality, out of which can arise meaningful aesthetic
experience, religious experience, personal and traditional responses to
mystery and being, and mystical and moral insighti(p. 109).

The term O6consciousnesso6 entailed in Or ¢
themes of sensitivitypreemptedby the researchers during their planning phase
(awareness, mystery and value sensing), but is broader than their initial conception
which theyhad anticipated adiscretemoments olinusualawareness on the part of

children (bid, p. 107). On the contrary, they found that spiritual awareness
appeared as an ordinary aspect of young
evident during even banattaities. Consciousness leads to the relational which

was an aspect which Hay and Nye had not anticipated sufficiently in their planning.

The relational consists fofour types of contexts: chilod consciousness;
child/people consciousness; child/wort@nsciousness; child/self consciousness

These contexts parallel the findings in general spirituality which refer to

relationships with the self, others, world and transcendent.
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Whilst Hay and Nye chose not to ground their research in an explicitgoi

context, they found that there was a readiness on the part of children to draw on
religious language in the task of meaning makewgn though many of them had a

lack of knowledge or experience of formal religi@®98,p. 109. Hay and Nye

concluced that it reflected a need on the part of the children for a language to
articulate their spiritual experiencibi@, p. 102). At the same time, Hay and Nye
notedreluctanceon the part of most children to speak openly about spiritual or
religious experience. This hesitance was attributed by the researchers to an
embarrassment about O0straying too | ong b
di s c oibid, p.d@). $ome bthe children spoke about a concern for being

laughed at, or considered stupid for speaking in religious or spiritual terms.

A recurrent theme which emerged in conversations with the children during data
collection was that of death. This discourse pssseg a relational quality as

children spoke about deceased relatives who they may or may not have known.
There was a sense of their own finite
language of death never instilled fear. Rather it offered a positiganesin which

to frame their experiences and exploratiabgl( p. 119). Hay and Nye also report

t hat for some children death was their k

Since Hay and Nyebés pioneering work, ot
children in a similar vei and their findings validate the earlier research in
recognising that children have innate spiritual capacities which should be taken
seriously and which merit support (Adams, Hyde and Woolley 2008). Tobin Hart

(2003), prompted by the experience of hisgt#er's regular acoats of encounters

with anangell] aunched into a five year |l ong res
livespartly in an effort to discover if hi
research involved ndepth interviews and theoltection of written accounts of
hundreds of children and adults. Hart 6s
contention that spirituality is an inherent dimension of humanity and that

spirituality exists beyond the rational:
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So rather than thinking of oselves as human beings occasionally having
spiritual experiences, | find it more helpful to think of ourselves as spiritual
beings having human experiencesé our
some of us are spiritual and some are not; our eexistence is a spiritual

event (2003, pp-8).

Hart found that his daughteroés experienc:
spiritual lives take all kinds of forms (2003, p. 3). He identified five general

di mensi ons of c¢ hiehcdWaendepencomppssingi ntomesnts of e x p e r
awe, profundity, insight and intuition akin to those described by the mystics. Hart
asserts that such experiences are the <co
Wisdomwhich involves both a capacity as wall access to surprising insight and

intuition; Wondering involving radical questioning in which children reveal
surprisingly sophisticated metaphysical questioning as well as such qualities as
tolerance for paradox and ambiguity. In this respect Hart pexcechildren as

natural contemplatives with philosophical curiosity (2006, p. 1Fglational
Consciousness which compassion and deep empathic relations are present; and

Geeing the Invisible or t he ¢ ap ac-dimegsionally. per cei ve mu

In 2003 Champagne, a hospital chapl ain, set
younger children (prschoolers) in order to assist her in her work setting (p. 43).

She found that certain édmodesd of the ch
identified three spiritual modesof being: (i) sensitive, (i) relational and (iii)

existential. The sensitive mode of being describes how children use all of their
senses in their interactions with the environment and that in order to recognise their
spirituality, it is necessary to listen not only to their verbal expressions which are

limited, but also to their whole body and persidmd( p. 45). The relational mode

refers to childrendés filiation:

In entering life, children enter the experience of their filiatitins a fact

that their being alive, their existence is rooted outside themselves. They are
born of their parents. Their experience of being the children of their parents
allows for the unfolding of their existence. When relating to their parents,
brothes and sisters, to their whole family, friends and acquaintanceship,
adults and peers, children both receive their existence from this reality of
their being related and actively participate in their own becomiid, (.

50).
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Champagne points out thtite relational mode of being is given an even broader

and deeper significance within the context of Christian spirituality. The third mode

of being identified by Champagne is the
experience of time and spacer f@e younger child, this is mainly an experience of

here and now: 60The child Iives in the pr
present, the purpose of t heéebidph5R) Thieés | i f e
may be the case with youngerIdnén but as they grow older they learn to play at

the edges of their knowing and being (Berryman 1991).

Hyde (2008) i's another prominent researc
who has researched the spiritual lives of children. He identifies four characteristics

of chil dr e nfbedelt ®emsévrhii tclha ldirtayw:s on t he wi sdo
own body as a natural and primal way of knowing. It involves an awareness of the
immediacy of experience and tactile, sensory actiwitiegrating awarenesefers

to anemerging level of consciousnessenvelopes or integrates a previous level of
awaremss and is accessed through activities with a repetitive element such as
meditation or mindfulness. The felt sense is a prerequisite for integrating
awarenessWeaving threadef meaningrefers to the child drawing on her or his

own sense of wonder as aans by which to make sense of the world and events.

Spiritual Questingwhich refers to the fact that children are seeksoking for

more than they are experiencing at that time.

The understanding of chil drenos Spiritu
consolidated through the work of Hart, Champagne and Hyde has been further
developed by others who considdifferent aspects of the fieldOne such

dimension is the preparation and implementation of measurement scales to assess
levels of spiritual sensitivity or welbeing. Stoyles et al2012) found thathigh

measures on spiritual sensitivity scales correlate with a sense dieigjl anl they

suggest that even in the face of adversity, a child with a high rating on their
Spiritual Sensitivity Scale for Children (SSSC) would most likely remain hopeful

and not allow themselves to be diminished personally by adversity (p. 213). Fisher

(201) t hrough his work with assessing chil
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of the four sets of relationships pertaining to relational consciousness (personal,
communal, environmental and transcendental), relationship with God is most

important for SWBamong primary school students.

3.3.1Nurturing Children's spiritual potential

A further aspect of childrenés spiritual
is that of nurturing the spiritual potential of children. King (2013) indicates that in

the same way training is required in ord
potential, the spiritual potential of each human being has to be awakened, trained

and practised. Culliford agrees and according to him, without nurtyrance
spirituality withersand atrophies (2@). Adams, Hyde and Woolley (2008) suggest

that the task of nourishing spirituality is one of releasing, not constricting,
chil drenods i magination (p. 46) . To nour
guestion, without pressure to produce the one coamser; it is to allow natural

fascination and to know that children have a natural sensitivity that allows them to

hear their inner wisdom, sometimes beyond the insights held by adults (Power
2010, p. 54). The role of the adult is paramount and Hart j2fl@Bns that adults

who are able to wonder alongside the children they care for, open up free space in
which mystery can be explored. The reciprocal nature of such encounters is
highlighted by teachers in a study conducted by Kennedy and Duncan (2006).
Teachers reported that through their invo
they also nurture their own, because wh
expressions this helps them to be alert to their own. Others have spokeme

depth ofsuch spiritual reciprocity (e.g. Hart 2003; Cavalletti, 1983; Berryman

1991).

With regardtoc r eat i ng suitable environments for
Nye (2009) proposes six <criteria for pr
spirituality can flourish. She uses the acronym SPIRIT in her presentation of these
conditions which she says are all of equal importance (p. 41). Beginning with
space she offers guidelines for assessing the suitability of particular physical
spaces. She highlights tlmportance of emotional space also (space to be apart
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and to have different opinions, as well as space to feel closely held and safe) and
auditory space including taking silence seriously. piteeessn spirituality is more

important than any product. Nyalls for a true valuing of process and suggests
creative arts as a suitable means of engaging in a process oriented approach.
Imagination i s the third of Nyeobs Si X criteri
imaginative presentations on the part of adult mentand enabling situations

where children themselves can be imaginative and cre&elationshipsre at the

core of spiritual nurturance and Nye highlights a listening and respectful ethos as
being central to building relationships. According to Nyayitiality thrives on
intmacyand it flourishes during opportunitd.i
ri sks and p ubidspu 83). Tpuatsthe ifimalncatéria i€ more directed

towards adult mentors who she encourages to engender a tchgtliiren and their

capacities. She also addresses the specifically Christian context by reminding adult

mentors to trust in God and church traditions.

Joyce Bellous writing in 2006 offers guidance on creating spiritually rich
environments in which all ddren feel they belong. She exhorts the following five
activities:Including, a foundation for showing up, where hospitality is offered to all
and a diverse range of personalities are cateredAttending a foundation for
being and meaning, wherebyaeattion is distributed justly and meaning making is
fostered;Embracing a foundation for relational labour, which is a way of being
present to another, so that attention is paid is to them rather than to ourselves;
Releasing a foundation for productive labour, which refers to timely regard for
enabling children to learn on their own so that they enjoy being productive;
Remaining a foundation for wise ignorance, refers to the faithful constancy of
Obei ng t her adan activiyeisntha glue thag holds all five activities
together (p. 110).

Kirmani and Kirmani (2009¢onducted a study in order ¢dfer advice on catering

to the multiple and interconnected waysn whi ch chil drends spir
be expressd Their findings enabled them to classify spiritual identities into
categories whi ch | ends further credence
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signat ur e 6They prapase thdoliowing seven categories which are not
mutually exclusive: Sensecentic: descriptions from participants centred on
auditory, visual and tactile encounters (e.g. listening to muSogiccentric:
individuals identified within this category describe their spirituality within a social
context (e.g. helping otherdjco-certric: an inclination towards nature as a means

of spiritual experience and expressidbpsmoscentric involving an awe and
wonder of the cosmos and its powerful mystery and presdaeegoecentric
participants assigned to this category expressed theituapty in relation to
deceased family member§hronacentric where spirituality is expressed in
relation to certain times, marked by a specific ev@ninsecentric participants

who are trans@entric seek connections between the physical andbiteaat and
search for ultimate truttOverall, Kirmani and Kirmani found that spirituality cuts
across religious affiliations and whilst their study focused on adults, they felt that
its results have important implications for professionals working wititdren
(2009,p. 378). They encourage teachers in particular to adopt a range of classroom
strategies for integrating spiritual development across the various classifications
e.g. include field experiences through nature walks and visits to woods, miguntai
and lakes to develop the spirituality of those with an-aadric identity and to

introduce the other children to multipleeans of expressioib{d, p.380).

332l nhibitors to children’s spiritual pot
An awareness of potential inhibitors ofhi | dr endés spiritual p o
and this theme is prominent in a book edited by Watson, de SouZBr@ustlale

(2019. Contributors cite an emphasis within society on materialism, consumerism

and individualism as blockinghci | dr e n 6 s evegment. A t nareol d
curriculum, with performativity and standardised testing tends to promote-a one

size fits all approach can be damaging to the unique personal signature of
individud children;that an oveifull curriculum with an insistent emphasis pace

and knowledge acquisition tends to deny opportunities for space and reflection.
Ingersoll (2014), addressing the specific context of Christian worship identifies the
foll owing barri er softhar sgritual [dehtitiessnébtemetrx pl or a
of adult faith (being dismissive of <chil
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acquisition; token opportunities for participation; adultism which prioritises adult
needs. She offers the following remedies to address each named deficit
respectivey: centralisation of child faithgependencen sacred experiences; shared

participation; intergenerational ministry.

Hyde (2008) identifies inhibitors of spirituality in education settings, as including

the trivialising of tohingl Teackers @re frequentlgd er i n g
culprits in this respect and Yust @I) outlines instances where she has observed
teachers blocking childrenés wonderings
direction (p. 4). Berryman highlights the importancetoh e t eacher 6s at
existential issues (1991, p. 64). He identifies four kinds of existential issues: death,

the threat to freedom, the need for meaning, or the unavoidable aloneness that
mar ks us as ibdidupnrtd)and kefers to thambast(he edge®d or 61
our being

The edge or limit is a line marked by paradoxes we can neither break
throughto escape. They permeate our everyday world. We are born, yet we
die. Why? We need company, but we are existentially alone, having to be
born and to die for ourselves. Why? We cry out for freedom but usually
only from positions of slavery, because we are fearful of freedom. Why?
We need meaning, but the meaning we know we need we often want to hide
from. Why? These paradoxes box us in and bindbus they also define

who we are as human beind@erryman 1991, p. 149)

If adults are defensive in their treatment of such existential issues, or worse if they
are repressing them in their own liv8grryman argues thétmakes it difficult for

children to engage witbuch issues

At a macro level, Yust (2011) suggests that current cultural epistemologies centring
on rationalism create a hurdle for cultivating spiritual knowledge and wisdom
among children. Nye concurs and highlights how adults lwamuick to offer
counter arguments to explain in rational terms what they want children to believe
(2004, p. 99). Hay and Nye (200&)int to what they describe as an impasse:

For many children in primary school their natural spiritual awareness
undergoes a process of becoming orphaned, steadily isolated to a greater or
lesser degredrom two of the major modes of cultural expression. It is
isolated from religious tradition thugh the operation of secularisation and
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also because the religious institutions sometimes seem to have forgotten
their spiritual roots. Spirituality is often cut off from science, the dominant
contemporary mode of reflective discourse, because conserf@tme of
empirical science claim to distance themselves from human subjectivity,
and in some cases deny its importance or even its reality (p. 144).

Hay and Nye(1998) move on to say that this isolation is a learned isolation into

which children are educatedihis observation captures the challenges inherent in
nurturing childrends potenti al and point
such as school in the nuur i ng of chil drends spiritus:
schooling and education andviathey cater for spiritual development is considered

in the next section.

3.4 Spiritual Education

The agreemenbf writers from different viewpoints in relation tbeé phenomenon

of spirituality has already been alluded to. However when spirituality is brought to

bear on such a public enterprise as education, cmchal stanceslissipate and a

contested space emerges in its stead. This was the case in Englandlasd Wa
during the 1990s when the place of spiritual development in education was being
copper fastened in legislation. Its place had been enshrined in legislation since the
1944 Education Act which required schools to contribute to the spiritual
development b the community At that time, there was an explicibdus on

Christian spirituality Subsequent legislation, (1988 Education Reform Act and

1992 Education (Schools) Act) affirmed the place of spiritual development in
education and charged the newly forn@ffice for Standards in Education (Ofsted)

with the inspection of school sé provisi
confusion at the time regarding what e x
what an inspection of same might entail. Ofsted c¢tatiits remit by issuing the

following definition of spiritual development

Spiritual development relates to that aspect of inner life through which
pupils acquire insights into their personal existence which are of enduring
worth. It is characterised byeflection, the attribution of meaning to
experience, valuing a nematerial dimension to life and intimations of an
enduring reality. 'Spiritual’ is not synonymous with ‘'religious’: all areas of
the curriculum may contribute to pupils' spiritual develepin (Ofsted
199, p. 8)
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Having been divorced or untethered from a religi@rcrosscurricular, humanistic

or secular approach to spiritual development became policy and Ofsted in theory
inspected schools on the basis of such providiespection related to provision
rather than quality of delivery or even conteBiidence of inconsistencies in
inspection cast doubt on the proper implementation of this policy by some Ofsted
i nspectors who strongl y | iravigian orspittuali r as s
development withRE and collective worship rather than a crossricular
universalist approackuch as that advocated byatson(2006). Indeed criticism
concerning the dominance of a Christian perspeatiwalucation (e.g. daily & of
collective worship which must be Christian in characiemot just to be found in

this context but also in general discourse on spirituality. Critics say that in spite of a
general recognition and tacit approval that spirituality and religion ate n
necessarily linkedRE is still often seen as thepecific locus for spiritual

development

The implementation of the above legislation prompted dialogue amongst theorists

who articulated their views at conferences and by means of engagement with one
another through the pages of various journal articles over the course of a decade or

so. Carr (1998; 1996b is critical of the broad conception of spirituaducation

envisaged by the Acts. He is also criticalsoime theorists such as HuNho he

claims present an understanding of spirituality which is largely indistinguishable
from the more gener al notion of human va
wonder &6 account of the nature of human s
t he roglenassi milation of spiritual to aes

adequate fothe provision of a coherent basis for spiritual education (Carr,a1.996

Whilst agreeing that spiritual education is not the exclusive preserREaind
acknowledgigy t he rol e of the arts in particu
spiritual education fronRE and then loosely rattaching it to almost everythgn

under t he c(@996aip.B3)Heuasks row spiditual education might be
distinguished from regjious and moral education and posits that a erasscular
approach to spiritual education is unten

62



reduction to or absorption [1996ap.83Asher scl
well as being criticalb a br oad i nterpretation of spi
in writing is to dédinsist t hat any subst

education must draw primarily (though not exclusively) upon the conceptual and
other resources inheremtpa r t i cul ar r e(l99@, p.darsHoweveg d i t i on
he cautions against identifying spiritual development with a narrowly confessional

approach tdRE.

Blake (1996) objeedt o Carr 6s conception of spirit:
having an udue emphasis on the transcendentdin e 06 e x t r rathemtban d an e 6
theimminentHe i s al so critical of Carrodos effe
&Eurocentric traditionalis@ However both are in agreement about the irritation

caused by loosargumentation and the woolliness around definitions of the

spiritual (Lewis, 2000). Blake, arguing from a position of atheism, views spiritual
education as the preserve of specific religious traditions and sees no place for such

an enterprise in the cat of state schools. He is wary of the secular
institutionalisation of spirituality but legitimises such institutionalisation where the

context is religious.

Carrd6s response to Blakeds article incl
favours a religpusly affiliated account of spirituality and calls for a distinctive
account of spiritual meani ng. He concur s
notion of spiritual education can have much place in the context of secularised
general education, i.ehe common school. He is also in agreement with Blake
concerning the 6saccharined vision of sp
6mi |l k and water spirituali st s deawldtle ocat i n
space for facets of spiritul which may be challengings uc h as O0strug

suffering, pain or temptationo.

