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Anotacija

Saja darba prezentétais eksperimentalais p&tijums ir vérsts uz psihopedagogiskas intervences
(PPI) programmas ietekmes izp@ti uz gariga intelekta (GI) attistibu, ka arT uz laimes izjiitas un
garigas labizjiitas veidoSanas dinamiku saistiba ar GI Latvijas sakumskolas skolénu
populacija. P&tfjums izriet no nepiecieSamibas zinatniski pamatot ar garigumu saistitus
jédzienus, konceptualiz§jot beérna GI jeédzienu un izstradajot tam atbilstoSu teor&tisko un
empirisko pamatojumu.

Ka bitisks zinatniskas novitates aspekts darba ir izstradatais bérna GI teoretiskais modelis,
kas kalpoja ka pamats gan BGIS skalas (Bérna Garigas Intelegences Skala) izveidei un
validizacijai, gan PPI programmas izstradei, kuras mérkis ir merktiecigi attistit bernu GI. BGIS
skala un tas primara validizacija nodroSina iesp&ju kvantitativi mérit be&rnu GI un novertet
izstradatas PPI programmas efektivitati.

P&tijuma meérkis bija parbaudit izstradatas PPI programmas efektivitati beérnu GI attistiSana un
izpétit saistibu starp 1.—4. klases skolénu GI, garigo labklajibu un laimes izjutu. Petijums tika
istenots laika posma no 2019. Iidz 2024. gadam piecos posmos: 1.GI un garigas attistibas
jédzienu izpéte un bérnu GI modela izstrade; 2.BGIS instrumenta izstrade bérnu GI mérisanai;
3.Garigas labklajibas (FGLL; Fisher, 2004) un laimes izjtutas (OHQ; Hills & Argyle, 2002)
instrumentu adaptacija Latvijas kultiirvide; 4. PPI programmas izstrade bérnu GI attistiSanai;
5.Kontroléts, nerandomizets eksperimentals pétijums, lai noveértétu PPI programmas
efektivitati un izpétitu GI saistibu ar skolénu garigo labklajibu un laimes izjiitu.
Eksperimenta ietvaros PPI programma tika istenota 1.—4. klaSu skoléniem, veicot tris
meérijjumus — pirms intervences, péc intervences un trts ménesus péc tas. Kopgjais dalibnieku
skaits bija 83 bérni (n = 41 eksperimentalaja grupa; n = 42 kontroles grupa). Eksperimentalas
grupas skoléni piedalijas desmit ned€lu gara programma ar sesijam reizi nedéela.
Petijuma rezultati uzradija statistiski nozimigu GI, laimes izjiitas un garigas labizjutas
pieaugumu eksperimentalaja grupa salidzinajuma ar kontroles grupu. Izteiktaka intervences
ietekme tika konstatéta uz GI un garigo labizjiitu. P&€c intervences samazinajas dzimumu
atSkiribas GI, garigas labizjiitas un laimes raditajos. Intervences efektivitate bija lidziga visiem
eksperimentalas grupas dalibniekiem neatkarigi no baznicas apmekl&uma bieZuma, lai gan
bérni, kuri baznicu apmeklgja reizém, uzradija nedaudz lielaku, bet statistiski nenozimigu

uzlabojumu.



Pétijums apstiprinaja PPI programmas efektivitati sakumskolas skolénu vidii un pieradija, ka
Sada intervence btiski veicina bérnu GI, laimes izjttu un garigas labizjiitas attistibu neatkarigi
no dzimuma vai religiskas prakses intensitates. Garigas attistibas integréSana sakumskolas
macibu procesa veicina harmoniskas un psihiski veseligas personibas veidoSanos, kas ir viens
no misdienu izglitibas galvenajiem mérkiem.

Izveidotais teorétiskais modelis un tam pievienota BGIS skala veido vienotu psihologiskas
pétniecibas instrumentu kopumu, kas sniedz psihologiem, pedagogiem un citu jomu
specialistiem iesp&ju padzilinati pétit be&rnu GI un pilnveidot tas attistibu sekméjosas pieejas
praksg, ta veicinot transformgjosas sabiedribas attistibu. ST pieeja lauj zinatniski pamatot un
empiriski parbaudit izglitibas vides komponentus, kas veicina bérnu GI attistibu, sniedzot

butisku ieguldijumu gan teorétiskaja, gan praktiskaja izglitibas un psihologijas p&tnieciba.

Atslegvardi: gariga inteligence; laime; gariga labizjuta; sakumskolas skoléni;

psihopedagogiska intervence



Abstract

The experimental study presented in this work investigates the impact of a psycho-
pedagogical intervention (PPI) program on the development of Spiritual Intelligence (SI), as
well as on the dynamics of Happiness and Spiritual Well-being in relation to SI among primary
school students in Latvia. The study arises from the need to scientifically substantiate concepts
related to spirituality, conceptualizing the notion of children’s SI and developing an
appropriate theoretical and empirical framework.

A key aspect of the study’s scientific novelty is the theoretical model of children’s SI, which
served as the basis for both the development and validation of the CSIS scale (Children’s
Spiritual Intelligence Scale) and the design of a PPI program aimed at purposefully fostering
children’s SI. The CSIS scale and its initial validation allow for quantitative measurement of
children’s SI and the evaluation of the effectiveness of the PPI program.

The aim of the study was to examine the effectiveness of the PPI program in promoting

children’s SI development and to explore the relationship between SI, spiritual well-being, and
happiness among students in grades 1-4. The study was conducted between 2019 and 2024 in
five phases: 1. Exploration of SI and spiritual development concepts and the construction of a
children’s SI model; 2. Development of the BGIS instrument for measuring children’s SI;
3. Adaptation of instruments for measuring spiritual well-being (FGLL; Fisher, 2004) and
happiness (OHQ; Hills & Argyle, 2002) to the Latvian cultural context;4. Development of the
PPI program to foster children’s SI; 5. A controlled, non-randomized experimental study to
evaluate the effectiveness of the PPI program and examine the relationship between SI,
spiritual well-being, and happiness among students.

Within the experiment, the PPI program was implemented with students in grades 14, with
three measurement points: pre-intervention, post-intervention, and a three-month follow-up.
The total sample included 83 children (n =41 in the experimental group; n =42 in the control
group). Students in the experimental group participated in a ten-week program with weekly
sessions.

Results indicated a statistically significant increase in SI, happiness, and spiritual well-being
in the experimental group compared to the control group. The intervention had the strongest

effects on SI and spiritual well-being. Gender differences in SI, spiritual well-being, and



happiness decreased after the intervention. The effectiveness of the intervention was consistent
across participants regardless of church attendance frequency, although children who
occasionally attended church showed slightly higher, yet not statistically significant,
improvements.

The study confirmed the effectiveness of the PPI program in primary school students and
demonstrated that such an intervention can significantly enhance SI, Happiness, and Spiritual
well-being, regardless of gender or religious practice intensity. Integrating spiritual
development into the primary school curriculum promotes the formation of harmonious and
mentally healthy personalities, which is a central goal of contemporary education.

The theoretical model and the accompanying CSIS scale constitute a unified set of research
instruments, providing psychologists, educators, and other practitioners with the opportunity
to investigate children’s SI in depth and to refine approaches that foster its development in
practice, thereby contributing to the development of transformative societies. This approach
also enables the scientific validation and empirical evaluation of educational environments that
promote children’s SI, offering substantial contributions to both theoretical and applied

research in education and psychology.

Keywords: Spiritual intelligence; Happiness; Spiritual well-being; Primary school students;

Psycho-pedagogical intervention
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Salsinajumi:

ANCOVA — dispersiju analize (angliski: ANOVA, Analysis of Variance), statistikas tests, ko lieto, lai
salidzinatu vairak neka divu grupu vidgjas vertibas un noteiktu vai pastav biitiska atskiriba starp tam.
BGIS - Bérnu Gariga Intelekta skala;

CFA - Statistikas metode, apstiprinosa faktoru analize (angliski: Confirmatory Factor Analysis), ko izmanto, lai
parbauditu vai dati atbilst jau ieprieks izveidotam teorgtiskam modelim;

ECO kompetence izglitiba — Ekologisku kompetencu attistiSana, kas saknojas cilvéka dabiskaja butiba;

EFA - Izpétes faktoru analize ( angliski: Exploratory Factor Analysis), statistikas aprékinu metode sléptu
faktoru identificeSanai kas izskaidro petfjuma mainigo savstarpgjas korelacijas;

EG — Ekspeprimentala grupa petijuma;
EQ — Emocionalais intelekts;