Lewis (2000 is critical of both Carr and Blake for their compartmentalisation of
the spiritual. Lewis advocates a more holistic understanding of the child and lists
some fatures associated with spiritual experiemdech he views as being part of
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what it means to be fully humafeelings of awe, wonder, transcendence, of unity

and wholeness, of samt hi ng mor e d, . bd proposes bracketngd | ov
questions of the agin of spiritual experience, essentially religious questions, taking

what is common and significant and providing opportunities for experiencing it
available in the curriculum. He does not view spiritual education as a distinct
subject area but rather setbge potential for a cross curricular approach where all
educational experiences may enrich spiritual sensibilities. Addressing Blake's
criticism of Carr ds e Bbhakaldosmoerdocusonans cen
the imminent, Lewis views spiritual escise as being concerned wideeing the
transcendent in the imminent and seeing the imminent in the transdendent
Distinguishing between the two creates a false polarity, according to Lewis, as it is
precisely in the interconnections between the imntirsnd the transcendent that

spiritual practice finds i1its place. Si d
presentation of the spiritual di mensi on
fireworksod or It I S not hi ng hat dpietwal s ack
education is an essenti al 6adjunctdé to t

Blake that spiritual education cannot be concekautside of religious traditions.

He goes on further to say t hsatdbgive#e i gi 0O U
spiritual a holding form, but in doing so they necessarily ignore the essential
ineffability and dynamic flux of the spi
which religion bears to the spiritual as the law does to justice, or awum does

to the broader concept of education. Yet, without law, would justice ever come to

fruition and without curriculum, what kind of education might prevail?

In a later piece, Carr (2003) returns to the subject in a more comprehensive way by
providing a reflective overview of approaches to spiritual education. He
distinguishes betwee(n) the conventional or traditional view of spirituality where

spiritual life and experience acquire their identity from particular faith perspectives

(i) the postmodern conception which loosens the connection between spirituality

and religion and seeks to address spiritual edutatia crossurricular manner;

and (iii) the constructivist view of spiritual development which seeks to identify a
general ppt er n of spiritual devel opment opr e

64



human search foregor anscendence and [/ Garrpresengsr n a | t
arguments for and against each of tineeviews and concludes that of the three,
the conventional otraditional view provides the most value in the context of

arriving at an approach for spiritual educatidgnd, p.219).

White (1994) argues for a secular understanding of spiritual development. He calls

for the uncoupling of religion from spiritual ecation and cites the goal of spiritual

education as being the encouragement of contemplation and wonder through the

arts and sensuous experienceg. (373). Newby (1997) also views spiritual

education through a secular lens and he espouses the use oinstmiyitual

development and even allows for the Christian story as long as it is stripped of its
supefnat ur al i st scaffoldingd (p. 283) . Thi
that biblical storytelling pedagogy would be misleading and incomplédtevére to

concentrate purely on the descriptive details of the story as if they were historical,

while neglecting to emphasise the theological meaning (2012 p. 459).

Erricker (2001) writing from the perspective of radical constructivism, calls for a

di fferent approach more akin to the thir
Erricker, children are to find spirituality in their own experiences and personal
narratives rather than through imposed narratives such as those found in religious
tradtions. Crawford and Rossiter (2012) disagree with such a relativist approach

and propose instead that -made mebnirgnthaneed t
their parents and key reference groups prqvidggil they are old enough and

mature enough to beore independent in their construction of personal meaning
(Crawford & Rossiter, 2006, pp. 2B).

Secularist, universalist or relativist accounts of spiritual education such as those
espoused above by White, Newby and Erricker are also resisted bgwAdhight
(1998 whowritesaboutErricke®t s per spective:in the follo

Errickerdéds vision of a radical post mc
about the end of religious education as we know it: Knowledge would be
dislocated from reality, understding equated with unconstrained
imagination, religion reduced to solipsistic experience, and education

limited to the role of stimulating private desire....It opens the door to a
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resurgent confessionalighunderstood as the induction of children into a
single nornegotiable worldvie@ albeit now in a postmodern rather than
traditional Christian guise . . Errickerds pedagogy
omor al and intellectual vacuum in whi
own resouyceso (p.

Wright (2001) calls instead for aritical approach to spiritual education, one rooted

in a critical realist paradigm which views reality in a contingent manner. Wright
names five key principles of critical spiritual education: (i) Spirituality is a
controversialissue but this does not justify a postmodern relativist stance (ii)
Spirituality enhances human freedom. It rejects both modern traditionalists and
postmodern progressives. (iii)) Spirituality is rooted in nurture and all schools
endow ultimate values (if by implicitly). There can be no such thing as a
spiritually neutral institution. (iv) Spirituality must be appropriated critically
ONurture alone wil/ produce only spiritu
will strive to form spiritually disconent ed phil osophersd (p.
spirituality demands spiritual literacy in order that pupils can engage with spiritual
guestions in an informed, sensitive and
critical approach to spiritual educatiomhich encompasses his five principles,
demands a pedagogy which is capable of holding the tension between nurturing the
spiritual potential of the child, doing so in a manner which respects the agency of

the child and is neimdoctrinatory.

3.4.1 Summay

The above contributions provide a snapshot of the debates concerning spiritual
education. It can be seen that there are those who argue for a conception of spiritual
education divorced from religion, on the one hand, (Erricker 2001; Lewis 2000) and
thoseon the other hand who claim thiats impossible for spiritual education to be
untethered from religion (Crawford and Rossiter 2010; Wright 2001; Carr 1996;

Blake 1996). Some call for a cressrricular approach to spiritual education while

some espous®E as the principal locus for spiritual education. Watson (2006)

points out that much of the debate is predicated on an understanding of spirituality

as a oO6real phenomenondéd. According to her

from religion has ledt to take on an essentialism or universalism suggesting that
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there is a real phenomenon O6outWatsdamer ed t |
2006,p. 118). She argues rathdrat spirituality is inevitably defined in the beliefs

and values of thperson defining it and that spirituality is therefore pluralist rather

than universalistAs such Watson proposes that spiritual education cannot be
integratedin a crosscurricular fashion:it requires distinct curriculum space.

However, according to heRE needs to be reonceived if it is to offer an inclusive

education for spiritual development.

3.5 Godly Play
Writing within the context of ChristiaRE, Jerome Berryman (2006) recognises a
bind:

Religious education appears to be caught in a dangeitmmsma If one
teaches for orthodoxy by memorisation, otteected activities, forming
habits, serious initiation, singlainded duty and mentality, then the result is

a deeply centred and participatory practice. The danger that results from this
approa&h is the formation of an orthodoxy that is rigid, closided,
defensive and sometimes violent. The opposite extreme is also problematic.
Teaching religion in a way that encourages creativity, -diedfction,
wonder, discovery and play to find a meanungipproach to life and death

is also harmful. It can result in the ironic impossibility of being unorthodox
because there is no identity or community to depart from. This approach can
|l ead to insanity at worst antesan inab
best. Thidilemmais false, however, because it is possible to teach religion
in a way that isdeeply centring and participatory as well as open and
flexible (p. 205).

The approach suggested by Berrymgfal for t
orthodoxyd which r e c o g discaverisg ndtuvebfhthe t h e p |
participantas wellas the need to teach for closure and orthodoxy (Berryman and

Hyde 2010, p. 35).

3.5.1 Playful Orthodoxy

Berryman (199) argues that religion is a domaoh creativity and he describes the

creative process as a movement with an opening (expansive tendency) and closing
(conserving) phase. This creative process consists of five points according to
Berryman (199, p. 94). The first step entails the disruptiorf onebs <circl

meaning where an established understanding is broken or is challenged. This
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opening may be hard or soft. A tragedy or other crisis (such as sickness or death)
may force a hard opening which prompts a person to recognise that the nimaning
which they have lived has been broken. A soft opening comes from wonder when
oneds experience of wh at i's taken for
meaningful is challenged. The second point in the creative process is scanning,
where a new framefaneaning is sought to redress the disruption encountered in
the first step. The aspiration at this point is to restore cohesion. The next step
involves insight; where a new or more adequate pattern or frame of meaning is
formed. The fourth step is thetiaulation of the insight from step three and an
evaluation of it in relation to the rules and structures of the particular domain. This
step involves the gatekeepers of the domain. Closure is the fifth step. Berryman
says that children are good at openmganing whereas adults are generally good

at closing meaning; everyone needs to have both tendencies to make meaning well

according to Berryman (ibigh. 95).

Different people enter the creative process at different points (Berryman 2005). The
first three steps in the process are attractive to those with more playful and
expansive tendencies. Conservative people tend to enter the process around step
four, after the insight. Berryman points out that steps four and five are most
attractive to the hierarchat structures of religious traditions who seek to preserve
orthodoxy When the finite game of absolute
creeds rather than 6éyesd to the God t
(Berryman and Hyde010, p. 20). Stepsdur and five according to Berryman,
shouldnot lead to stagnancy since the rules and structures associated with these
steps provide the scaffolding for the opening and more playful tendencies
represented in steps one to three. The process encapsulategidheof playful
orthodoxy, in which both the opening and closing tendencies are honoured.
Berryman views religious education as an infinite game which honours both

orthodoxy and playing at the edges of knowing.

Berryman has developed pedagogy Godly Play, which honours the creative
process entailed in playful orthodoxy and which can addresslittemas of
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teaching orthodoxy while at the same time providing space for children to explore
the invitation offered to them in critic®E of thekind positel by Wright (2001)
Berryman sums it up in typical parabolic fashion:

When content is oveemphasised the lesson becomes distant or irrelevant
history and the words worshipped instead of God. When process is over
emphasised the deep grounding in the dtassianguage gets lost in
cartoons, sparkles, high energy games, and other distractions. Godly Play
emphasises a balance of content and process that is unique for each child in
the Montessori manner, so a class of twenty children becomes twenty
classes obne as well as a community (2013, pp-2%)

3.5.2 Godly Play background

Godly Phy is an approach to Christian religioutieation which has been devised

and developed by Dr Jerome Berryman, an Episcopalian priest in the United States

of America.Hedescr i bes, GodliynPIltay caosnedamdi mpV iat
and speaks of it as providing children with a language to seek meaning in life.
Although developed initially for use in a Sunday school setting with children, it is

now used in many differg contexts and with people of all ages throughout the

world.

The history of Godly Play has its roots in the Montessori tradition which emerged

at the start of the twentieth century. Dr Maria Montessori had a broad vision of
education which can easily lbgerlooked in favour of a tendency to view her work

in a narrow, pragmatic sense, as merely a method or approach. Miller describes
Mont essor.i as pursuing her educasional
verging on myz02). Monesedarivay ddnvihcedeaf the spiritual

nature of the child and she viewed the child aspaitual embryoin need of
sustenance and nurturin@he had a keen interest in religious education and liturgy

as evidenced in her writing (e.Gfhe Mass explained to Chikeh). One of the

hal |l mar ks of Mo nt e s emphasi® en selhotivatibonoapd/) wa s

intrinsic rewards rather than working for praise, grades or other rewards.

The foundational work of Montessori in the area of childhood spiritual
development has been continued by one of her students, Gianna Gobbi in
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collaboration with another woman, Sofia Cavalletti. Cavalletti, a scripture scholar

living in Rome had little expéence of working with children until she was asked

by a friend to do some Bible studies w
astounded by the manner in which the child engaged with scripture and with his
capacity to interpret the stories, that she cltéid the remainder of her life to
developing (in collaboration with Gobbi) th@atechesis of the Good Shepherd

Some of the essential characteristiciCatechesis of the Good Shepherdiude

the use of materials and a prepared environment (atriumgxgreziential nature of

the work of the child; the attitude and remedies of the adult (the adult is not in a
teacher role but rather as a facilitator of learnitige actual work of learning takes

pl ace with the c¢hil d-éhesenomamals, wweer rkinutesi t h  t h
hours, days or months with the materials. This work may be solitary or with)pthers

and the fidelity of the catechesis to the @dithtradition (CavalettL983.

Jerome Berryman came to Italy in 1970 for the purposes of studyngdhtessori

Method in the leading research and education centre for Montessori, in Bergamo.
During that time, he encountered the work of Cavalletti and Gobbi. On his return to

the US in 1972, he set about interpretir
elements ofCatechesis of the Good Shepheantb his own conception, which

evolved intoGodly Play In the same way that Cavalletti meticulously researched

the content of her catechesis by working with children, presenting material to them,
observing themmaintaining presentations which worked effectively and discarding

those that didnot work; Berryman likewise conducted classes and adapted his

materials accordingly.

Forty years on from his first encounter with Montessori and Cavalletti, Berryman in

the publication of the eighth volume of Gc
time to set aside the complexity and dec
foll owers to Osit back, rel ax, and dwe|
(Berryman 202, p.6).
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3.5.3 Godly PlayApproach

The Godly Play approach involves children and their adult guides engaging with
stories from scripture and the Christian tradition towards nourishing their moral and
spiritual development. This is achieved in sesswhgh take place in a setting

where there are quality materials at the disposal of all. A Godly Play session
typically lasts for approximately an hoand is modelled on the structure of Holy
Eucharist The essentiallements of the experience are: crogsthe threshold;

building community; presentation; wondering; response time; feast; and closure.
Crossing the thresholdvolvesmoving into a distinct space where the Godly Play
presentation will take place and being welcdmeto that space by an adult
a@oorpersof who enquires of the children if they are ready to enter into the space.

As the children are welcomedtim t he room they encount e
another adultwho is seated. The children form a circle around the storyteher

sits on the ground and once the children are rgagents a story from scripture

(or a liturgical presentation) using figures crafted in natural materials and cloths and
underlays of various textures and colours. A specific method of relayintptiyass

empl oyed, using a specified script which

being directed at the materials on the ground rather than at the participants.

The presentation is followed by an invitation to reflect on the presentation through
a series of wondering questions posed by the storytelleere are no right or
wrong answers to these questions. Woadering creates a safe environment where
children ca offer suggestions, explore and imagine together. The building of
community is very important in Godly Play and one of its main objectives is to
6show children how to work together as a
each ot her 1 mst@9% p.a7). Childrex andl theircppiritual mentors
are involved in sharing, waiting patiently, wondering collaboratively and having
fun together. The period of collective wondering is followed by some response time
in which thechildren choos some waok to further deepen their response daad
assist them in aeflection on what they have encountered. It could be a choice of
playing with the materials from the presentation they have just witnessed; or
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materials from a previous presentation; or art raspamaterials; or reading from
reference books; or just sitting in silencehis element of Godly Play is a
dimension which sets it apart from other prominent methodologies used in primary
schools which nurture the spirituality of children e.g. meditaéiod mindfulness.

The children move away from the circle to engage in their selected activity. In true
Montessori manner the storyteller and the doorperson do not engage with the
children throughout this time. With practice and experience, the children ttome
learn that the motivation for this work is intrinsic and that they will not be expected
to present it for approval from the adults. Children instigate interaction with the
adults and not vice versa. It is a safe space for them to respond in whatgver wa
they choose as they learnrtoe a | i s e t h atshawlaediteBafteswaldd. b e
The session draws to a closeith the children tidying away the materials and
returning to the circle for a feast during which children are served a small drink and
piece of fruit/treat by their peer3he entire session concludes with a suitable

closure such as a farewell message or perhaps a prayer

3.5.4Literature on Godly Play

There has been a dearth of serious scholarly work about the Godly Play process and
writing on the methodology hagally only begun to emerge in very recent years.
Two reasons are speculated this by this researcheFirstly, it is a relatively new
metlodology which is just at the opening phases of its creative process. Secondly,
although there are a number of academics and teachers involved in Godly Play
internationally, the nature of Godly Play practitioners in the main are people who
work in the fieldon a voluntary basisSome writing on Godly Play tends to be
descriptive in nature (e.g. Graham 2007; Stonehouse 2010) and this is helpful in
disseminating information on the method to a wider audiehowever a more

critical approach to writing in theeld emanating from practitioners is necessary.

Seamanés work (2005) i s beneficial i n
Godly Play. She describes a small scale project which was sponsored by the
National Society (Church of England) for promotiR& in which teachers from a
group of community ah Church primary schools were enabled to explore Godly
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Pl ay. Seamandés article is more descrioptdi
were surprised by the amount of stillness and silence that was generated in a Godly

Play lesson. The response timeidg which children were totally setfirected was

liberating for both pupils and teachers, although for many teachers this was a
difficult time in the sessions at first and they had to learn to trust the process and

resist the temptation to initiate comsation with the children. For many teachers
keeping oneb6s eyes on the materials seel
culture where engaging eye contact between teacher and pupil is the norm. Seaman
found that in time, teachers began to reflect numeply and found that they were

not just rethinking how they approa&kt and spiritual development, but that the

experience made them rethink the whole process of teaching and learning.

Prominent writers in the firgetd@odyRlayashi | dr e
an appropriate methodology for nurturing the spiritual potential of children. Nye
(2009)encourages the use of Godly Play since it fulfils the six conditions identified

by herfor ensuring spiritual foundations. Hyde (2010) found thaheat the four
characteristics of c byhimdnrhis origisal resgaichhaf t ual i
1998 (i.e. the felt sense, integrating awareness, weaving the threads of meaning,

and spiritual questirpgwere brought to the fore and nourished agsult of the

Godly Play proces<heryl Minor, a distinguished practitioner in the field of Godly

Play conducted doctoral research and her findings indicate some evidence that
spiritual weltbeing is increased when children have experience with the Godly

Pl ay method (Minor and Grant 2014). Mi no
Instrument (Fisher 2004) in her study has been criticised by Fisher (2015).