FGLL - Dz. FiSera izstradats standartizéts instruments sakumskolas vecuma b&rnu garigas labklajibas
novértésanai (angliski: Feeling Good, Living Life), (Fisher, 2004);

GI — Garigais Intelekts;

GL — Gariga labklajiba;

IQ — Racionalais intelekts;

KG - Kontroles grupa petijuma;

NICA - ASV Nacionala starpreligiju koalicija novecosanas jautajumos;

OHQ — Oksfordas laimes aptauja (angliski: Oxford Happiness Questionnaire), P. Hills un M. Argue izstradata
laimes noveértajuma aptauja bérnu laimes izjiitas [imena novertésanai (Hills & Argyle, 2002);

PPI programma — Psihopedagogiska Intervences programma;

SPSS — Prognozgjosas analitikas un statistiskas analizes programmatiiras pakotne ( angliski: statistical Package
for the Social Sciences);

UNICEF - Apvienoto Naciju Organizacijas Starptautiskais bérnu arkartas palidzibas fonds (angliski: The
United Nations International Children's Emergency Fund );

WHO - Pasaules Veselibas Organizacija (angliski: World Health Organization);



Biezak lietotie termini

Garigums — daudzdimensials koncepts, kur§ musdienu psihologijas zinatné tiek uzskatits par
butisku cilvéka labklajibas un veselibas priekSnosactjumu. Zinatné tas tiek apliikots ka
labklajibas koncepta ietverts komponents. Gariguma jédziens psihologijas zinatnei attistoties
ir piedzivojis transformaciju - ta skaidrojums ir mainijies no tradicionala skatijuma, kura
garigums tiek saprasts galvenokart ka religioza cilvéka ipasiba, uz plasaku interpretaciju, kur
garigums tiek saistits ar vispargju cilvéka tieksmi pe&c labklajibas un laimes. Misdienu
pétijumos biezi garigums tiek pilniba noskirts no religijas jédziena, bet pétits ka personibas

ieztme, kas ir gariguma skaidrojums arT §1 petijuma konteksta.

Gariga attistiba - ickS$€ju sp€ju attistiba, kura realize cilvéka transformaciju un transcendenci,
attistot paSapzinasanos, augstaka ES, kas ir augstaks neka realais ES, izzinaSanu, ieklaujot

svettapSanas aspektu (Benson et al., 2003, 205. — 206. Ipp.).

Garigais intelekts - mentalu sp&ju kopums, kas veicina savas esamibas nematerialo un
transcendentalo aspektu apzinasanos, integraciju un adaptivu pielietoSanu, tad€jadi attistot
sevl tadas kvalitates ka dzilas eksistencialas pardomas, padzilinatu nozimes un jégas izpratni,
sava transcendentala “Es” apzinasanos un sp&ju sasniegt garigus apzinas stavoklus (King,
2008). GI pacel domasanu holistiska Itment, tiecoties p€c atbildes uz eksistencialo jautajumu
Kas es esmu?. Sis intelekts tiek izmantots, lai izzinatu dzives jégu, vértibas un risinatu dzilus

filosofiskus vai étiskus jautajumus (Zappala, 2021, 4.1pp.).

Labklajiba — musdienu psihologija tiek raksturots ka daudzdimensionals jédziens, kas aptver
dazadus fiziskos, psihologiskos, socialos un emocionalos aspektus. Labklajibas veicinasana
dazados limenos (politiskaja, izglitibas, organizaciju un gimenes) ir ieklauta tikstosgades
attistibas mérkos (Safronova, 2015). Misdienas zinatnieki péta cilvéka labklajibu izglitibas,

veselibas, vides un citos cilvékam biitiskos aspektos (Grasmane et al., 2025).

Gariga labklajiba - GL jédziens ir bitisks un aktuals musdienu izglitibas un socialas
psihologijas konteksta. P&tijumus par GL aizsaka ASV Nacionala starpreligiju koalicija

(NICA) novecosanas jautajumos, defingjot GL ka Iidzsvarotu individa attiecibu ar Dievu, sevi,



kopienu un apkartgjo vidi izdzivoSanu, izcelot veselibas un labklajibas apzinasanos un tas

nozimigumu ka labklajibas veidoSanas pamatu (NICA, 1975).