An article by Hemmings (2011) in thiournal of Religious Educatioannounces
that many schools iAustralia have begun to adapt the principles of Godly Play to
open scripture in thRE classroom. Like much of the literature, Hemningrticle

is mainly descriptive and elaborates on the methodology of Godly Play with little
insight into its effectiveness or the challenges it presents in the traditional
classroom setting beyond suggestingting a parent helper to act as doorperson.
Two critiques of aspects of Godly Play have emergedhe Australian context.
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Rossiter (2012) expresses some reservations regarding the extension of its use as a
principal pedagogy into primary schd®E. One of his concerns is that since Godly

Play utiliees concrete play objects in its presentation of scripture stories, this could

|l ead to an i ngraining of 6a | iterall/ hi

difficulties subsequently for both the children and their religious educators when
t h e c hiitdral meamngssneed to be transformed into symbolic/theological
meaning Rossiter,p.3). Rossiter alsoaises the challenge of Godlyal teachers
feeling reluctant to clarify the Christian theological interpretation because this
mi ght i nhi Wwanderingtbid. p dr 6 h6s The for mer of
requires a longitudinal research project to assess its proposition and the latter
highlights the need for rigorous training in the methodology. Grajczonek and
Truasheim(2015) question the place of Godly Playeducationakontexts which

are outside parish faith communities, and where it cannot be assumed that all who

participate are believers coming toget he

strengt heded@int(owt. halt) .Berrymands original

Godly Play should take place in a faith community such as that of a parish. While
some of their observations are very valid, one gets the sense overall from the
writers that there is a degree ofifamiliarity with the practice of Godly Play.

Indeed one of the criticisms levelled at it is simply inaccurate:

€ this wondering phase does not pay
and agency as they are required to passively respond rather thate init
their own questions, confirmations and wonderingarajczonek and
Truasheim 201%. 10).

In addition, they see Godly Play as belonging predominamtarly year®settings

a

since 6childrendéds rapidly develwopld ng cog

merit a move from plajike orientation. This is contrary to practice on the ground
where Godly Play ieffectively utilised in a variety of settingwith different age

groups, young and old.

3.6 Conclusion
This chapter commenced by addressli ng t
can be seen frorthis literature review thathat from a relatively sparse field of
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research into chil dr en dmerhapgnfluenced byathei t y pr
legay of Gol dman) , new i nsi ghhawe emengedo c hi |
which recognise the spiritual potential of children and their immense capacity in

this domainThe place of spirituality in education was next considered and debates

about such a rolevere presented. The chapter concluded with an overview of

Godly Play, outlining its characteristics and the process of Godly Play sessions. The
content of the next chapter is concerned with the methodology pertaining to the
research.
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Chapter 4
Methodology

4.1 Introduction

This chapter provides an overview of the research design process. It identifies the
alignment of this research with critical realism and details the ontological and
epistemological assumptions of this approach. It explains twéyphilosophical
underpinnings of critical realism rather than that of others (e.g. positivism) provide
the best affiliation with this research project. This chapter also charts the decision
making process concerning the choice of an appropriate metigyriGlase Study

and methods for data collection and analysis. The chapter concludes with an
overview of the ethical issues in relation to the research.

4.2 Philosophical Underpinnings

All research is rooted in philosophical beliefs and assumptionshanelxercise of
engaging with the literature concerning such philosophical underpinnings can be
challenging. The primary challenge lies in deciphering the distinctive language and
nomenclature of the discipline. There is an abundance of terms used ani$ there
frequent conflicting use of such terms by different authors (Losch, 2009, p.85).
The framework suggested by Guba and Lincoln (1994) is adhered to in this study. It
involves three fundamental questions which should be addressed by researchers
during tre design phase of their research. These questions concern the ontological
understanding of the researcher (the nature of reality); their epistemological stance
(how we know what we know) and the methodological approach (appropriate lens
and strategies faacquiring knowledge).

4.2.1 Ontology

The philosophical underpinnings of a study are encompassed by its ontology and
epistemology. These concepts are considered in a general sense first of all and then
as they pertain to the present study. Ontology relatehilosophical assumptions
about the nature of reality and within research there are two main ontological world

viewsi objectivism and constructionism (Bryman 2012). Naive realism and radical
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relativism are polarised ontologies which dwell at oppositds of the ontology
spectrum from objectivism to constructionism respectively. This dual classification
Is simplistic and belies the complexities of ontologies which reside somewhere
along the spectrum. However it is worthwhile describing each of thesengjor
positions in order to understand other ontologies such as critical realism which
represents an intermediate position between naive realism and relativism (Barbour
1966 cited in Losch 2009, p. 89).

The objectivist approach to research was theidam paradigm used in research

for most of the last century. Its ontological assumption is realism. Realism assumes

that there is a reality which can be discovered and measured objectively. This

reality exists independently of us. Realism is the found&to traditional science

where O6truthé or facts are determined b
and which can lead to generalisations (Crossan 2003). Constructionism, on the

other hand assumes that the social world is constantly being corgttiiciagh

group interactions and thus social reality can be understood via the perspectives of
6soci al actors enmeshed i n-Bibhereaathleawvyg maki
2011, p.5). The ontological position underpinning constructivism is relativism.
Reldivists believe that reality is constructed and that there are numerous
constructions of reality which evolve from culture and experience (Killam 2013).
Subjective meaning is important to relativism and there is no conception of an
absolute truth within ik ontology (Killam 2013). It denies that reality exists

beyond our knowledge of it. In this sense, constructionism favousseamlogy

over ontology. Sinceetativists deny that there is such a thing as objective amuh
thereforequestions of ontologynd epistemology are conflatedne cannot talk

about the world apart from oneds knowl ed:
in the field of research design is guilty of this conflation as he omits ontology from

his fourstage procedure for navigag through the research process. The collapse

of ontology and epistemology into one is referred to by Bhaskar (1975) as the
Oepistemic fallacydéd whereby the nature o
reality. However, for any theory about the matwf knowledge (epistemology)

Bhaskar claims that one must have a presupposition about what the world is like.
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The world cannot be reduced to what is empirically known of it. In short, realist
(objectivist) ontology assumes an external reality which igative, static and
measurable whereas relativist (constructionist) ontology attests to a reality which is
subjective, contextual and socially constructed.

4.2.2 Epistemology

A researcher ds epi stemol ogy shoul d flo
Epistenology concerns assumptions about the best way of inquiring into the nature

of reality. The epistemological frameworks which correspond with objectivism and
constructionism are positivism and interpretivism. Bryman (2012) defines
positivism as an epistenagjical position that advocates the application of the
methods of the natural sciences to the study of social reality (p. 28). The
epistemological stance of interpretivism, according to Bryman, views subject
matter of the social sciences as being diffefeorh the natural sciences and calls

for a research strategy which requires the researcher to grasp the subjective

meaning of social action (p. 30).

Neither an entirely objectivist stance nor a wholly constructionist position
adequately addresses the reguients of this research as both have fundamental
shortcomings in this respecClark (2008) highlights @psi t i vi s md s fail
acknowledge the inherent social nature of knowledge development and its neglect

of any underlying uneservable, unmeasurable tas. Such a failurevould deem

an objectivist stance assuitable for a study addressing the spiritual capacities of

children which are largely intangible by their very essehtaddition, he use of
6control sdéd in posit i vomgeaxity of saial xontexs ist o el i
unsuitablein this researcland althougtthis research will inevitably be complex,

these complexities will be embraced as an inherent part of the research. Pure
positivismds suspicion of t dtilkde withuth'd nous
study which anticipatesin opennesson the part of childrerio a transcendent

source. Finally it is clear that this research does not fit into an objective framework

as the interplay between the researcher and participants will be strong.
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On the other hand, a wholly constructionist approach is also inappropriate for this
researchCr ot ty (1998) describes construction
contingent upon human practices, being constructed in and out of interaction
between humabeings, and their world, and developed within an essentially social
context 6 ( pprivigging of ah Antheopooeutrc perspective which may

be suspicious of truth claims is incompatible with the ontological assumption of this

project which espgses a belief in ultimate truth (God) and which utilises a
Christian form of religious education.

However there are aspects of both objectivism and constructionism which are
compatible with the underlying philosophical assumptions of the research project.
In common with positivism, the research is rooted in realist ontology and assumes
an ultimate reality (God). The epistemological understandings of social
constructionism are conducive to the study since it requires a social dimension and
engages in praces which encourage exploration and active participation. A
paradigm which addresses the shortcomings of both approaches and embraces their
respective appropriateness for this research is required and critical realism has been

selected as the most apprapei framework.

4.2.3 Critical realism

Critical realism is a philosophy of science which stands midway between a
OPositivism that has failed and a more
critical real i st per spect ianekPorpwma 2604,u al | vy
p.1). Critical realism is the most prominent manifestation of realism in the social
sciences (Maxwell 2012) and it is most closely associated with the work of Roy
Bhaskar (1944€014). However there are many advocates of critical realighinw

the field of social science including Archer (1998; 2004), Collier (1994; 2004),
Hartwig (2007) and Porpora&2@05. While there are some nuanced differences
amongst proponents of critical realism, all are in agreement concerning three
fundamental theseis ontological realism, epistemiontingencyand judgemental

rationality (Scott 2007).

79



Ontological realism claims that reality exists independently of our ability to
perceive it. Critical realists assert that reality is complex and cannot be fully
grasped. Critical realists |l ook at the r
ontologc a | depths of realityd which is taker
Bhaskar (1997) conceived of the existence of three overlapping layers of reality, the

real, actual and empirical, each with its own distinctive properties and
characteristics. Theeal refers to underlying mechanisms or structuregencies

that are independent of people and which may or may not be manifested as actual
occurrences or empirical events. The real cannot be fully measured or adequately
described. It can only be spéamted upon. Thectualrelates to the occurrence of

events if and when the mechanisms belonging to the domain of the real are
activated. Whilst the real cannot be observed, the actual careripieical is the

domain of experience and relates to that wisih be seen or sensed by humans.

Epistemic relativism refers to the idea that our knowledge of reality is limited and is

relative to the activities and belief systems of groups of people in time and space

(Scot 2007). There are many variants of epistemelativism but it is characterised

by an opposition to epistemic foundationalism which posits certainty of knowledge.
Epistemic relativism attests to the fallible nature of scientific inquiry (Clark 2008).

Its claim is that it is impossible to acquirerain knowledge and our understanding

of reality is o6partial, contingent and <
There is an acceptance of the possibility of alternative valid accounts of any
phenomenon and all theories are seen as groundedartieufar perspective and

worldview. (Maxwell 2012, p. 5). Polkinghorne posits that all that can be achieved

in the scientific process will be verisimilitude, not truth and that researchers can

only expect to provide an adequate account, not perfectdmat gnough (Losch

2009 p.91). Martin speaks of the mark of true knowledge as not being exhaustive,
indubi tabl e and unchangi ng, but rat her
recognise the ways in which th@00bmject m
253).
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Judgemental Rationality refers to the proposition that it is impossible not to hold a

faith commitment to a particular worldview regardless of whether that faith
commitment is from a secular or religious perspeetat¢he heart of knowledgesi

faith (Martin 2001). Judgemental rationality proposes further that despite the
acceptance of different theories of the world, this should not imply that a particular
understanding of the world has the same truth value as any other. Judgemental
rationality assumes that it is possible to make informed judgements between
competing truth claims (Wright, 2009). Without this assumption we may become
consumed by a liberalism which sees all viewpoints as equally valid and which

stifles discussion or questioning llaiming charges of intolerance and threats of
under mining othersdé freedom. On the cont
Archer, Collier and Porporg 2 00 4) use the simile of OHa
tradition in order to describe the proce$®ngaging in discussion and arriving at

judgemental rationality. Within Judaism, Haverim are study partners who inspire

each othero6s intellectual growth by o611 ov
t r u Art¢hér, Collier and Porporaay that withm cr i t i c al real i sm ¢
t hat we all ought to be to each otherdo (.

4.2.3.1 Critical realism in dialogue with Religion

Some of the most influenti al advocates o
that critical realism can providte 6f ri endly context for ent
and theological questions (Hartwig 2007, p.356). Indeed the work of Roy Bhaskar

was predated by an approach which emerged in the discipline of theology, i.e.
Theological Critical Realism (TCR). TCR waleveloped in the 1960s against a
backdrop of the dialogue between theology and the natural sciences and emanated
from the work of lan Barbour (1966). Barbour, a scientist and a theologian used the
term o6critical real i s mdén whioh affirmedoatwerld a p hi |
ontologically independent of human observation and the idea that knowledge of the
world is fallible (Hartwig 2007). Barb
critical realism as it is understood in the social sciences. Likewasadvocates a
constructionist view of epistemology by recognising that the observer modulates

the process of observation itself and that the quest for truth can modify the truth
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that is encountered (Barboir9 6 6 ci ted i n Mc Gr aidtdas 201 2,
were influenced by Bernard Lonergan (1957) and have been developed by among
others, Ptyani (1969); Torrance (1969Folkinghorne (1991); Peacocke (1993);

and Mc Grath (2001).

At the turn of the new millennium critical realism within the social sciences entered

a new phase which has been | abelled the
Bhaskards conviction about the importanc
an integralelement of any account of reality. In his boRkflections on Meta

Reality (2012), Bhaskar argued for a broader conception ofdhkto include the
transcendent or what he called the O0Omet:
bet ween real iQryiot i(cpal 6r8¢al i smdés acknowl ec
transcendent has met with mixed reactions among advocates of the approach (Mc
Grath 2012, p. 160). However it has galvanised three of its renowned disciples to

call for the consideration of religis issues as live issues within critical realism and

the social science#ércher, Collier and Porpor&004 request a corrective to the

privilege afforded to atheism as the default position within research methodology

and academia (p.15).

A greater link letween TCR and Bhaskarian critical realism is advocated by Alister

E. Mc Grath, a prominent Christian theologian who bemoans the mutual ignorance

of many Christian theologians and Bhaskarian critical realists alike, of the
considerable merits and potenti@fl Bhaskarian critical realism for questions of

theology (Mc Grath 2012). He calls for more widespread engagement and for
deeper conversations and it is clear that this is a demanding request as it requires
greater knowledge of their respective discipdinieom both sides.

4.2.3.2 Compatibility of critical realismwith this study

Critical realism caters for the ontological understandings of this research.
Ontological realism with a critical dimension is central to the research which is
premised on a bigff in a transcendent presence within children and a conviction
that spirituality has an objective existence independent of our consciousness it. The

stratified layers of reality espoused by critical realism fit well with the concept of
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spirituality and obervations of spiritual practices. Spirituality is réalcannot be

seen but it can be speculated upon (the real layer); although spirituality cannot be
seen, its effects can be observed through events stirred by spirituality such as a
chil doés osdemwhieh conSumes their attention at a given moment (the
actual); the position of the observer/researcher is captured in the third layer of the

empirical.

One of the hallmarks of critical realism is its combination of realist ontology with
epistemologtal relativism. Smith and Deemer see this as logically contradictory

(Smith and Deemer 2000 cited in Maxwell 2012, p. 12). Negotiating this perceived
paradox is without doubt a challenge. Ac
real i smd hia sonnbcgoa with difeesdt epistemological positions (p.

85). A decision was made to identify social constructionism as the favoured
epistemological position for this study. This decision was influenced by and
manifested through two main factors: (ietbrincipal tool for interaction (Godly

Play); (ii) consideration of the theoretical underpinnings of critical realism by some
theorists within the field oRE.

Godly Play was chosen as the tool for use during the research precisely because it
can hold ke tension between maintaining the orthodoxy (doctrinal propositions) of

a tradition (realist ontology) while at the same time honouring the agency, enquiry
and creativity of participants (social constructionist epistemology). Berryman

(2013) concurs witlthis assertion.

Roose and Bittner (2009) writing about the process of conducting Theology with
Children (TWC) contend thaa realist ontology and a social constructionist
epistemology are compatible and that a belief in revelation can be encompassed
withi n soci al constructionism. The writers
position on TWC which critiques social constructionism for its neglect of ultimate
truth (Wright 2009) . Wrightdods position
field of REisas o chall enged by Anna Strhan (201

version of critical realism which gives an excessive dominance to instrumental
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reasoning and is neglectful of the social reality of religion. Another commentator,
Martin  (2001) contends thatritical realism is an especially advantageous
assumptive framework because it is never content with knowledge about an object,
but pushes beyond knowledge to contact and engage with whatever we know. He

asserts that this is best managed by utilising cocistist strategies.

These accounts parallel the moveRiE from a transmissive model which was

dominant in the past to one which is more closely aligned with social
constructionism, all the while maintaining the tenets of a particular faith tradition

where that is required (e.g. within a denominational school context such as the
research contexts for this study). This demands a sensitive and inclusive approach

to epistemology, whilst maintaining a robust ontology (Shipway 2011, p.3). The
followingquotda i on from O6Sullivan (2007) effect
between ontological realism and epistemological constructioarsincaptures the
perspective adopted in this present study

Construction by the learner does have a part to play, duringviilaation

of what is learnt and also, potentially, as a necessary accompaniment of the
process of ownership of religious trutidowever, in religious education,
construction is only part of the process and, | would submit, of secondary
importance, bothn the sense that it occurs chronologically only after and in
the light of the primary communication of religious truth from the religious
tradition, and also in the sense that constructed truth remains, from a
religious perspective, subordinate in impodarto truth that is discovered

and revealed. (p. 130).

4.3 Methodology
Having outlined the ontological and epistemological commitments of the research,
the next decision according to Guba and Lincoln (1994) concerns the choice of a
methodology which is compatible with the philosophical underpinnings. It is at the
level of mehodology that the great debate between qualitative and quantitative
approaches becomes heightened. Descriptions of the great paradigmatic wars
abound in the literature of the closing decades of the last century. However with
qualitative research havingasved due recognition and status, the warring has
abated and the situation of a détente now prevails. (Hammersley 1992) The trend in
recent literature has thus moved away from the previous sparring preoccupation
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between advocates of qualitative and quatitie forms of research. According to
Hammersley, the juxtaposition of qualitative methodologies versus quantitative

forms was an oversimplification and in his view, research methodology should not

be seen in terms of ¢ o mpneolvinghagcomplexoch di g ms ,
assumptions and arguments, some of them in conflict, and a range of strategies and
techniques that have advantages and disadvantages for particular goals and in

particular circumstanceso6 (1992, p. 197) .

Differing research methodolas including ethnography, action research,
phenomenology and case study were considered for this current research study
They were evaluated for the instrumentality they offered and Case Study
methodology was chosen as the most appropriate overall stfatethe research.

According to Yazan (2015) case study is one of the most frequently used qualitative
research methodol ogi es. Robsonbds definit
from the literature. He states that case study is:

A strategy for doingesearch which involves an empirical investigation of a
particular contemporary phenomenon within its real life context using
multiple sources of evidence (1993, p. 146).

This investigation is empirical since it involves the gathering of data. The, cases

units of analysis in question for this research are groups of children. The research
involves a study of the values they attribute to a spiritual experience and the
characteristics they themselves exhibit during that experience. The context is a

schod setting.

Yin (1984), Stake (1995) and Merriam (1998) are considered to be the seminal
contributors in the area of case study research (Creswell et al. 2007). Each has their
own approach to case study methodology and Yazan (2015) recommends either
utlisi ng the tools offered by one of the me
tools from two or three of themd (p. 135
Merriambébs commitment to constructivism i
Although Yin doesn t provide his readers with an

orientation, interpreters such as Crotty (1998) have identified his positivist leanings.
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Stakebds perspecti ve i s-detetmaalismothe latterofst r uct

which is considered tooose for this study.

In terms of design, Yin (1984) explains that a case study may be exploratory,
descriptive and explanatory. An exploratory case study pertains where little is
known of the phenomenon; a descriptive one is useful for providing aniewesf

a particular phenomenon; explanatory case studies may seek out causal
relationships. Stake (1995) distinguishes between intrinsic case studies where there
is a desire to discover more about a unique phenomenon with distinctive qualities
not found n other situations; instrumental case studies which aim to generate in
depth understanding of a more generally conceived phenomenon; collective case
studies which are similar to instrumental case studies but investigation occurs
through a number of caseSt akeds di stinction between |
case studies is helpful in arriving at a decision concerning appropriateness or
otherwise of the designs. He says that for intrinsic case studies, case is dominant
and is of the highest importance.rfostrumental case studies, issue is dominant
(1995, p. 16). Merriam identifies three forms of case studgescriptive,
interpretive and evaluative. Descriptive case studies present detailed description of
the phenomenon. Interpretive case studies seekenerate theory about the
phenomenon under study. Evaluative case studies include description, explanation
and judgement.

Having examined the various descriptions
deemed most appropriate for this study asnipleasis on issue is considered to be

very important. The case is the group o
spiritual experiences and qualities exhibited. Although intrinsically bound together,

the latter is of more prominence in this study. Plaeticular situation of each case

is not paramount. For example, the gender makeup of the case, or the socio
economic context of the case are not considerations which are to the forefront in the
research design. Baxter and Black drawing on Stake (199%imxpis nuance

well:

The case is of secondary interest; it plays a supportive role, facilitating our

understanding of something else. The case is often looked at in depth, its
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contexts scrutinized, its ordinary activities detailed, and because itthelps
researcher pursue the external interest. The case may or may not be seen as
typical of other cases (2008, p. 547).

Stakeds collective case study design al s
case study design which is focused on explodifferences within and between

cases. In such an instance the goal is to replicate findings across cases. The
rationale for conducting the present study in more than one context, is to ensure

some validity in the research findings by seeking reassur@iatetgiven case is

not an outlier.

4.4 Conducting research with children

Various writers (e.g. Dockett, and Perry, 2007; Dockett, Einarsdottir, and Perry
2012; Farga$alet, McSherry, Larkin, and Robinson, 2010) have highlighted
some tensions which caxist in conducting research with children. The two issues
of most relevance to the present study al
participation. The involvement of children in the research process involves the
highest level of vigilance imelation to ethical validity. An application for ethical
approval was submitted to the Research Ethics Approval Committee of Dublin City
University. Having deemed that all necessary requirements were strictly adhered to,
the Ethics Approval Committee graualt permission for the research to procgefi
AppendixA).

A further principal tension which dominak¢his studywasthat of the impact of
childrenbds participation. Brostr°m (2005
2012 p. 293) questions whether or not it is in the best interest of children to uncover
details of their lives which may be private. He cautions again adul t s6 r es
agendas wusurping childrendés rights to p
which this researcher shares and one which gawe serious consideration to.

Godly Play as a methodology honours both the privacy and the agency ofithe chi

The adult leader is encouraged not to question children about their activities during

the response phase of a session. In essence this res@ambeking to enter this

domain and to find out whatias going on for the children at this point. Is this
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acceptable?Vould it compromise the children? In order to address this, a decision
was made to separate the formal research activity from the Godly Play sessions by
time and location. In addition children were invited to partake in the research and
signed aconsent form indicating that they were happy to take part.

According to Green and Hil/l 60ti me and
principle has been to the forefront in this study. The study consisted of three
distinct phases and engagementhwpersonnel in the two research sites was
developed over a period of three years by means of the researcher working as a
peripatetic teacher delivering Godly Play sessions in each of the schools. During
that time in the schoqlshe researcher createdense of trust around the work and

the manner in which it was conducted. All participating teachers were very positive
about the work and expressed a comfort working in the manner espoused by Godly
Play. Both principals were keen for the researcher toramnthe work and were

very supportive of the research process.

4.5 Research participants

The participants in the research consisted of groupshitidren froma range of
classes drawn from two schools, School A and School B. School A is a senior
primary school situated in a suburb of Dublin city in an area of ssmoaomic
disadvantage. School B is a primary school situated in another suburb of Dublin
city. It is also located in an area of sceiconomic disadvantage. Both schools are
mixed in terms of gender makeup. Both schools are under the patronage of the
Roman Catholic Archbishop of Dublin. Whilst the research will be situated firmly
within a denominatioal school setting, the population in both research settings is
by no means homogeneous. Children in both schools come from diverse cultural
and religious backgrounds and include a variety of faith traditions and different
world views. Different groups ofhildren were involved during each of the three
phases of the research process which are outlined in more detail in the data
collection section below. In total, approximately one hundred and forty children

were involved in the study.
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4.6 Data Collection

One of the fundamental aspects of Case Study research is that no one particular
method is sufficient to capture the essence of the phenomena. Data collection in

case study research is therefore carried out by means of multiple methods. Yin
(1984) emphases the need for data to converge in a triangulating manner and he
suggests utilisation of interviews, archival records, participant observation, direct
observationdocumentation andhrtefacts. Yin also includes the possibility of using
quantitative datacollection methods (e.g. surveys) during the case study. Stake
1995 validates forms of evidence which &
researchers in the early stages of the research process before any data is gathered
formally (p. 49). The primg data collection tools which were used in the present

study were interviews and observation, In addition data collection methods
modelled on the Mosaic approach developed by Clark and Moss (2001) were
employed. This approach provides a useful meansnfduding the voice of the

child and assumes the competent child paradigm. It mirrors the approach and
underlying assumptions of Godly Play (Berryman 1995) which offers children a
number of different means of expression: art, reading, writing, silence, gridy
trusts the childbds own capacity to engac

benefit to the study. Data collection in this study consisted of three distinct phases.

4.6.1 Phasé@ne of the Research (Pilot phase)

The pilot phase of the researdme(eafter known as Pha€mné took place in a
mixed senior national scho@chool A)situated in a suburb of Dublin city in an

area of socieconomic disadvantage. The research took place over a period of
three weeks in May/June 2013. Two fourth clasd€sl( year old children) and

their teachers were involved in the research. The purpose of the Phase 1 of the
research was to ascertain teachersd view
their observations regarding the value which their pupils asttib the process, as

well as the characteristics exhibited by the children. Formal feedback was not
sought from the children during this phase. The primary reason for not consulting
the children related to ethical requirements which had not been sougls pilot

stage. This was the first time the researcher had the opportunity to practise the art of
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Godly Play within a traditional classroom setting and much of the focus was on the

plausibility of conducting Godly Play in such a setting. However it passible to

N

gl ean the <childrenods reactions to the
researcher's own observatiofrgformal opportunitiefor conversations with some
children did occur when shifting Godly Play materials within the school, when
prepaing the feast with some helpers and when cleaning up afterwards. In addition,

at the conclusion othe lastsession, a circkime session was included and the
children were asked to finish the senten:

Prior to commacement of the research, the researcher visited the school and spoke

to the two teachers of the classes involved. The structure of Godly Play was
outlined to the teachers and they were asked to assume the role of doorperson
during the sessions. The importa of the teachers not acting in a disciplinarian
manner, unless the behaviour of any child became unruly, was emphasised. The
purpose of Phas@ne of the research was outlined to the teachers and they were
asked to become participant observers in the @ s . Each teacheros
conduct an interview with them after the
teachers were thanked for their agreement to participate in the research. The school
was subsequently visited on one day each weekhfee consecutive weeks. On

those days Godly Play sessions were conducted with the two fourth classes
individually and the sessions lasted approximately one hour each. On the fourth
week interviews were conducted with the two teachers.

A brief descriptiorof each of the classes is outlined below:

Class A- This class was a fourth class consisting of twenty children (aged
10-11). Their teacher, Teacher A, was a newly qualified teacher (NQT). The
class was a mannerly, wdlehaved class. Teacher A was present in the
classroom for all of the sessiorapart from one part of the second session
as she was dealing with a disciplinary issue which had arisen at yard time.
The timing of the Godly Play sessions occurred after the morning -break
time. During the break, the researcher prepared the classroommefor
session, so that the room was fully ¢
yard. The ttingup ofthe classroom consisted of moving desks to the side
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of the mom and placing the chairs in a circle. Art and construction response
materials were laid ouand the food for the feast was left ready for the
helpers to prepare for serving. As the weeks progressed, it also consisted of
having materials from the previous presentations on display for the children
to work with during response time if they so chose

Class B: This class was a fourth class consisting of twenty two children.
Their teacher, Teacher B was an experienced teacher who had worked in the
school for more than ten years. The class was mannerly and well behaved.
Teacher B was present in thexlar oom f or al | of the
Godly Play sessions took place in the morning. Since the class was in their
classroom each time the researcher arrived, the class teacher adopted the
practice of removing the children from the classroom for a lradi so that

the room could be set up in their absence. Upon their return, they crossed

the threshold into a changed space.

The Godly Play sessions were conducted
(1991) approach as outlined earlier in Chapter He Ppresentations which took
place were: Week One: The Great Family, the story of Abraham and Sarah which is

told with the aid of a sandbag and figures; Week Two: The Parable of the Good

Samaritan; We e k Thr ee: The Gr eabeenFl ood,

requested by the children following the second week.

After each session, a brief reflection on the part of the researcher regarding the
process was recorded. This exercise enabled her to identify emerging themes which
were subsequently pursued withet teachers in the interview process. The
interviews were conducted in a very informal manner as conversations which were
led by the researcher and which included prompt questions, that were sufficiently

open to allow the teachers to steer them in whativection they saw fit.

4.6.2 Phasd@wo of the Research

Phaselrwo of the research took place during the school year, 2013/2014 in a mixed

national school, School B, which is situated in a suburb of Dublin city in an area of

socceconomic di sadvantage. The school 0s

a number of diérent cultural backgrounds including many newcomer children and
91
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children from the traveller community. Children come from a variety of faith
traditions and other world views. Two classes, a second clésy€8r olds) and a
sixth class (1213 year olds) wre involved in the research. The primary purpose of
Phase 2 was to ascertain the value which the children attributed to Godly Play.

Ten Godly Play sessions occurred once a week for each individual cfaaserof

their normal RE lass. Each sessionstad approximately one hour. These sessions
took place in a Resource Room and each class left their base classroom to attend
the Godly Play sessions therein. The class teachers were present for the sessions.
The final Godly Play session which included adydPlay presentation, the story of

The Passover, took placeonthdJlune, 2014, in each cl ass?é

4.6.2.1 Phas@wo: Part 1

Data collection from the research participants took place in two parts over two
separate days. There was divergebetween what was requested of the 2nd class
and the 6th classuring data collection

Part 1 (2nd Class): This occurred at the end of the final Godly Play session and it
involved the children returning to their desks and writing or drawing about their
experience of Godly Play throughout the year. They were invited to do this in an

anonymougashion.

Part 1 (6th Class): This also occurred at the end of their final Godly Play session

and it involved the children returning to their desks and writing or drawing about

their experience of Godly Play throughout the year. They were invited tasdim th

an anonymous fashion in the same way as second class had done. In addition to this
reflective exercise, on that day, the sixth class pupils also took part in-plagle

using a method <called O6conscience all ey
children formed two rows facing each other with a space between them to allow an

6actor6 to walk down the alley.

1:9,9.9,9,9.9,9.9,9,9.9,9.9.9,.9.9,:9.9,9,9.9,.9.9,.9,9,9,0.4
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X ———
) 9,9.0.9.0.0.9.9.9.9.9.9.9.9.9.9.9.:9.9.9.9.9.9.9.:9.9.0.4
Figure 2: Conscience Alley approach

The role play consisted ofdhresearcher playing the role of an influential person in
education circles who was considering banishing matters of a spiritual/religious
nature from school s. The children had to
providing arguments as to why why not spiritual matters should be included in

schools. They were requested to act as the conscience of the actor tossing back and
forth the ideas which might run through her head and which might inform her
decision. The deliberations of the children thp h o u't the Oconsci e

activity were recorded in audio.

Subsequent to the Part 1 sessions on thatbdayt h wrilingssasdarawings as

well as the contributions of thé"8C1 ass t hroughout the Ocor
play, were analysed by dmg the data, and emergent themes were identified.

These themes were then articulated into fourteen statements about the Godly Play
process and these statements formed the basis for Part 2 of the research which took

place the following week on the 18une, 2014.

4.6.2.2 Phasd@wo: Part 2

During the second phase of data collection, a slightly different approach was taken
once again with each of the two cohorts of pupils:

Part 2 (2nd Class): Data collection with the second class consisted of focus
interviews with groups of three to four pupils where information was sought from
the pupils about their drawings from the previous week. The second class pupils
were also presented with the list of the fourteen statements which had emerged
from the previous weéks si xt h c¢cl ass contributions.
asked the extent to which they agreed or disagreed with the statements (thumbs up
for definite agreement, thumbs down for disagreement and thumbs straight out for

sort of agreement). In essertbe views of the second class were being elicited in
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order to confirm the validity or otherwise of the statements which had emanated
from the sixth class childrends written

would be differences between the twdhods.

Part 2 (6th Class)The second phase of data collection for sixth class pupils
involved them being presented with the fourteen statements and asked to rank order
them in terms of their level of agreement with the statements (one being the most
important and 14 the least important to them). This was done individually by each
pupil first, who placed their responses in an envelope and gave them to me. The
pupil sbé responses were anonymous and no
them. Howeverttey were asked to indicate on their envelopes whether they came
from a home where they learned a lot about God (indicated by a green mark on
their envelope); where God was talked about infrequently in their home (orange
mark); or where God or matters ofspiritual matter held no importance at home

(red). Following this, the pupils formed groups of four and carried out the same
exercise, but this time they were to choose just their top four statements. The results

of each groupds deughttb &whala class seftingvaedraeircle h e n |

time discussion ensuédhe key points of which were recorded in writing.

4.6.3 Phasd hree of the Research
The purpose of the third phase of the research was to delve deeper and to allow the
children to interact freely with materials from Godly Play presentations as well as
the response materials. Six groups of children of varying sizes, from three to five
children, took part in Phase three. There were four groups from School A and two
groups from School B. Each group was gathered in a room apart from their
classroom for a period of approximatetinety minutes When they entered the
room they were shown set g the room and offered time to interact with the
materials in a manner of their own choosing. The children were informed that the
researcher would move around the room and chat to them at different stages if they
were willing. They were also informed th#ie sessions were being recorded. Each
session concluded with a feast.
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4.7 Data Analysis

Following an investigation of literature pertaining to qualitative data analysis, a
decision was made by the researcher to utilise a thematic analysis approach which
seeks to define themes within the datad organise such themes into a structure to

aid interpretation (Brooks et al. 2015, p. 206). Template Analysis (King 2012), a
particular form of thematic analysis, was chosen because it allows for a relatively
high degree of structure in the process of data analysis but it also has the flexibility
to adapt to the needs of a particular study. King describes Template Analysis as
being an iterative process where revisions are made en route as possible emergent
themes bcome visible and where the project is modified as it progresses. This

flexibility is consonant with the process which this study required.

There are six main steps involved in carrying out Template Analysis: (i) A
researcher familiarises themselves with accounts to be analysed (ii) Preliminary
coding is carried out (iii) The emerging themes are placed into meaningful clusters
(iv) An initial coding template is designed (v) The initial template is applied to
further data and is modified if necessary) (the template is finalised and applied

to the full data set (Brooks et al. 2015, p. 203). Template Analysis also advocates
the use ofa priori themes which allow researchers to define some themes in
advance of the analysis process (Brooks et al. 2025§).

Recordings from each phase of the data collection were transcribed following each
distinct phase and the first three steps of Template Analysis were implemented i.e.
the researcher familiarised herself with the transspetrtaining to eaclistinct
phase; coded the data in a fashion which was informed by a priori themes which
had emerged from the literatuoe the previous phases (in the case of Phases 2 and
3); and placed the emergent themes into clusters. The iterative nature of the
research wh its consecutive phases lent well to the use of a priori themes and these
were further developed following each particular phase of the research process in
accordance with an adapted version of steps (iv) and (v) of the process outlined

above.
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4.8 Conclusion

This chapter presented the ontological and epistemological underpinnings of critical
realism as the framewoffior the study, involving a critical realist ontology and a
social constructivist epistemology. It explained hawical realism washosen as

it wasthe approach which wasiost congruent with the understandings espoused in
this research study.he choice of methodology was case study and data collection
involved interviews and the collection of artefacts. There were three distincsphase
in the data collection process and these were described in the chapter. Data was
analysed using Template Analysis. The next chapter presents the findings of the

research.
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Chapter 5
Findings

5.1 Introduction
This chapter presents the findings of the reseafeth distinct phase of the
research from Phase One to Phase Three is outlined separately and is followed by

discussion. The chapter concludes with a summary of the entire research process.