Bérnu gariga labklajiba — musdienu psihologijas konteksta p&tnieki raksturo bérna garigas
labklajibas aspektu ka ir sp€ju piedzivot vecumam atbilstoSu garigo dzivi, kas veicina bérna
prasmi parvaldit savu reaktivo emocionalo “Es”. Sis process veicina paSapzinas attistibu,
uzlabo vispargjo labklajibu un veicina cienpilnu dzivesveidu (Painton, 2009). P&tijumi par
bérnu GL aptver vairakus biitiskus attistibas aspektus, tostarp bérnibas pieredzes ietekmi uz
personibas veidosanos (Mustard, 2008), gariguma attistibu ka struktiiras elementu GL ietvaros
(de Souza et al., 2009), ka arT vecumam piem&rotas izglitibas nozimi, kas sekmé& b&rnu
emocionalo labsajiitu un rada prieku (Grasmane et al., 2024; Mata-McMahon, 2016). P&tjjumi
liecina, ka maciSanas procesa integréta bérnu psihologiskajai attistibai atbilstoSa gariguma

veicinasana ir pasi nozimiga.

Laimes izjuta - laimes izjitas konceptualizacija misdienu psihologijas ietvaros saistita ar
pozitivo psihologiju. Misdienas laimes izjuta ka psihologisks jédziens tiek pétita balstoties uz
divam galvenajam pieejam: hedonisko un eidemonisko pieeju. Hedoniska pieeja vairak saistita
ar relaksaciju, konfortu, prieku, atpiitu, savukart eidemoniska pieeja saistita ar personibas

1zaugsmi, pasaktualizéSanos, jegu, kreativitates pauSanu (Seaborn et al., 2019).

Bérnu laimes izjita — musdienu psihologija tiek definéta ka relativi stabila, pozitiva

emocionala Tpasiba, kuras pamata ir apmierinatiba ar dzivi.

Psihopedagogiskas intervences programmas - misdienu zinatn€ PPI programmas tiek
raksturotas ka viens no efektivakajiem apmacibas veidiem, kuras integréjot macibu procesa,
nodroSina strauju sp€ju attistibu dazadas jomas. Petijumi, kuri apliiko PPI programmas dazadu
attistibas mérku istenoSanai, atspogulo So programmu efektivitati, integréjot to dazados
macibu procesos — medmasu profesionalas izglitibas programmas, visparizglitojoSo skolu

programmas u.c. (Grasmane et al., 2025; Francis et al., 2021; Pinto et al., 2023).



Tevads

Petijuma aktualitate. 21. gadsimta zinaSanu sabiedriba arvien pieaug gan sabiedribas,
gan zinatniskas kopienas interese par gariguma dimensiju. Pasaules vadosajas universitatgs,
tostarp Harvardas, Jeilas, Stenfordas, Brauna, Tafta Universitate un citas, tiek veidoti
pétniecibas un macibu centri, kas specializgjas gariguma un kontemplativas prakses izpété
(Vago, n.d.). Jau 2002. gada Pasaules Veselibas organizacija identificgja gariguma dimensiju
ka vienu no seSam pamatdimensijam, kas ietekmé cilveka dzives kvalitati, uzsverot to ka
bitisku misdienu cilveka vértibu (World Health Organization [WHO], 2002). S1 téma ir
kluvusi par nozimigu p&tniecibas jomu, ka rezultata veikti empiriski petijumi dazadas zinatnes
disciplias (Beehner, 2019; Noor-Anidaisma et al., 2023; Zappala, 2021).

Dz. Mata-Makmahonas parskata par pétijumiem, kas veikti par bérnu garigumu no 2005.
lidz 2015. gadam, noradits uz nepiecieSamibu attistit So petjjumu jomu, secinot, ka ar garigo
atttstibu saistito empirisko petijumu ir par maz, lai izdarttu nopietnus zinatniskus secinajumus
(Mata-McMahon, 2016). P&tniece uzsver, ka literatira nav atrodams neviens kvantitativs
izp@tes instruments, kas pétitu jaunaku bérnu garigumu. Trukst instrumentu arT citu ar bérnu
garigumu saistitu paradibu mérisanai. K. Mira un kolégi norada, ka bérnu gariguma pé&tnieku
butisks uzdevums ir izstradat gariguma meériSanas instrumentus b&rniem, lai kvalitativi
aprakstitos datus biitu iesp€ams péetit kvantitativi, atspogulojot bérnu garigo uzskatu
daudzveidibu un to plaSumu multikulturala konteksta, ka arT novertét bérnu garigas attistibas
ietekmi uz socialas adaptéSanas, griitibu parvaréSanas un citam bérnu attistibai svarigam
jomam (Moore et al., 2012).