Many writersincluding Bazeley (2009) speak of the inherent risk to researchers of
presenting findings in a merely descriptive manner without much depth. They
caution against regurgitating what was said in interviews as direct quotations and
presenting them as finding&ing (2012) on the other hand critiques this as an
oversimplification and says that there is no such thing as mere description and he
claims that every description is in fact an act of interpretation. The truth perhaps

lies somewhere in the middle. Thedings which are presented in this chapter have
emerged from analysis of the childrends
records and in the case of Phase One, t
guotations are used which require little exptaoraas to interpret them would distil

them to a point of nenecognition

5.2 Phase One (Pilot phase): Findings

Phase One of the research involved three sessio@edly Playwith two fourth

classes in School A. Following a three week period of input, the two class teachers

were interviewed individually. The purpose of the interviews was to ascertain the
teachersé i mpressions of the ptheydh&ss and

noticed about the children in their class during the process or afterwards.

Al t hough interviewed separately the teac
another. Both were very impressed by the process and the materials. They were
grateful hat the preprocess meeting had taken place since it had clarified

expectations and allowed for a collaborative partnership to be developed from the
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outset. The teachers referred to the developmental nature of the process and how
children had become moreviolved as the weeks progressed. They spoke of a
desire for the process to have lasted longer as they felt that the pupils were
becoming more familiar with its structure and were benefitting from their learning.
They referred to the calm atmosphere whield lheen created during the sessions
and how the children had really liked them and been captivated by the
presentations:

The kids were really drawn into it and coming over to the edge of their
seats, bending to see what was happening (Teacher A)

Both te@hers expressed surprise at how some of the children in their class behaved
during the sessions. Teacher A spoke about a particular child in her class who was
normally quiet and wouldot contribute much, but by the third week, she was
making valuable inpis. Teacher A felt that this occurred because (i) all
contributions were accepted, so the child could see that it was safe to offer
suggestions without the risk of being wrong and (ii) plenty of time was given to the
children to think. On the other handedcher A spoke about other children in her
class who would normally shout out answers, who stopped doing this. Teacher A
said that she was taken aback by how well a pair of boys had worked during the
sessions:

I would have not let them sit together ... bmid have said, 'No, they are
going to mess' and | wouldn't have let them sit together and | was actually
quite surprised that by the end of the three weeks they were actually able to
sit together and then | actually felt quite guilty.

In addition, she sgke about the gentleness of the class as they handled the Godly
Pl ay material s. She said that some chil d

handed with stuffd, engaged with the mat

Teacher B similarly spoke about being siggd by certain children in her class:

There was one person in particular that | thought was just going to ruin it,
who doesn't like to see anybody having fun or doesn't like to see any of the
others enjoying themselves and | was really proud of thetéisem for not
allowing that person to spoil it for them. They remained on task and they
remained engaged even though he did everything that he could think of.
While your eyes were down, he was pulling at the sides and he was banging
underneath the chai- he was doing everything that he could possibly do to
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spoil it for them but they were all so engrossed that eventually he had
nothing left to do but watch and then became very engaged and actually
asked some really interesting questions.

During the fnal session of the three week period, a very brief circle time was
conducted with the children. The children were asked what their favourite part of
Godly Play was. In her reflective record following that session, the researcher
recorded that she was stiged that the childrehad notspoken about the feast in
greater numbers as her expectation was that they would zone in on that aspect since
the treats were very well received each week. This was not the case; instead the
children spoke of the materialadhthe stories in the main. Both teachers during the
interview concurred with this observation about the high value which the children
had pl aced on the stories, and how the
presentations. Indeed each teacher spoke abmwtthey themselves had been
captivated by the stories too:

Normally when an outsider comes in to do stuff with the children, you just

|l ook and you take not egasp3 llwasfwatchimgi my s e |
it as well . I r e aihgithetemaich httentian $orth@ testa c t u a
of the class and | was listening to the story even though | knew it....I loved

it, | loved listening to the stories! (Teacher A)

| was completely mesmerised! | found myself going into a nice, little, calm

trance whileyou were talking because you had a lovely way of presenting it.

In particular | remember when they were going through the desert and you
were making the marks in the sand and you did find yourself getting lulled
into watchingit. | really enjoyed it. (Tacher B)

I n describing the process and the potent
narratives were infused throughout with
t hat the oO6traditional role of temcher o
between the storyteller and the class. Some of their comments are presented below:

Teacher A
| think to do it as a teacher you have to be able to go in the way that you
came in, with a totally open mind.
As a teacher, you move on really quickly whergau gave them loads of
time. | think if | had been doing it | probably wouldn't have given them as
much time and then | wouldn't have got that answer from her.
ltdés difficult | think, as a teacher,
is what you hee to do' and then they were coming up 'What do we have to
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do?' and it was very much 'Well, what do you want to do?' and | think they
found that kind of odd at the start.

But then when | looked at the way that you were with them, because you
weren't a tedwer you were able to be a lot more relaxed with them whereas
| think it would be very hard for the teacher and the kids to go from being,
you know, the teacher that has the rules in place, you know you're quiet for
the rest of the day, to go into that pedd...| don't know how easy it would
work.

Teacher B
When they moved then, into the free play part of it | was biting my hands
most of the time because | just wanted to be the muinteszctie) and
interfere. | found it very difficult to stand back aled them. | wanted to be
keeping them on task, you know, particularly if they were doing pictures, it
was killing me not to say to them 'Are you going to draw a picture about
what you've heard?' As a teacher, | would have had to do that,
It was tricky fa me to keep neutral, just to bounce back what they had said
rather than comment on it. 'Look | did a picture’, 'Oh, you did a picture'
rather than 'Excellent! That's a lovely picture!'
The eyes ¢f the storyteller on the materials worked. | would halkieen
very sceptical if 1 had heard that fi
watching them like a hawk; you'd need eyes in the back of your head!
| think the fact that you have to be so different to being teacher, it needs
another person. The tearimeeds to be there and needs to support it and |
think itds good for the kids to see vy
we l | but | think itdéds such a differeni

Finally, both teachealsidl dobesnedrsv ait ntoenrsa ca h
response materials indicated that they felt as the three weeks progressed, the
children were becoming more attuned to the methodology and were beginning to
engage at a very deep level during response time. This was bbrim tle
researcherdéds own observations who noted

to the rituals associated with Godly Play as the weeks progressed.

5.2.1 Discussion of Findings from Phase One

The findings from Phase One of the research contain many resonances with other
researchersbo experiences. Seaman (2005)
participants in her research found much of the methodology contained in the
process to be counterintuitive their normal role as teachers e.g. eyes on the

materials when telling the story rather than maintaining eye contact with the
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children at all times. The teachers in this study also found it difficult to trust the
process and were tempted to revert teirttusual approach on many occasions.
Seamano6s finitimedteanhgrs ledpma b reflect more deeply and found that
they were not just rethinking how they approackétland spiritual development,

but that the experience made them rethink the whabeegss of teaching and
learning; was one which the researcher in this study experienced herself. During
Phase 1 of the research, there were originally three classes involved. However an
interview with the third teacher ditbt occur because she was absenttat week

and indeed for the two previous weeks. In contrast to the other two classes, some of
the pupils in this class presented with very challenging behaviour at times. The
particular incident in question happened while the researcher was faciligating
Godly Play session on the Parable of the Good Samaritan with this class. There was
no other adult present in the classroom at the time. The following excerpt is taken
form the researcherds notes:

Class C was a fifth class and | was disappointed notate@ had more
opportunity of working witht h e m. |l ndeed bhhadmome®r i ence
with them and | remember thinking at the time that the process of Godly
Play actually captures the essence of what good teaching is all about. When
working with Class C, | presented the story to them and we had some good
discussion bout the wondérn g g u ewhb is a neighbdur td each of

the parable participant8When the children left the circle to work on their
own with the response materials, | was struck by the cruelty exhibited by
one child towards the two brigands who had robbed the anahis way

from Jerusalem to Jericho. In his response when engaging with the
materials, this boy had actually hanged the figures of the two robbers using
wool! During this response time a few other pupils were acting in a
disruptive manner and becausettdir unruly behaviour, | had to cut short

the response time and break from the normal routine of a Godly Play
session. Instead, | called them back into the circle anditrated a

di scussion with them about Oowhwo is a |
robbers hanging from the chair as a stimulus for discussion. The discussion
which ensued was engaging and was conducted in a respectful manner. It
was as if the class had been transformed. They listened to each other and
some moved beyond their initiaction of locking the brigands away for a
very long time for the crime they had committéalwvards recognising that
actually the brigands are our neighbours too.

Hyde (2008), Yust (2002) and Berryman (1991) have spoken about how teachers

can be inhibito s of chil drends spiritual devel op
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moving lessons along too quickly or avoiding issues of an existential nature.
Findings from this study indicate that the teachers recognised that they could be a
source of constrictioby the manner in which they make certain assumptions about
children and by the hurried nature of a lot of their teaching. A challenge which
compounds complexities of engaging with existential issues with children was
identified by Teacher B who spoke oie chall enge of all ow
wondering but also upholding the Catholic teaching in line with the ethos of the
school. This was prompted by an incident during the wondering part of a session
where the children were talking about death and what happier we die. One

particular child spoke about how his auntie had died the previous year and that

since that time, a black cat had been coming into their garden on a regular basis.
The boyds mot her had told the bmg that
different guise. The researcher who was facilitating the session allowed the
conversation to develop unaware of the angst that the teacher was experiencing as

she was anticipating parents arriving at her door the next day accusing her of
teachingtheic hi | dren t hat reincarnation is a f:
(2010) has spoken about this tension also between allowing children to wonder and

teaching within a particular tradition. It is an area which merits further research.

The experiace of surprise on the part of both teachers with respect to the children

in their classes was a theme not anticipated from the literature. This came across as

a strong motif from both teachers who described how their perceptions of children

were challengg those who would normally not contribute on a regular basis began

to offer valuable insights and those who would normally dominate discussions and

vie for the teacherds attention pulled
researcher herself was theasured manner in which the children engaged with the
wondering questions. One experience in particular stands out: the children had
listened to the presentation of the Ten Best Ways (10 Commandments) and when

the researcher asked the usual questionpertang t o such sacred st
if therebs any part of this story that \
need?q, a valwuable discussion ensued in v

marriage; the consequences of wanting what othase and the value of going to
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Mass. Of particular note was the last of these where one child in particular argued
vehemently for retaining the fourth commandment and for attending church on
Sundays. When asked by the other children if he himself wentags Me replied

that he didnot, but that he recognised the value of church attendance and wanted

this commandment left in as a pointer for people of the best way to live.

5.3 Phase Two: Findings

Phase Two of the research involved ten sessiorBodfy Play in a second class

and a sixth class in School B. The overall purpose of Phase Two was to ascertain
the value which the children attributed to being involved in a process which
contributed to the nurture of their spiritual potential. There were tws paolved

in this second phase of the research process and each part was differentiated for the

two different age groups. The findings for each part are presented below.

5.3.1 Phase Two, Part 1: Second Class

In Part 1 of Phase 2 of the research, th&eledn from second class were asked to
reflect on their experience of Godly Play throughout the year and to write or draw
about it. The second class children chose to draw pictures. Most of the pictures
depicted scenes from various Godly Play presentatidmsh they had encountered

- including the Great Family (Abraham and Sarah); The Ten Best Ways (Moses and
the Ten Commandments); and Exodus. None of the children drew an image of any
of the parables which had been presented to them and only one of tededh
Jesus in their drawing. Other pictures showed the seating arrangement during a
Godly Play session (sitting on the ground in a circle). Some children wrote
captions on their images in which they expressed positive feelings about Godly
Playi | love Godly Play.lIt is great stufgsic). It is turefic (sic). One child wrote

the names of two peopMark and Lizon their page and had entitledfitmy o wn
storyo.

A sample of pictures is contained in AppenBix

103



5.3.2 Phase Two, Part 1: Sixth Class

In Phase TwoPart 1 of the research the children from sixth class were also asked
to reflect on their experience of Godly Play throughout the year in whatever manner
they desired. Most children wrote about their experience and feelings. Pupils were
encouragd to stay on task and even when they said that they were finished, they
were encouraged to sit in silence and engage in further reflection. Their responses
contained many consistent, recurrent themes and these were analysed and coded.
The fourteen statemés detailed below which consist of actual wording used by the
pupils, were identified by the researcher as representing the core thoughts expressed

in the classdéd responses.

1. Godly Play is fun. It is a happy time.

2. Godly Pl ay makes a@rnonerestingt nk harder . |t
3. Il getto find out a lot of history about God

4. |like the way it gathers us all together

5. | like to share my thoughts on what | have learned.

6. |liked the feast.

7. llook forward to it every week.

8. I love all the stories we do in Godly Play

9. I love learning more about God.

10,1 t 6s |l ovely to hear the words of the
111t 6s very kind and caring.

121 think itdéds very relaxing, thoughtf ul
131t 6s a great way to |l earn religion.

141 t6s li ke as if I am clouge to God and

In addition to the writing activity, the sixth class children also took part in a role
play activity (Conscience Alley) where they were encouraged to inform the
conscience of a person who was in the process of deciding whether or not to
remove actiities of a religious nature from the school setting. This activity yielded

very strong evidence that the children value work of a religious/spiritual nature in
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school and that they have a strong desire for God to be included in their everyday

school livesSome sample quotations below illustrate the sentiments of the class.

0 We love God!

0 Kids have great imaginations so they can imagine something else so we

need to learn about God!
0O I f you didndét believe in God then you
O Weneed o become good citizens of Godods v
O We wouldndét be here right now without

God!
0 We need to learn about Jesus so that we can learn his ways!
None of the children offered an alternative argument or a dissenting voice duri
this role play. One child however referred to valuing God for the amount of money
he had made from his Confirmation; he was quickly admonished by the rest of the

group!

5.3.3 Phase Two, Part 2: Second Class

In Part 2 of this second phase of ttesearch process, the second class children

were presented with their drawings from Part 1 and were asked to comment on

them if they wished. Most were willing to speak about their pictures which depicted

Godly Play presentations in the main. The childrearew positive in their
descriptions of the stories which they had drawn. One child, when asked about his
picture, claimed that he had just drawn a random picture. However it soon became
apparent that the childés pictadeeperwas f a

meaning associated with it which he dmt wish to speak publicly about.

None of the children drew images of the parables which had been presented to them
but had focused instead on the stories from the Hebrew Scriptures. Theforason
this may have been that it had been some weeks since they had heard a parable.
Indeed many of their drawings related to the most recent Godly Play presentation
which they had heard. However, interestingly during the response time at each
Godly Play session, tlresearcher had noted that the children seldom chose parable
material to work with in their own free response time.
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The fourteen statements which had been g
inputs in Part 1 of the research, were read out one bytorthe second class

children who were asked to put their thumbs up if they agreed with the statements;

t humbs down i f they disagreed; and thumb
results from this thumbs up/thumbs down activity indicated that ebensl class

children concurred with their older school peers with regard to their sentiments

about Godly Play.

5.3.4 Phase Two, Part 2: Sixth Class

One of the tasks which the sixth class children undertook during this part of the
research was to prioise in order of importance, the fourteen statements which
they had produced the previous week. The prioritisation exercise entailed the
children placing the numbers1# next to the statements which were printed on a
sheet; one signified the statement vihikey deemed to be of most importance and
fourteen, the least important one for them. Then each of the children placed their

sheets in an envelope.

The children were asked to indicate on the outside of their envelope their perceived

level of religiosityin their homes using the colours green, orange or red. They were

to colour green if they thought that God was very important to their family; orange

i f God wasndét a big part of their family
couple of the childmre came up to the researcher at this point and said that they

found this difficult. It was clear that there was a dissonance between the value they
attached to God and that of their famil:@

i n my familty cdodeosu&r. swhoaul d | put down?2d

The final task for the children with regard to the fourteen statements was to perform
a group ranking exercise where they worked in groups to prioritise the fourteen
statements. The primary purpose of this exercise was tletran. Table 4 overleaf

shows the total average ranking for each of the statements as well as the breakdown
for the three categories of religiosity.
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Statements N=7 N=5 Total

N=16

I think i1itdés veryl|dl 4.8
soulful.

4.9

Godly Pl ay makes 5.6 6.6
very interesting.

It is very kind and caring 8.4 3.8 6.7
It 6s a great wayl|4.0 7.6 6.7
| get to find out a lot of history abo{ 6.3 6.6 6.8
God

| like to share mythoughts on what | 7.3 6.4 6.8
have learned.

Godly Play is fun. It is a happy time. | 8.7 5.2 6.9
I love all the stories we do in Godly Plg 6.4 8.2 7.4
ltoés | i ke as i1 f 181 8.8 7.4
if God is beside us

I love learning more about God 7.9 10 7.8
| like the way it gathers us all together | 6.9 6.6 8.3
I look forward to it every week 7.7 10.4 8.6
It is lovely to hear the words 9.7 9 8.9
| liked the feast 12.6 11 11.3

Table4: Mean scores of the rankings attributed to the fourteen statements

The findings indicate that data from both the individual exercise and the group
exercise concurred that the four most important statements about Godly Play were
the following:

0 Ithink itis very relaxing, thoughtful and soulful.

0 Godly Play makes you think harder
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O«

It is very kind and caring.

ltés a great way to | earn religion.

O«

Of the sixteen children who took part in the exercise, seven of them perceived that
God was an important part ofein home context. Five indicated that God had some
importance for their families and four indicated that God was not an important part
of their family lives. In this context, it is interesting to note that for those children
who identified themselves a®ming from families where there is little formal

exposition to God (red column), their t\
l' i ke as if I am close to Godbéd; " feel

more about Godod, w himpbrgant fort theeother groups ¢  n o't

children.

A circle time discussion followed the <c¢h

This discussion contained ample evidence that the children valued the process of
Godly Play. They spoke about how the relaatdosphere and silence allowed for
reflection and deep thinking. During this discussion, they spoke about how they
value the opportunity to discuss these questions with one another and indeed some

of the deep questions which they spoke about wanting reupuurther, came to

the foreeegWho created God? Do you,whataouldt hi nk

you be doing now?

5.3.5 Discussion of Findings from Phaséwo

The findings with regard to the Feast
perceptiongrom Phase One of the research. During Phase One, the researcher had
anticipated that the Feast might be of greater significance for the children. However

this wasnot the case and the findings from Phase Two bear this out with nine of the
children placimg it at the bottom of their list. Just one child identified it as being the

most valued aspect of the Godly Play process. This child identified their least
favourite part of the Godly Play ©proces
interesting to have gaged with this child to draw further on their perceptions and
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the reasons for them. However it was not possible to identify them, due to the
anonymity of the survey, beyond knowing that they perceived religion to be of

some importance in their home (orahg

Three of the top five ranked statements, pertain to the cognitive dimension of

childrends | earning. The findings show t
thinking and t hat t hey al so enjoyed | e
conception of gi r i t ual education whi ch consi st

contemplation and wonder through the arts and sensuous experiences (p. 373)
appears to neglect the cognitive dimension which the children in this study
identified as being important to them. Thefli ngs r ai se questi on:
(2001) perspective too where children are to find spirituality in their own
experiences and personal narratives rather than through imposed narratives such as

those found in religious traditions.

One of the main objéci ves of Godly Play is to 6dshow
as a community by supporting and respect
(Berryman 1995, p. 17). The centrality of community emerged in the findings from
chil drenods r e s geooh the studyi €omrhumal svonderm@ was
highlighted by the children during the circle time as being important and sharing

their thoughts ranked in the top half of the preferred statements. Other prominent
contemporary methodologies which are used in pynsnhools to nurture the
spirituality of children, (e.g. meditation with children, and mindfulness), appear to
focus more on the <childds relationship
other two relationships highlighted in the literature, relatignslith the world and

relationship with others appear to be lacking in these approaches. A comparative
study between nurturing the spirituality of children through the use of one of these
methodologies and that of Godly Play could yield valuable insightsthe relative

importance of the fourfold relationship.

The purpose of Phase Two was to ascertain the value which the children attributed
to being involved in a process which contributed to the nurture of their spiritual
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potential. It is clear from thgoices of the children in this phase they value the
process and the space in school to engage with religious content. These findings are
of value in terms of informing debates about appropriate forms of RE and
demonstrate that a phenomenological appre@€E may not be sufficient for their

needs.

5.4 Phase Three: Findings

The purpose of the third phase of the research was to delve @eeptr observe

the spiritual characteristics exhibited by the childr8ix groups of children of
varying sizes, from three to five children, took part in six separate sessions in this
phase.The children were given time to interact freely with materials from Godly
Play presentations as well as the response matefiadse wee four groupsof
childrenfrom School A and two groups from School B. Each group was gathered in
a room apart from their classroom for a period of approximately ninety minutes.
When they entered the room they were shown thesetf the room and offered
time to interact with the materials in a manner of their own choice. The children
were informed that the researcher would move around the room and chat to them at
different stages if they were willing. They were also informed that the sessions
were being ecorded. Each session assumed a different format with no two being
the sameEach session concluded with a feast.

The findings from each of the six sessions are presented below. Analysis and
discussion of the findings is suspended until after the six sessions are outlined in
full.

5.4.1 Phase Three: Session 1

The first session took place in School A and the paditdp wereBecky, Daniel

Ben LauraandCara When they arrived in the room they began to work with the
response materials, beads, paints, playdough etc. They chatted as they worked and
seemed to enjoy engaging with the materials. At the beginBexky asked if she

could play with the sand. While the others worked with the other response
materials, she created a story using the wooden figures in the sand. She chatted to
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herself as she created her std3gckyd s st ory was model |l ed on
which the class had heard a few weeks previously, where the sea had opened up and

the Israelites had crossed to freedom. Her story involved characters who were
guards, some obevil 6 people and some goo:
good people were saved the actions of Jesysic) who lifted the river when they

arrived at it and closed it when they were safely across. When asked by the
researcher if God was in this stoBeckys ai d o6y es 6, that 1t was

Jesus to lift the river.

Danielwas next to work with the desert bag and figures. He created a story which
contained a synthesis of elements from some of the Godly Play presentations.
Asked whether God was in his stoBaniels ai d Oy es 6, that God
Daniel was later joinedoy Ben and the pair worked on another story using the

figures and the sand. In this story, a sand storm had killed a group of people who

were travelling together. The leader of the group had survived and he managed to
rescue the dead people who were buriedThen anot her O6big gush
they were all killed again including the
rescued them in vain. God was not in this particular story accordiBgrobut

when questioned as to Gfaht dragedyareeisaid b out s
that GodwasupintheskyaBegnadded t hat God coul dndét co

was Ohangind around with Jesus! 6

Lauramoved to the sand next and initially she worked on her own but was then

joined byBecky. Laurdds st ory waBeckind | e@mlicieelr byt or vy
been modified by hetauragot annoyed wheBeckytried to impose her ideas on

the story. When asked if God was in the sthgyrasaid that God was listening to

what was going aoamp amd tChraveassthedfiiiiatpersoa ©

work with the sand and her story also included good and evil people, the latter who

drank all the water from the river. Similartaurg Caras ai d t hat God wa s
the sky somewher ed atryidg ta figare¢ outtthee owpeopl e

problem.
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Once each child from the group had had a chance to engage with the materials, the
session drew to a close with the feast. While the children were eating they chatted
to the researcher about Godly Play. They rectdd stories they had encountered
throughout the year. A discussion about the importance of God in their lives and the
manner in which they communicated with God took place. Each of the children said
that God was important to them. Asked if they talkedtmd and if so, where or

how, the children responded in different ways:

Becky. Beckyspeaks to God in times of trouble and when she feels in need
of safety. She spoke about hearing little voices in her head, which

she described as God talking to her.

Danel: Danielgoes t o church and he speaks to

to God anywhere else, not in school and not at home.

Ben Initialy Benanswered O6nodé to the questio
speaks to God. Then when he checked Wahielwhether omot he
spoke to God an@aniel said that he didBen thought about it a
little bit more and said that he talks to God when somebody dies or if

somebody was in a car crash.

Laura Laurat al ks t o God when shebs wupset a
her great ganny who had died recently. She also talks to God when

she goes to bed.

Cara Caraspoke about feeling part of a family since she made her First
Holy Communion. She said that she would talk to God if she was in

complete silence and on her own.

5.4.2 Phae Three: Session 2

The second session took place in School A and the participantd.isar®ueeva

EannaandEoin. The two girls began by playing with the sand while the two boys

worked with the response materials. The girls tried to faithfully recall some of the

presentations they had already encountered. They endeavoured to get the gestures
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correct so that the stprcould be reenacted properly. After about ten minutes,
Queevahad to leave as she was called away to take part in some téssag.
continued to play on her own and remained with the sand for a further period of
fifteen minutes. During that time, sheatted with the researcher about her story

which showed wooden figures representing people walking a long journey through

the sand. She explained how the footprints were very important because they
enabled others to follow the way. She said that her faxopart of the story was

when 060God came down and started talking

about God from the stories.

A period of six minutes complete silence followed Easn began to work with the

sand andeannaand Lisa worked with the materials on an individual bag®in

spoke to the researcher about how he liked the parts of the story where the
storyteller talked about how dangerous the desert can be. His own story creation
involved figures lined up in rows opposgéea c h ot her . 61 was Kkino
of these on the good side and some of these on the bad side. They were fighting like
thiso, he explained as he demonstrated f
researcher if anyone woBpin said that the googuys had won.

Researcher: | wonder why the good guys won and not the bad guys?
(Silence)
Eoin: Because, because bad guys never win.

Eoinwent on to say that he had particul ar/l
(Ten Commandments) because hedikbe rules. Asked by the researcher if he

could remember any of rule§annahesitated butisai nt er j ect ed wi th
break marriage! 6 and 6Donét even want wh:
While this conversation was taking placEanna interrupted by asking the

fol owi ng question: OExcuse me. Do you bel
prompted a twenty minute discussion on various characters which bring great fear

into the lives of the children.

Researcher: What 6s Charlie Charlie?
Eanna Heds a devil
Reseecher: Hed6s a devil ?
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Eanna Yea and you get a page and you write Yes/ No and you do an

equals sign

Researcher: Where did you hear about Charlie Charlie?

Eanna Eh | heard i1itbds |ike the devil i
Charlie, are you there?2d

(At this pointEoinandLisajoined in and explained the
process of invoking Charlie Charlie to be present )
Researcher: Mmm and what do you think about that?

Eanna Sometimes | think itds not real

Researcher: And what do you thinkoin?

Eoin: I donodot really believe in hell
devils. So | think itbdés fake

Researcher: Mmm, how do you feel about Eann&

Eanna Scared.

According to the Washington Post (May ™262015) Charlie Charlieis a
game/internet urban legend which became popular as a result of an incident in the
Dominican Republic in early 2015, which took social media by storm. It is played
by drawing an X on a piece of paper; | ab.
0we ; placing two pencils on the 6x6 and
heds there and asking him speciEhnn&c quest
Lisa and Eoin were clearly frightened by the game but they also had a fascination
with it which semed to draw them irfcanna who seemed the most frightened by
the game asked if we could play it.

Researcher: And why would you want to do that?

Eanna Cos | want to see if hebs real
In addition to Charlie Charljghey spoke of other characters: Slenderman, Bloody
Mary, Candyman and Barney each of which has a ritual accompanying it. Many of
these figures are characters in video games which the children had either played or
heard about. Other sources of fear wetised by the children too e.g. monsters in

the attic.

The children spoke of various ways of overcoming their fear such as hugging their
Mam, hiding under a blanket, or clutching their teddy. Earlier in the session when
chatting to the researcher as th@gyed with the sand, bothisa and Eoin had
spoken about God. When asked if God was important to them, both had said yes.
Asked if she ever talked to Gotisa said that she talked to God when she felt
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lonely or when none of her friends were coming outptay. She said that

sometimes she would go up to her room to talk to God or just sit in the sitting room

or kitchen talking to GodEoin had spoken about talking to God whenever he
needed somebody to talk to: 6Wel ine wheneyv
Mam and Dad have gone out somewhbkoine, Il p
had said that he often prays to God wunde
Neither of them mentioned turning to God whidey were scared. However with

further probingthey spoke of God as a source of comfort and protection.

Researcher: A°. mi nute ago you were saying th
and pray. Would that help when

Lisa Yeaé Youdbd be 1ike. 60h pl ease
scared! 6

Researcher: 1 s t hat the type of thing youod

Lisa | would say that, yea.
Researcher: And who would you say that to?
Eoin: To pray to God, you go like than@kes normal gesture for

prayer with hands joined To pray to devils you go like that,
| think (turns joined hands downwards
Researcher: So youodre talking about the devi
God...So who would you prefer to have?
Eoin: God
Lisa God, Jesusé Everyone thatés hol
Eannaon t he ot her hand dimdntédal Kiimgl tcom@ad ekt
say | i ke you get too scared and you |just

youeéeo.

At this pointQueevaeturned from her testing and the children informed her of the
discussionEannathen began to play with the sand while the others worked with

the response materials. He set some figures up in a line standing behind one
another. There was a large gap in the line in the centre. The leader (Moses), the
figure at the front of the line vgaleading the people through the sea according to

Eanna The people at the back were the 0Db:
Bloody Mary.

Eanna So Moses is | eading all of t he
everybody to safety.

Researcher: Yea. So glalkeobtsemisad?i n

Eanna Yea.

Researcher: So youb6ve put them a bit apart |
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Eanna

Researcher:

Eoin:
found.

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna
Rese&cher:
Eanna

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna

Researcher:

Eanna

Yea, heds the master. Heds the
So what happens next?
I donodt knowé They spread out .

OK, so they were friends originally at the start and then
Charlie Charlie and Bloody Mary went a bit mad, did they?
Yea, then Slenderman went on their side.

So they were all on the one side at the start were they?
Yeabut they hated foll owing
to follow him. They wanted all of thengé€stures towards the
6good peopl)y®bloathemt he fr ont
And who would you be following?
Thesepoi nts to the

hi m

6 nf)olfo drobabyo p | e 6

followed them poi nts to the &ébad peop
theyod kil me .

Would you be scared of them?

Yea.

How does it make you feel when you do the story out like

that?

E mé (contemplating

How do you feel now that youobve
A little happy.

Why are you happy?

Cos good people are here. Bad people are there.

So theyd6re away from each ot hel
now?

Theyo6riamehead.c k

So how are you going to get them out of your head?

|l dondt know €& em.

So if theydre stuck in your heat
Silence

Are you here? Are you on this sidpopd sidg?

Yea.

So youb6bre here but theydére stucl
Yea.

So who have we gotpdinting to bad peop)e

Charlie Charlie, Bloody Mary and Slenderman.

But y 0 u Opoimting hoe goad pdop)e Is that what
youdre saying?

Yea.

But theydre stuck in your head.
Yea.

What are you going to do? What can you do?

| can talk to good people, not bad people.

Talk about the good people and not Charlie Charlie. Do you
think theleader, the master is afraid.

No, cos heds God.
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Later in the session when the children were talking about aspects of the Godly Play
presentations that they enjoyed mé&snnareferred to when Moses was talking to

God. He said that part of the story made him happy.

This second session concluded with the feast and the children chatted to the
researcher as they ate their treat. During the conversation, the researcher elicited
from the children whether or not God was important to them. They all said that God

was important to them. BothisaandEoindb s experience of tal k
related aboveEannas ai d t hat he tal ks tEoinspoked when
further about talkig to God about things that scared higgnnasaid that he

woul dndét be all owed:

Eanna My Maé. | f I said something to
Owho are you talking to?6
Researcher: Your Ma would say that to you?

Eanna Yea.

Researcher: So s heo6dy kG madn sosdnsea, dondt be t a

Eanna: So 1 6d just talk in my head.
When asked if she spoke to GoQueevawas hesi tant: o1 doné

researcher then attempted to get a sense
commitment to practisg their faith by asking the children about church attendance

and during that conversation it emerged tQateevaattends church in a weekly

basis:
Researcher: Youb6ve all made your First Comm
All: Yea.
Researcher: OK, would you go to Mass now?
Lisa Sometimes if |ike I dm not doing

sometimes | do be doing things in the morning.
Researcher: So how many times would you say
since your First Communiomwo years agy?

Lisa Since my Fir styabambmoncitimes.n, | 6d s
Researcher: Fi ve or si xXéEddm®w about you

Eanna Never.

Researcher: You woul dndét be going with your
Eanna No.

Queeva | did this year cos my brother was making his communion, so

I go like every Sunday...None of nwyothers are making
their First Communion next year
going to, like, Mass.
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Researcher: Do you like it? Do you talk to God there?

Queeva Yea, sometimes.

Researcher. Cos you were saying a minute agf¢
God. Soyou might in a church maybe.

Queeva Mmm yea.

Lisa The church makes you so tired c

Queeva And it makes you so sad when t hi
died. Theyodre |ike sick and thai

When the children were asked about opportesito talk to God in schooEkanna

said that they dondét get the chance beca
would | i ke more time to talk to E@od in s
who identified hi msel dncilaad thbtde coigd nake at he s
suggestion at their next meeting about there being more time to talk to God in
school. The researcher checked with the others in the group if they considered this

to be a good idea:

Researcher: And would that be a suggestighat you think would be

good?

All: Yeal

Researcher: So what would you be askirigpinto bring back to the
studentsd council then?

Eoin: Like more time spent talking to God and all.

Researcher: And so i f he goes back to the si
owebre a couple of students in o
we want more time to talk to Go
say, Ohowbé6s that going to happel

Queeva | 6d say fismysilemi nut es

Lisa 10 or 5 minutes.

The session concluded at this point as the bell rang for home time.

5.4.3 Phase Three: Session 3

The third session took place in School A and the participants KMersg Lulu,

Eugeneand Luke. When the children entered the room the two girls weiplayg

with the sand immediately, while the two boys worked with the response materials.

As they were easing into their work, the researcher asked them if they had enjoyed
Godly Play during the year. They all sali
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what it was that they had enjoyed about Godly PEaygener e p | i e d : ol t
A di

part of Godly Play. When the researcher had collected the four children from their

W e

gui et and real relaxingo. Sscussion e

classrom across the corridor that morning, the class was in complete silence and
they were engrossed in a writing exercise. She referred to that moment as she
chatted with the children:

Researcher:

Fiona
Researcher:
All:
Researche
Luke:
Eugene
Researcher:
Luke:
Researcher:
Eugene
Luke:
Researcher:
Fiona

Luke:
Researcher:
Lulu:

Researcher:
All:

Luke:
Researcher:

Eugene
Researcher:

So the quiet and the silencgith Godly Play é you real |

liked that. But when | walked into your room you were all

quiet and still.
That 6s cos we were al/l concentr
done.

Oh, OK. And would that be the same quietness now as you
were describing there?

No!

So whatodos different about it?
Youdre gett iimGpdyPtey d dahat 6syj (st
(in the clask

It just makes you calm.

Youdre saying thatoés different

Godly Play is more relaxinthan that {riting in classroom
Thatds just quiet.
It makes you calmer.

| t passé (. | t 6 pausga.l mitnégs (har d t o exy
This is calming cos we were getting told a story. In there, we

were all working.

So youdre working over there an
Pl ay you donét think ités work.
It is work, but it's more relaxing.

We were writing. Thatés wor k. W
And do you get a chance to have tlgaiet at any other

times?

Yea on Monday when we are getti |
Web

So is the quiet when youodre |is
same as the quiet when youdre d
Yeaé..sort of.

We | | of realdy fluiehbecause people are interrupting the
whol e time and asking, 0 Wh at d
that mean?6

So was that different from your experience of GoElgy
then?

Yea.