Misdienu globala vertibu krize, kuru ipasi akcenté karadarbiba Eiropai tuvas valstis —
Ukraina un Izra€la, ka art So konfliktu izraisitas neatgriezeniskas parmainas sabiedriba prasa
zinatniekiem izstradat jaunas un aktualas pieejas, kas veicinatu garigas un vertibas balstitas
domasanas attistibu dazadas ar sabiedribas transformaciju saistitas jomas (MacDonald et al.,
2015; Noor-Anidaisma et al., 2023; Zappala, 2021). P&tijumi, kas atklaj ar garigumu saistito
vertibu veidoSanas procesus psihologija, izglitibas zinatnés, medicing, socialaja darba,
konsulteé$ana, organizaciju vadiba un citas jomas, 1pasi, ja tie piedava inovativus risinajumus
problému risinasana, ir pieprasiti gan ES finansétajos zinatniskajos projektos, gan ar1 praktiku

profesionalaja darbiba. Zinatniska kopiena tiek aicinata izstradat precizas definicijas ar
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garigumu saistitiem jédzieniem, tad€jadi veicinot So jédzienu pieejamibu kvantitativos un
kvalitativos pétijumos (MacDonald et al., 2015). Gariguma konceptualizacija un ar to saistito
teorétisko modelu veidosana sniedz zinatnisku pamatojumu garigumam atveértas un attistosas
vides izveidei. Tas savukart sniedz iesp&ju praktikiem ieviest uz vertibam balstitu un cilvéka
cienu vairojoSu pieeju, kas var sekmét sabiedribas ilgtsp&jigu attistibu.

Zinatniska novitate. Dotais pétijums atsaucas uz nepiecieSamibu zinatniski pamatot ar
garigumu saistttus jédzienus, veicot bernu gariga intelekta (GI) jédziena konceptualizaciju. L.
Regzdina (2017) norada, ka GI jédzienu ir raksturojusi tadi autori ka R. A. Emmons (Emmon),
K. D. Noble (Noble) (2001), D. D. Nasels (Nasel), Dz. D. Maijers (Mayer), D. Zohars un 1.
Marsals (Zohar & Marshall), R. N. Volmens (Wolman), D. B. Kings (King), F. Vona
(Vaughan), 1. Amrams (Amram), D. A. Sisks (Sisk) un S. Viglsvorta (Wigglesworth). Kopuma
visas So autoru teorijas GI tiek raksturots ka adaptivu, ikdiena pielietojamu sp&ju kopums, ko
ir iesp&jams attistit un pilnveidot un kuras palidz cilvékam risinat ikdienas dzives problémas,
tadejadi paaugstinot dzives kvalitati (Amram, 2007; Emmons, 2000; King, 2010; Nasel, 2004;
Noble, 2001; Mayer, 2000; Sisk, 2008, 2016; Vaughan, 2002; Wigglesworth, 2011, 2014;
Wolman, 2001; Zohar & Marshall, 2004, 2010).

Pétijuma zinatniska novitate ir saistita ar jaunas psihopedagogiskas intervences (PPI)
programmas izstradi bérnu GI attistiSanai un pétijuma ietvaros izstradatu Bérnu gariga
intelekta skalu (BGIS), kas paredz€ta beérnu GI meériSanai. Izstradata skala un tas primara
validizacija sniedz iesp€jas kvantitativi meérit bernu GI, ka ar1 sniedz iesp&ju noteikt izstradatas
PPI programmas efektivitati. Petijuma ietvaros tika izstradats ar1 beérnu GI sp&jas atspogulojoss
teoretiskais modelis, kur§ veidoja teorétisko pamatu intervences programmai un jaunajam
instrumentam BGIS. Teoréetiskais modelis turpmak var kalpot par pamatu arT citu programmu
izstradei macibu, audzinaSanas vai terapeitiska konteksta, ta veicinot humanas, vertibas
balstitas, transform&josas sabiedribas attistibu. Bérnu GI teorétiskais modelis un izstradata
BGIS dod iespgjas psihologiem, pedagogiem un citu jomu praktikiem turpinat izstradat beérnu
GI attistibu veicinoSas pieejas un lauj veikt petijumus, kas saistiti ar bernu GI attistibu. Tas
savukart palidz izstradat ieteikumus izglitibas, veselibas un socialas jomas politikas
veidotajiem. BGIS sniedz iesp&ju pétit un zinatniski pamatot izstradatas programmas bérnu GI
attistoSas izglitibas vides veidoSanai.