What was different?
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Eugene Everybodp s t anlh dlasgn gan{d nobodybs t al k

Godly pl ay. Most of the time wh
starts talking then. Thatds whai
Researcher. Ther e was some talking in Godl:
there? Because when you were playiagether, there used
to be a bit of talking, wasnoét
four of you at the sand and the
on there, wouldndét there?
Fiona Yea. Not too much. Not as much
Eugene Peopl edd be ssaanyd nfge eél.s6 Tlhoaoto o o o v e
Researcher: So it o6s the feeling as well ?
Fiona The relaxing and the calm.
Eugene You just have to sit there and watch!

The children continued then with their respective activities; the girls played with

the sand and the boys worked with the response materials, threading beads and
colouring pictures. After about a quarter of an hour the girls began to play hide and

seek wih the figures in the sand. One of them concealed the figures and the other

one had to find thenEugenejoined them within the space of a few minutes and
eventually the four of them were playing hide and seek in two telamke, and

Lulu versusFionaandEugene This lasted for approximately twenty minutes. Then

the researcher asked them if they would like to create a story using the sand. The

girls chose to work together for this activity and the boys also opted to work
together. A second bag of sand wagimavailable to the boys to use. The opening

words from Godly Play presentations which use the desert bag were to be heard
repeatedly from the children at this sta:
i's a dangerous pl ac eresearchien ® mecit¢ thee opeping | s a
sequence to the desert stories for them. As the researcher said the words, complete
silence descended on the room.

The desert is a dangerous pl ace. It 0s
where you are. There is littlgater, so you get thirsty and you can die if no

water is found. Almost nothing grows there, so there is almost nothing to

eat. In the daytime, it is hot and the sun scorches your skin. In the night, it is

cold. When the wind blows, the sand stings whemtg you. People wear

many layers of clothes to protect them from the sun and blowing sand. The

desert is a dangerous place. People do not go into the desert unless they

have to (Berryman 2002, p.60).

The children continued to work with the sand. The girls created a story and the boys

played by making shapes in the sand, continually lifting their bag, settling it down
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and checking to see what new shape was made as a result of the disturbance. After
ten minutes, the girls asked the researcher to repeat the words one more time. By
this stage the boys had returned to the response materials and were writing a list of
the names of the boys and girls in their class. When the girls were ready, they told
their gory which was about a little girl named Ciara, who lived in the desert with
her family. One day she waved goodbye to her mother and went into the desert. She
came to an altar and she spoke to God, asking God if she would live forever. God
replied that shevould die soon. Ciara ran back to her house and told her mother
that God was real and that she had just been talking to God. Her mother agreed that
God was real, but dismissed her saying that God had never spoken to her. The next
morning Ciara brought hdyig brother to the altar to prove that God spoke to her.
When she got to the altar she asked 0God
she ran around the back of the altar but she fell into quicksand. Her brother ran

back to the house to get their fatt@md when they arrived at the quicksand, they

saw a man pulling her out. The father as
of God. And | was just helping this | itt]
Foll owing the narration of t hecletpitmel sbé st

feast and they chatted with the researcher who asked them initially if they were

afraid of anythingFiona Lulu and Eugenespoke of spiders, heights and the dark.

Lukesai d that he was afraid of noté@mng. Tt
afraid when | think of Godé | seriously
meant.
Luke: | think of God and then | say to myself, what would people
be doing if they werenot alive

just sounds funny!
Researcher: T h a tedllg very interesting. Do you come up with any

answers?
Luke: No!
Researcher: And where do you think of these things?
Luke: I n church, Il 6m guessing. Il act u:

Lulu voiced her fear of Chuckie, Annabelle and Charlie Charlielbeca o6t hey ar
devil sé6. The other chil dr éulussaaidd tohveeta,t H
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still!®d Nonetheless, they al/l tal ked for
Charlie.

The researcher asked the children if God was important infmailies and they

sai d, O0Yes! 6 She rLdurandFobretds tshteo rcyh i whdereen tc
gi rl hadndét been believed and asked the
talked to GodLulu said that she would just keep it to herself. Askdutere they

might talk to GodFionasaid, in her room,.ulu said in the church anflugenesaid

he would talk to God somewhere privateke said that nobody would believe you

that God talks backrionaagreed. They said that people would start slagging you
especially in the area where they lived. The children speculated that it might be
different in other areas where God might be more important and they reckoned that

God is not important in their own area because right across the road there are rats as

a result of people dumping and people starting fires there too. If people believed in

God, they wouldnét do that, the children
Researcher: So God is good to have in places?
All: Yea.
Researcher: You seem to talk to God a lot. Would you go to church
often?
Luke: My family wouldndét take me.
Fiona If I had the time.
Luke: We went a few times with school.
Researcher: Do you like when you go with the school?
All: Yea.

Researcher: Suppose somebody said that there would be no more going to
Mass durilg school time. Would that be a good or bad thing?
All: Bad!

The children were beginning to tire by this stage and the session concluded with a

game before the children returned to their classroom.

5.4.4 Phase 3: Session 4

The fourth session took place in School A and the participants M@ah David

and Tom. When the children arrived into the room, they sat on chairs and had a
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discussion with the researcher. This discussion lasted about a half an hour. They
children beganby recalling what they had learned during the Godly Play
presentations. They spoke about how they had all enjoyed the sessions because
they had fun and had learned a lot. They zoned in particularly on the desert and the
facts which they had learned abdbe desert. They thought that the stories had
been challenging for them and they welcomed this because they felt that they would

be more prepared for fourth class as a result.

NoahandDavid spoke most during the sessidimm was silent apart from a colep

of contributions. AlotoNoatb s f ami |y circumstances beca
session including the following facts: His parents are separated and he spends the
weekends with his father in the north of Irelainbah has ADHD, for which he

takes mediation, and he has anger management issues; Thirty members of his

family have died and one of them was killed in front of his mother; His grandfather

was a kidnapper and a thief; His family are only renting their home and he is
worried that they might los& and end up on the streets; He will be getting a job

soon doing milk rounds in order to support his family. He will give the money he

earns to his mother who will then give him some pocket money from whatever is

leftover;Noalb s f ami | y § and goes toWass evéry Syindayu

The defining feature of this group session was a focus on challenges in life such as
coping with anger and dealing with dedfravid spoke of some things which make
him angry such as his younger cousin who is always noulbut of him or

someti mes when hedbés playing football he

David: When | play football, loads of my friends like sitkckle me

and eh | get really angry. | just want to like go over and kick

them and stuff | ike that. But |
Researcher: Why donét you? What stops you?
David: Cos itdés the wrong thing to do
Researcher. Yea so do you believeé whatoés i
David: I want to do it, but I donodot r e

but | dondét really.

Researche  What stops you, do you think? Is it the red card from the ref
or is there something else?
David : That woul dnot

stop me ke. I
Noah Ités the bad thing

[
to do.
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David:

Yea itdéds the wrong thing to do

Noahalso spoke about his anger issue and how sometimes he lifts his fist but then

puts it down because he has to remind hi.

The topic of death came up when the children were asked by the researcher if there

was anything tey were scared ofNoah immediately said that he was scared of

dying. David andTom agreed. Nonetheled#oahwas stoic about dying:

Noah

David:

Noah
David:
Researcher:
David:

But you have to die someti me.
lived a full life and then you lose it.

And plus,youned t oé. When you die, yol
Youbre reborn as a different pej
Yea in a different world. Up there in a different world.

What 6s Dapd?t Yeuére pointing up ¢t
Heaven.

Later Noahdescribedhis concept of Heaven which prompted more musings about

the afterlife:
Noah

Researcher:
Noah
Researcher:
Noah
David:

Noah

David:

Researcher:
Noah

David:

Researcher:
Noah
David:
Researcher:

Theyodére all happy. Theydre on
there, when they die, they come back here. Just goes over

and over and over again. So like when we go down for like

sitx y year s, webre gonna come bac
and a new life.

Is that what you think?

But the sad thing is that when
Youdre gone. Do you think itds |
Yea.

I woul dnltamka.y ligGgdbssay you stil!]l
be a completely different one.

Doyou know what |l 6d hate to do.
hell . I f | was down there, itodd
But even though bad people are baib they still goup to

heaven or is hell really a thing?
What do you think?

Goddés gonna gi ve

be bad up thereé

| 6d say Itéhtatt Geord 6wWlp ei t her way
change who you areé. Well you c:
What do you thinkklom? Youdér e very quiet.
Eh,Tombs al ways very quiet!

I think he doesndét really have
No | think that you think a loffom. Do you? What are you
thinking about what theyobve beel

\Y} them a second
e
@
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Tom: Il 6m thinking about al | of the p
the old people.

Both David and Noahthen spoke about young uncles belonging to them who had
died. They each described family rituals for remembering their lost loved ones.
Noatbs family puts a cake with candl es on
Davidds family visits his uncledbds grave r1ec

<

special occasions ¢ly place special objects on his grave.

The boys spoke about how God is important in their liResidp oi nt ed out th
God wasnot her e, Noahsawdahat he prayed td@&od évery e 0 .
night. Davidt al ked t o God s o me formalegryerb.Uttwashe di ¢
always somewhere private, like in bed that he chose to talk to God. He said that if

his Mam knew he was talking to God that she would laugh at him and ask him why

he was botheringTom spoke of praying for his Nanny when she waxk.slde

prayed that shebéd get better and she did
by himself,Tom said that he prayed alone and that he would be private about it. His

Mam would think it was silly to be praying too.

After about a half an hour, ¢hconversation ended and the boys chose the desert
bag to work with. They played together as a trio for twenty minutes. During that
time, they played hide and seek with the figures. They never seemed to tire of the
format but kept repeating it over and owegain. Two children would hide the
figures and the other one had to find th
to move on to something different for the remaining time in the session. She
suggested that perhaps they could create their own statlp one of the Godly

Play presentations. The boys ignored her suggestion and kept playing the game of
hide and seek. When she mentioned it again a few minutes later, they began to
create a story with various characters but after a minute, they abanitlaret

went to the table where the response materials were situated and began playing with
them. They chatted to one another as they engaged with the art materials. At the
end of the session, they gathered for the feast and returned to their classroom

afterwards.
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5.4.5 Phase Three: Session 5

The fifth session took place in School B and the participants MemleDonnaand

Eric. Of all the groups taking part in the Phase Three sessions, the members of this
group were the most familiar to the researcher as she had opportunities to engage
with them from an early stag&ric andDonnae x hi bi t ed <cl ear key
(Hay and Nye 1998) from the outset dfal was a vocal member of the class and

had presented with challenging behaviour at times.

The Great Family was the very first Godly Play presentation which took place with

the dass to which these children belonged. When Sarah dies in the story, she is
buried in the sand and when Abraham dies later, he too is placed in the sand next to
Sarah. Following the presentation of this story, there is a period of wondering with
participat s. One of the wondering questions i
story that we can | eave out and still]l h a
when this question is put to groups, they suggest leaving out the part where
Abraham and Sahadie.Eric, DonnaandKarlo s ¢l ass was no excep
Donnawho actually suggested leaving out that part of the story and she was
supported by others in the class. Howelwgc disagreed strongly and argued that it

should be retained because peagie. At that time he spoke about his grandfather

who was dead.

WhenDonng Eric andKarl arrived in the room for this particular session of Phase
Three of the research, they became engaged with the response materials, playing a
game of hide and seekttvthe figures in the sand. They chatted as they played and

Eric remindedDonnaof the incident above:

Eric: Do you remember when | kept messing your sibopne?
Donna | wanted to take out the parts where they die but you were
|l i ke 6but oewdreyyoddne has t
Eric: Yea, all of them were |ike é thi

where they die.
Researcher: And what do you think about that nd»onn&

Donna I still dondt want people to di
Researcher: And Eric, what would you say back f@donn&
Karl: Sameone dies every day.
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Eric: And everybody has to be born.

Donna And everybody has to die.

Eric: Because if somebody doesnét die
Déyou get it?

Researcher: No | doné6ét know what you mean.

Eric: Therebds the saidevergdap.pl e i n t he

Researcher: Same amount of people? Same number of people?

Eric: Yea. ltoés only fair.

Donna But there needs to be new people.

Karl: Yea, cos if one dies, another is born.

Donna Yea but you get born in a different life. So say if you dlie,

get born in the next century.

Eric could be classed as belonging to the category of people who express their
spirituality in geneecentric ways i.e. in relation to deceased family members
(Kirmani and Kirmani 2009)Eric referred to his deceased grandfather and other
relations on numerous occasions. For instance, during response time to another
Godly Play presentatiorgric had drawn a football with many colours on it. He

showed it to the researcher and explained thdfgignce behind the colours, each

one representing a different person in his family. The yellow was for his Nan; blue

for his uncle (deceased); pink for his Mam; and dark blue for his Grandad. He said

slowly and sadly that he had been thinking of his Gadndho had passed away

and that he was very sad about that. He paused deep in thought and then he said:
OHe wused to I|ike football and | do foot
football as wel | . And my dog dngtltht as wel
everybody has to die at a certain time b
theydd be so tiredd. Later i n the sessi

characters O6passed away?od.

With reference to the spiritual identities of Kirmanidakirmani (2009),Donna

could be classified as bedmtnrgiindg. tkert hree
involved reaching out to others and helping them. Following the Godly Play
presentation of the Great Family, during response time she had madertiso ca

She told the researcher that they were for her fridddapaand Tara As she had

been listening to the story of The Great Family, she was reminded of the friendship

they all had with one another and she wanted to make something special for her
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bestfriends. There were other occasions also where she exhibited such altruistic

behaviour.

The conversation betweeikric, Donna and Karl was steered towards a
consideration of imaginary friends gric who spoke of having loads of such
friends in the pastKarl said that he too had imaginary friendsrico s best
imaginary friend, Frank, went to hospital and died but he had another best friend,
John sinceKarl spoke about his imaginary friends who he talks to in his room and
on his bouncy castl®onnatold a story of how she had two imaginary friends on
holidays in Spain and she had brought them both back to Ireland on the boat. As the
discussion moved orric and Karl revealed that their imaginary friends were
actually teddies. The researcher then askethtabout God:

Researcher: And what about God?

Donna God is not imaginary!

Researcher: So God is different from an imaginary friend?

Donna Heds better than an i maginary
Eric: Heds invisible

Researcher: AndDonng youO0r e s ayi nsgliffarentdrom f or
an imaginary friend

Donna Heds not i maginary. Heds real

Researcher: What do you feel about th&ric? What about God? Is God
different from an imaginary friend?

Eric: Yea.
Researcher: How?
Eric: Hebés just invisible, but he i

Researcher: Karl, how would you feel about that? Would there be a
difference between your imaginary friend and God?
Karl: GodOos better!

When asked by the researcher why he might say that God was l&tter,

answered that he didndot know. A sKart h e
returned to the question and posed it
better, God or an imaginary fri gald?5é6,

foi

con

t o

h

himselfwhos ai d agai n t hDobnaihnet edrirdunpdtte dk nboyw.s ay i r

Kar,, candét y&Kalhsens?2d fTlkamd, OYea, God i s

friendd. Lat er agalrin, OhWh apo sdagde 6a aq uosdthieo

children wondered about that question as well as the question of what God might

look like. The researcher asked the children if God was important to them and they
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all said that God was important especially now since they had made their First
Conmmunion.

When asked if there was anything that scared th&am, immediately answered,
Chuckie, the dummy that kills everyone. ThEnic and Donna joined in the
conversation and they brought up Bloody Mary, Charlie Charlie, Freddy Kruger
and Robbie Robbidn the same way as some of the groups in other sessions had
spoken about these and similar characters, this group talked with trepidation about
them. At the same time there was a fascinationkartitwice requested to play the
game, in spite of his feaAsked what they thought God might say to Charlie
Charlie, Donnasaid that God would ask him not to be making people scared of
him, to be a good person and not to be bad any more. She also spoke of heaven and
hell as places where the good and bad dwsfieetively.

Each child created a story and presented it to the other children. The session
concluded with a feast and as they were eating their treat, they bemoaned the fact
that they coul dndot stay | onger angdf t hey |
60Circle of Friends6, one of the hymns t hi

5.4.6 Phase 3: Session 6

The sixth and final session of Phase Three occurred in School B and the
participants werdJma, Keith and Belinda When they arrived in the om, they
immediately began to play with the response materials and they chatted with one
another as they playedmashared her news that she would be leaving the school

soon, as she and her family were returning to Africa where they had come from
original y. She explained that her f alUmaer 6s w
is part of an evangelical Christian community and she spoke about how important
God is to her family. She described how they watch a lot of Jesus movies and that

on Saturdays thepr ay t o God and O6sing songs and
when they attend churckeith and Belinda said that they also go to church and

that they talk to God at home, particularly around bedtime.
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The researcher asked them if they ever get the ehantalk to God in school and

both Keith andUmaanswer ed, 6someti meso. When quc¢
when they might get to talk to God in school, the children responded in the
following way:

Uma When 1 6m in the toilet.
Researcher: So do you have tbe on your own to talk to God?
Uma Yea, | like being on my own and talking to God.

Researcher: You like being on your own and talking to God. And what
types things do you talk to God about?

Uma About thanking my parents.

Researcher: How about yoKeith? Would you get a chance in school?

Keith: Yea we do it in school.

Researcher: You do it in school? You take time to yourself and do you
pray together?

Keith: We pray together. | sometimes do the same thingraa |

pray in the toilet.
Researcher: Do you? Did you ever think that other people did that?
Keith: No!

WhenBelindawas asked i f she prayed in the toi
asked her jokingly if she thought it was mad to pray in the toilet, and she
whi s per ednacoantereadbgba.yi ng t hat God doesndt n
to him andKeith agreed Keith said that he prayed for his Mam and Dad because

they 6do |l oads of stuff for me and my si

When the researcher asked about things that scare the children, they mentioned
darkness and Rottweilers. She asked them if they thought that God was with them

in those scary times and they all said that they felt God's presence at all times. The
conversabn moved on then to peoUnatlttmahip donodt
was a bad thing not to believe in God or to turn your back on God which could

result in you going to helKeith felt that it was not a bad thing not to believe in

God, and that someped e wer e oO0in a different religi

The children asked for o6The Great Family
researcher presented the story and commenced the wondering questions. The
childrendés favourite UmaandBelndads atnhde o6eanld ooff

(Keithy . Asked the question if there was an)
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coul d I

eayve

responded as follows:

Keith:
Uma
Belinda

Researcher:

All:

Researcher:

Keith:
heaven.

Researcher:

Keith:

Researcher:

Keith:

Researcher:

Keith:

Researcher:

Keith:
Uma

Researcher:

Uma

Researcher:

Uma

Researcher:

Belinda

Researcher:

out and yet still have all
Leave out when they died!
Yea,leave out when they died.
Yea, leave out when they died as well.
And if we leave that out, if we leave out that part where they
died, would we have all that we need?
Yea.
And what would happen i f they di
Theyodod stildl be there with all
Theydod still be there.

With all the children.
With all the children. Mmm, what would that be like? People

never died. |l s thatanwihatdyy au G .
Or just not Abraham and Sarah?

Donét | et anybody die.

Doné6t | et anybody die. I wonder
That 6d be weird.

Why do you think thatodéd be weir
When they | ookeodt them, theyod

Youbre dead. Youdre full of yeal
Yea, do you think when youdre f
or itds time to die?

Yea, time to die.

Do you think thereds a time to
Sometimes.

What do you thinlBelind&?
WhatUmawas saying.
WhatUmawas saying.

When the children were asked if there was any part of the story that reminded them

of themselves or their own lives, bd{leith andBelindaspoke of relatives whodl

died. Belinda who had been very quiet throughout the session became quite

involved during the Godly Play part of the session and contributed to the wondering

although not to the same extent as the other two children. The session concluded

with a feastand the children chatted as they ate. Then they left to return to their

classroom.
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5.4.7 Discussion of Findings from Phase Three

The purpose of the third and final phase of the research process was to delve deeper
into the spiritual potential of participants and to discover what is important to them

in terms of their spiritual lives, as well as observing aspects of their spieiuaks

which they might reveal in a more focused setting. Phases One and Two of the
research had yielded evidence to support the assertion that children valued the
opportunity to engage in a process which nurtures their spiritual potential. This
phase furter consolidated that understanding as children across all sessions spoke

about their enjoyment of the Godly Play lessons.

The most striking dimension of the child
the theistic worldview possessed by all of tttgldren in Phase Three, without
exception. This may not be surprising given that the research took place in schools
under the patronage of the Roman Catholic Bishop and that all children who were
involved in the Godly Play sessions were those who took iparegular RE
lessons. However the convictions of the children were very strong and pronounced,
which surprised the researcher on two fronts. Firstly, the passion of the children
from second class through to sixth class when speaking of God, and sedoadly
absence of a Christrentric focus to their discussions and responses. The latter is
somewhat at odds with the type of content children would normally encounter in
their RE programme, Alive O, particularly those children in second class who were
making their First Communion where the emphasis is on Christ, the Good
Shepherd. The researcher noted this during response times after Godly Play
presentations also, when children seldom opted to work with parable material, the
only material which they had eountered, that had an explicitly Christocentric
focus. This supports the work of Hart (2003) and provides further evidence that
children are quite capable of relating to a transcendent God. Indeed the manner in
which second class children (Session 5) vedale to distinguish between imaginary

friends and a Christian understanding of God lends further support to this.

When asked if they talked to their families about God, the findings from this study

suggest that most of the children in Phase Three diddidhe twenty two children
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in this phase, there were just two childredma (Session 6) an8lloah(Session 4)

who described coming from homes where religion has a large role to play in their
family life. Approximately a third of the children spoke ofeatling church on a
regular basis, but most of the children neither spoke about religion in their homes
nor attended church. Some spoke of potentially being laughed at by their parents if
they revealed that they spoke to God. For them, their communicatitmssod

were secretive. This concurs with Kitching and Shanneik (2015) who found that
children in their study did not appear to raise religious or moral themes explicitly
with their families. It differs from the REMC study which found tHae majority

of children reported talking to their parents about beliefs and values at least

occasionally.

Phase Three highlighted <childrends agen
individual agency was evident in the differing views that many of them held from

tha r parents as alluded to above. Chil dr
themselves was also a strong thread running through the entire project and was
noted by the researcher in her records of interactions with the children. The children
almost nevelasked her what she thought, even when existential issues were being
considered. Yet they seemed to draw what they needed from the stories
themselves. The role of the researcher, as teacher, in these instances was a

facilitative one.

Throughout all six essions of Phase Three, the children exhibited a good degree of
comfort when discussing God in front of their peers and with the researcher. There

was openness to one anotherds expression:
sense of embarrassment tgararly on the part of those who said that they might

be ridiculed at home f or speaking about
guestingdé identified by Hyde (2008) was
another and wondered together about matbérimportance to them such as death

and transcendence. There were a couple of children who seemed to be searching for
more and they used their peers as sounding boards or sources of wisdom to test

their convictions. They also appeared to be influencethély peers responses in
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this respect:Karl (Session 6) put the question of which better, God or an

imaginary friend, to his peerBen (Session 2) asked his friemanielif he talked

to God. It appeared that the childrerere notaware of one anotheérs s pi ri t ual
religious landscape and that thesd notengaged in such discussions with one

another before. Whedma (Session 6) spoke of talking to God in the toilatjth

realised that he wasot the only person who did this. It was as if a sense of

community was established through this common language.

The children touched on all four kinds of existential issues identified by Berryman

(1991) and described in Chapter three of this thesis. death, the threat to

freedom, the need for meaning, at@ unavoidable aloneness that marks us as

human beings. Death was spoken of specifically and at length, during two of the
sessions4 and 5, and was touched on in some of the other sessions also. The
findings from the study concurred with those of Hag &ye (1998) who found

that there was a sense of their own fini
the |l anguage of death al most never insti
in the story created byionaandLulu (Session 3) going to aitar in the desert and

asking God if she would die, is particularly strikingoah (Session 5) and some

other children whose families had suffered bereavement and where the loss of their

loved ones seemed a prominent part of family life, readily spokieeaf deceased

relatives and seemed to value this opportunity. The rituals performed by their

families to remember the dead appeared to be very important for the children.

The need for meaning, the second existential issue spoken about by Berryman, has

already been discussed above in connect
Ospiritual guestingo. The threat to free
about the challenges and struggles prese

particulaty the case for some of the bo¥sanna(Session 2) talked about not being

able to get the bad people 6out of me he
was being constr ai nNeahandDavid(Sessiored) likdwsed peop
spoke of thestruggle of dealing with anger. It was challenging for the researcher to

listen to the children in Session 3 as they described their perceptions of their local
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area. Oppression which is a part of their lived experience is a very real existential

issue forthem and it poses an ongoing threat to their freedom. The relationship of

the children with the world around them (one of the four relationships encompassed

by relational consciousness) was thus characterised by some disconnect. None of

the children for rample, spoke of nature or the cosmos throughout the entire
research project. Finally, Berrymanos f
loneliness, was mentioned by some of the children and a sense of connection with

God appeared to be heightened at ¢htisies in particularThe process of Godly

Play provided a context and opportunity for the children to speak of these

existential issues.

Charlie Charieand t he other O0demonicd games whi
provided an avenue for the researcher to discuss their fears with the children.
Danger and fears are very prevalent features in their lives. For most children their
parents and physical objechse their greatest source of comfort when they are

afraid: they spoke of the need to have something tangible to touch and feel at such

times (a hug from a parent; a toy to cuddle). @@ notmentioned first off by

most children as a source of comforttimes of fear. There was a repulsion of
danger and yet paradoxically there was al
dangerous placed appealed to many of t he
dangers inherent i n t hhe childdeere who mvére @ostg a me s |
afraid, pleaded for us to play them. Discussions of good versus evil were prevalent

in the sessions also and the children were aware of the concepts of heaven and hell,

and good and evil. All spoke of God, as the Good.

This study uncovered some evidence which

contention that childrends natur al Spiri
religious tradition because O0the r1eligi
forgotten their spr i t u al r oLsd andQudeyd.s 1ddeds)c.r i pti on o
demonstrates that for them, instead of Mass beingjifi@g, it seemed to sap them
of energy:

Lisa The church makes you so tired c¢
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Queeva And it makes yousosashen t hey say the pe
died

Perhaps I ngersolldéds (2014) remedies coul
spiritual needs of children in a church context. It was interesting to note also that
the children seldom referred to their RE lessongmayer times in school as
providing a context for the nurture of their spiritual capacities. Indeed the
programme in use in the schools, Alive O, was mentioned on just a couple of
occasions throughout the entire research process. The chdafremot seemto
identify a connection with what they were doing in Godly Play and what went on in
their mainstream RE lesson. A number of reasons could be posited for this (e.qg.
perhaps RE was not taught on a regular basis), but whatever the reason, it appeared
that the children did not identify their RE class as a time when they talked to God
or where matters of an existential nature were discussed. The exception was the

second class children who mentioned talking to God at prayertime in school.

The gamendf seélekde was a popular one among
and had been a prominent feature throughout the entire research process also.
Children hid figures in the sand and others had to find them. In seeking to access a
framework which best describedt s acti vi ty, Hydeds (1998
sensed6 and O6integrating awarenessod were
(2010):

The felt sense draws on the wisdom of
primal way of knowing. It involves an awaess of the immediacy of
experience and tactile, sensory actigityintegrating awareness refers to an
emerging level of consciousness; it envelopes or integrates a previous level
of awareness and is accessed through
The felt sense is a prerequisite for integrating awareness (p.)
The repetitive feature of the hide and seek game seemed to hold a meaning for the
children and some (most notably those participants in Session 4), seemed unable to

progress to a more creatiphase.

Finally, the importance of silence for the nurture of spiritual potential was brought
to the fore in Phase Three. The discussion which took place in Session 3, about

different forms of silence was interesting and enlightening. It pointed todabe
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for silence to 0] ust UbhaarddKeithbet dwisttch i pt it @
praying in the toilet struck a chord with both of them. A similar encounter
happened in Session 2 when the children were talking about times of silence when

they connectwith God:

Eanna In the library, I think about or talk to God.

Lisa Sometimed donét be reading. |l do be ||
like stop, and then | read, and then | stop reading and then | talk to
God . . and when wedéarned wweeldkrien g ebad d ky

|l 6d be talking to God.

ltés clear that those children grab what

connect with God and that this connection occurs in an informal manner.

5.5 Conclusion

This chapter has presented the findings from the three phases of the research
project. I n the first phase, teacherso p
third phases focused on drawing directly from the children themselves. The
findings from allthree phases illustrate that children valued the opportunity to
engage in a process which nurtures their spiritual potential. Whilst they were
engaged in the process, it was possible to observe some of their spiritual
characteristics including: a relatidng with God; a sense of agency in matters of

the spirit: a social dimension to their spirituality; the ability to grapple with issues

of an existential nature; an awareness of good and evil; the desire to engage at a

deeper level.
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Chapter 6

Conclusion

6.1 Introduction

This chapter begins by recalling the research questions which were posed at the
outset of the research process. It responds to those questions in light of the research
findings. The chapter then moves on to provide an overview of tineigml
findings from the entire research process. It outlines possible contributions of the
research to the academy and it gives suggestions for future research. The chapter

concludes with some words from the researcher herself.

6.2 The Research Question

The overall purpose of the research was twofold. It sought to give voice to children
about the value they ascribe to activities of a spiritual nature and it also set out to
describe the spiritual characteristics exhibited by the cohort of children inviolve

the study.

A series of questions which informed the research were outlined in chapter one and

these have been addressed by the research process. The first qséstiowhether

children would find Godly Play, the process which provided them with
opportunities for spiritual expression and development, satisfyihgeT c hi | dr en
reactions to the process show that the children valued the probegstecognised

it as a time apart and expressed a desire to be involved for longer periods of time.

The findings suggest that all of the children found the work satisfying.

The second question asked if there were children for whom this way of working
might not be satisfying. All of the children in Phase Thappeared to findhe
process satisfying artle overwhelming majority of children in Phase Two found it
satisfying. There was no clear evidence of dissent during data collection. However
one child in Phase Two who ranked the feast as their most important part of the
process and the stories as theast important part may have been indicating some

sense of dissatisfaction, although that was never voiced by them in conversations.
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Both the research@rswn reflective records and conversations with class teachers

show that there was no child who diotifind the work satisfying.

Thethird questionwhich was poseffom the outset of the research was whether or
not responses in the two different research sites would be similar. Findings from the
research indicate no discernible difference between vkealb responses in both
schools. While thisvasnot surprising because the schools were chosen purposely
because of theisimilarity in termsof ethos, gender make @md sociceconomic
environment; it is nonetheless affirming of the research proceskeiaas! support

to some generalizability of findings.

The fourth question wondered whether there would be noticeable differences in
levels of engagement between children from families where spirituality or religion
is important, and families where it wa®tn This question has not been fully
answered by the research because it proved difficult to get an accurate depiction of
the levelsof religiosity of the home contexts from where the children came.
Nonetheless it was possible to glean some informatiom ftbe children
themselves and based on this information, there was no discernible difference
between children from homes where spirituality and religion are important and
those where they are not.

The final question that was asked at the beginning of the researethetier Irish

children would exhibit similar spiritual characteristics to children who were
participants in empirical research in other jurisdictiddisdings from the research

show that the Irish children in this study exhibited the same characteristics as
highlighted in research projects detailed in the literature review.rdlagonshis

ent ail ed i n  Oor el (gdf,iotharg Ithe wtd amsl cGod) werer e s s 6
observable in the childranteractionsand their sense of agency wittgardto their

spiritual potential was marked.
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6.3 Overall Findings

The research found thtte children in the research project valube opportunities

they exgrienced for spiritualexpression and developmerithey particularly
valued O0silenced6 and the space which it
They exhibited a sense of agency in matters of the spirit and claimed the
importance of God in theiies regardless of whether those at home held God in
the same regard. The children worked collaboratively throughout the research
process and valued the social context created by Godly Play discussed
matters of 1 mportance with one another
children demonstrated that they have a capacity to engage with existential issues
and that they valued the opportunity to talk at length about these issues. Bsath w

a particular focus for many of the conversations which took place. The children also
spoke of the fears whichre present in their lives and many of them exhibited a
paradoxical fascination with the sources of their fe@iley were attuned to the

juxtaposition between good and evil.

Overall the children showed a great capacity for engaging at a deeper level and a

great desire to go to that deeper level.

6.4 Significance of the Study

This study can make a contribution in a number of areas:

1 It can catribute to a fuller understanding of children in Irelatidcan
supplement the learning from national research projects which have
negl ected the spiritual di mension of

1 The studycan contribute to the debate concerning the place oitusir
education in schosby showing that @uspension of formative components
in schoos, in favour of a phenomenological methodology may not be
sufficient to adequately address the spiritual needs and preferenicist of
primary school children.

1 The dudy has a contribution to offer to discussions almhidren being

opted out of RE by their parents. If the competent child paradigm is taken
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seriously, childrenbés voices in this
this study wanted opportunities tarture their relationship with God even
though God may not have been important in their homes.

1 It has been shown in the literature review, that the Irish policy context pays
insufficient attention to the spiritual lives of children. This study can mfor
policymakers of the value which childrehemselvesattribute to their
spiritual expression and development.

1 This study can be of benefit to teachers in a consideration of their role as
religious educators and facilitators

1 This study will assist the Irish Centre for Religious Education to further
build its repertoire of resezh projects emanating from an Irish context.

1 Godly Play Ireland will benefit from this study as it will enable the
organisation to speak about the Irish context of Godly Play from an
empirical perspective.

6.3 Suggestions for Future Research

There are three valuable pieces of research which could emanate from this study

and which would be of particular interest to the researcher:

(i) A comparative studyThis research utilised Godly Play as a tool for accessing

the value which children attnibe to opportunities for spiritual expression and
development. The researcher is aware of other pieces of researclaial héiere

other tools were used. A comparative analysis between the finfliogs this

research project and othersutd yield valual# findings.

(1) Chil drenos u ©deeaf she dhantks wigch coold bedeat h
devel oped from this research study rel a"
including an exploration of the importance of ritual for children in these
circumstancs.

(1 ii) Teadledretasc T ®0 tese :a s facilitator of
expression merits researgharticularly how this might be accomplished with the

assistance or otherwisef a prescribed curriculum.
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There areother research projects aswhich could accompanythis study. It
highlights the importance of dissemination of the findings for others to instigate

research or for collaboration purposes.

6.3 A Final Note
Of all theselfreflectionnotes that were recorded during the research progetbe

researchetthere is one keyeflectionwhich stand out:
60The children al mostd never ask me

This is surely the greatest i ndicati on
developnent.In the school context, thisgency requires facilitationy teachersif
they assume this facilitative role, they can rest assured that the agency of the child

coupled with the intervention of the Spi

Nurtured byth&k er ygma wi t hout and wonder within,
God is characterised by joy that puts the chilgp@ace, thatnakeshe childserene

and calm

(Cavalletti1983p. 41)
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Appendix B

SamplesofChi | dren’ s Wor k

Phase Two: Part 1

A child from second class drew this image.

The child initially stated that they had just drawn a random picture but as other
people described their pictures this child said that it was a private one that they

d i dwalt to share.

144



55\”"\ \mQ /\Era/

A child from second class depicts the story of Abraham and Sarah, a firm favourite
of many of the children. The materials for this story were much sought after during

response time of Godly Play sessions.

Two other second clasildren depict Godly Play presentatianthe Israelites

fleeing from Egypt and Moses and the Ten Commandments.
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A sixth class child writes about their experience of Godly Play. The serene
atmosphere of the process was valued by this pupil. Thetekdser was
astonished by what the child had written. This child was very close to another child

in the school who had died during the year in tragic circumstances
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Another sixth class pupil draws on a piece of material used in one Godly Play
presentabn i the Circle of the Church Year which uses a gold coloured rope to
describe the nevaanding cycle of the Church Yeai f or every beginni |
an ending; and for every ending, t|

His depiction of the sacred text reflects hiskgaound in Islam and his exposure to

the Bible in school.
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