Praktiska nozime. 21. gadsimtu raksturo arkartigi strauja tehnologiska un zinatnes

attistiba, tomér — kameér vienai cilvéces dalai tas ir aizraujoSs izaicinajums, cita sabiedribas
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dala, tai skaita bérni, médz piedzivot trauksmi, vientulibu un bailes (Boyatzis, 2005; Sin et al.,
2025; UNICEF, 2017). Garigumu attistoSu programmu integréSana izglitiba, ienesot taja gan
b&rnu personibu veidojosus, gan terapeitiskus aspektus, lidzsvaro macisanas un audzinasanas
procesu, veicinot harmoniskas, garigi veselas personibas attistibu. Sie ir batiski misdienu
izglitibas mérki daudzas pasaules valstis, tai skaita art Latvija. Petijums paplasSina skatijumu
uz bérnu garigumu izglitibas konteksta. GI pétnieki uzskata, ka tradicionala izglitiba, kura tiek
istenota Sauri, akcentu liekot tikai uz racionala prata attistibu, ir novecojusi. Miisdienu sociala
situacija parada, ka izglitibu ir biitiski bagatinat ar jaunam pieejam, kas veicina visu cilvécisko
dimensiju attistibu, attistot gan bérnu kermenisko apzinaSanos, gan intuitivo gudribu, gan sirds
gudribu, gan savas iekS§€jas pasaules apzinasanos un, protams, attistot ari racionalo pratu
(Ferrer et al., 2005; Zappala, 2021). Zinatnieki apgalvo, ka nenemot véra cilvéka attistibas
garigo aspektu, attistibas pé€tnieki un izglitibas sistéma kopuma rada nopietnas sekas, kas
izpauZzas politiskaja, socialaja, kultiras un citas sabiedribai butiskas jomas (Zappala, 2021).
Gariguma audzinaSana un ta integréSana izglitiba palidz veidoties sabiedribai, kas kalpo
augstakam vertibam, spgj veidot efektivas savstarpgjas attiecibas, kas balstas uz humanam
vertibam un aicina jauno paaudzi cientt dzivibu, dabu un cilvéku.

Izstradata un empiriski parbaudita bérnu GI attistosa PPI programma ir efektivs
instruments izglitibas sistémas bagatinasana ar gariguma kompetences attistosiem rikiem, kas
sevi ietver radoSu, bérna dabai atbilstoSu metodologiju un sniedz ierosmes bérnu audzinasanas
joma. ST programma sniedz ieguldijumu beérnu psihologiskas veselibas joma, sniedzot
psihoterapeitisku efektu. Programmas izmantoSana ir aktuala ne tikai Latvija, citas Eiropas
valstis, bet arT valstis, kuras pedagogiem nepiecieSams atbalsts saistiba ar kara postoSo ietekmi
uz gimeném un bérniem. Jau $obrid programma ir licencéta Ukraina un ta tiek integréta
Ukrainas izglitibas sisteéma, ta palidzot kara cietuSajiem bérniem. BGIS adapteSanas process ir
iesakts Polija, tadejadi radot vidi izstradatas PPI programmas TstenoSanai un tas efektivitates
izpetei multikulturala konteksta. Balstoties uz izstradato teorétisko GI modeli, ir uzsakta
starptautiskas inovacijas attistiSana izglitiba. Starptautiska projekta ietvaros tiek izstradats
inovativs izglitibas modelis: Holistiska pieeja: Garigd intelekta vadibas modelis ka EKO
kompetence izglitiba (A Holistic Approach: An Innovative Model for Managing Spiritual
Intelligence as an Eco-Competence in Education and Exploring Development Opportunities
in a Multicultural Context). Projekts ir uzsakts Daugavpils Universitates projektu konkursa

ietvara un taja paredz€ts adaptét BGIS skalu un vadit PPI programmu Lietuva, nosakot
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programmas ietekmi uz bérniem $aja valsti. Tapat projekta ietvaros tiek sagatavota vide sadam
aktivitattm Polija un Ukraina. Talak projektu planots attistit ka starptautisku zinatnisku
projektu vairakam universitatém apvienojot resursus un izstradajot starptautiskas validétas
macibu programmas visparizglitojosajai skolai, ka ar1 izstradajot pedagogu profesionalas
pilnveides programmu dotas pieejas ietvaros. Sobrid 31 projekta izstrade Daugavpils
Universitatei ir pievienojusies Jana Kocanovska Kelces Universitate Polija, Rietumu Ukrainas
Nacionala universitate Ternopol€, Kaunas Tehnologiju universitate Lietuva.

Bérnu attistibas un izglitibas p&tnieki vertibu veidoSanu jaunajai paaudzei uzsver ka
nozimigu un bitisku uzdevumu, uzsverot garigumu ka bitisku cilvéka psihologiskas veselibas
un socialas funkcioné$anas nosacijumu (Mata-McMahon, 2016).

Petijuma dizains, ta istenosanas posmi un datu vaksanas un analizes metodes. 1. attela
atainoti petijjuma dizains un ta Istenosanas posmi, noradot to ietvaros veiktos uzdevumus un

izmantotas datu vakSanas un analizes metodes.
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1. GI un garigas
attistibas jédzienu
izpéte, bernu GI
modela izstrade

2. Instrumenta b&rnu
GI mérisanai (BGIS)
izstrade

1.1 Garigas attistibas
jedziena
konceptualizacija
bérnu vecumposmam:
sihologiskas
iteratiiras analize

1.2 Bérnu Gl
teor€tiskais modelis: 7-
10 gadus vecu bérnu G1
intelekta spéju modela
izstriade

2.1. Aptaujas pantu
izstride: GI modela
komponentiem un
apakskomponentiem
atbilstosu skalas pantu
izstrade

3. Instruments bérnu
garigas labklajibas
(FGLL, Fisher,
20004 ) un laimes
izjutas (OHQ,
Hills&Argyle, 2002)
mériSanai adaptacija
Latvijas kulturvide

4. PPI programmas
bernu GI
attistiSanai izstrade

2.2 Aptaujas pantu
saturiskas validitates
parbaude un
uzlabosana, izmantojot
ekspertu grupas
viedoklus

3.1 Instrumentu
tulkosana atbilstosi
zindtniskajam
vadlnijam

4.1 PPI Tpatnibu un
vEsturiskas attistibas
izpéte

5. Kontroléts
nerandomizéts
eksperimentals pétijums,
nosakot PPI
programmas efektivititi
un GI saistibu ar 1.-4.
klases bérnu garigo
labklajibu un laimes
izjiitu

4.2 Programmas
sesiju struktiiras un
vingrindjumu
izstrade atbilstosi
GI1 modelim

2.3 Aptaujas saturiskas
validitates parbaude
pilotazas petijuma
(N=15)

3.2 Instrumentu
saturiskis validitates
parbaude pilotazas
pétijuma (N=3)

2. 4 Aptaujas primaris
validitates parbaude
(N=200): gritibas,
diskrimindcijas indeksi,
Kronbaha alfas

3.3 Instrumentu
primaras validitates
parbaude ( N=200):
griitibas,
diskriminacijas
indeksi, Kronbaha
alfas

2. 5. Aptaujas EFA

(izpEtoda faktoru analize)

un statistiski pamatota
modela izstrade

3. 4 Instrumentu
CFA (apstiprinosa
faktoru analize ),
nosakot atbilsttbu
teortiskajiem
modeliem

4.3 Programmas
metodologijas
izstrade ietverot
kognitivo,
emociondlo un garigo
micisanos

5.1 Skolotaju
sagatavosana (N=10)
intervences realizéfanai

5.2 Kontroles grupu
(KG) un eksperimentilo
grupu (EG) 1zveide (1.-4.
klases bérni)

5.3 G, garigas labklajibas
un laimes izjiitas pirms
intervences mérjjumi KG
un EG

5.4 GI, garigas
labkldjibas un laimes
izjiitas pec intervences
mérfjumi KG un EG

5.5 G, garigas
labkldjibas un laimes
izjlitas m&rfjumi KG un
EG 3 ménesus péc
intervences

5.6 Rezultatu statistiska
analize saskana ar
pétljuma jautajumiem
un hipotéz&ém

1.attels. Petijuma dizaina istenosanas posmi, uzdevumi, datu vaksanas un analizes metode

Petijuma merkis: Parbaudit izstradatas PPI programmas efektivitati beérnu GI attistiSana

un izpétit saistibu starp 1.— 4. klases skolénu GI, garigo labklajibu un laimes izjttu.

Pétijums norit€ja no 2019. Iidz 2024. gadam, un tas tika 1stenots piecos posmos:

1) GI un garigas attistibas jédzienu izp&te, beérnu GI modela izstrade;

2) Instrumenta bérnu GI meérisanai BGIS izstrade;

3) Instrumentu bérnu garigas labklajibas (FGLL, Fisher, 2004) un laimes izjtutas (OHQ, Hills

& Argyle, 2002) mériSanai adaptacija Latvijas kulturvidg;

4) PPI programmas bérnu GI attistiSanai izstrade;
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5) Kontrol&ts nerandomizéts eksperimentals petijums, nosakot PPI programmas efektivitati un

Gl saistibu ar 1.-4. klases bérnu garigo labklajibu un laimes izjiitu.

Turpmak koncentréti aprakstisim katra p&tijuma posma galvenos mérkus, uzdevumus,
pétijuma jautdjumus un/vai hipotézes, publikacijas, kuras dotais posms ir atspogulots.

1. posms. GI un garigas attistibas jédzienu izpéte, bernu GI modela izstrade

Uzsakot petijumu, tika veikta literatiiras analize par gariguma un taja ieklauta jédziena
GI problematiku psihologijas zinatn€. Pétljuma pirma posma meérkis bija izstradat teorétisko
modeli, kas atklaj bernu GI spé&jas. Izstradatais teorétiskais modelis tiek sikak aprakstits
kopsavilkuma 1.4. nodala (26. Ipp.), savukart GI un garigas attistibas jédzienu izpéte ir
atspogulotas 1.2. un 1.3. nodalas.

GI jédziena analize, beérnu GI teorétiska modela izstrade un ta nozime dazados
pétijuma 1stenoSanas posmos atspogulota $ados rakstos:

1. Gariguma, GI un garigas attistibas jédzienu savstarpgja saistiba misdienu

psihologijas zinatng:

Grasmane, [., & Pipere, A. (2020). The psychopedagogical intervention for the
development of children’s spiritual intelligence: The quest for the theoretical framework. Acta
Paedagogica Vilnensia, 44, 81-98. DOI:10.15388/ActPaed.44.6

2. Bérnu GI modela nozime PPI pprogrammas izstrade bérnu GI attistiSanai:

Grasmane, I.  (2023). The development of children’s spiritual intelligence:
Conceptual and procedural dimensions of a psycho-pedagogical intervention in Latvia.
Journal for the Study of Spirituality, 13(1), 33-45, DOI: 10.1080/20440243.2023.2187965

3. Bérnu GI teoretiska modela nozime PPI programmas un BGIS skalas izstrade un ta
nozime saistiba ar eksperimenta istenoSanu skolas.

Grasmane, ., Pipere, A., & Rascevskis, V. (2025). Effectivity of the
psychopedagogical intervention for the development of children’s spiritual intelligence and its
influence to children spiritual wellbeing and happiness. Journal of Happiness Studies, 26(1),
1-25.

2.posms. BGIS izstrade bérnu GI noteikSanai

Analizgjot literattiru, tika atklats, ka triikst instrumentu bérnu GI mériSanai. Tadgjadi §1
posma galvenais mérkis bija izstradat BGIS (Bérnu gariga intelekta skalu). STposma ietvaros,

balstoties uz pieejamo literatiiru, tika veikta psihologisko skalu izstrades metodologijas analize
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un pamatojoties uz Siem rezultatiem, tika definéti skalas izveides posmi, kuru istenoSana lava
izstradat BGIS skalu un izpétit tas validitati. BGIS saturs balstas uz izstradata teorétiska modela
komponentiem un apakSkomponentiem, nodroSinot tas konceptualo pamatotibu. BGIS
statistiskas validitates izp&tes procesa tika iegita atbilde uz petijuma papildus jautajumu, kas
saistits ar BGIS psihometriskajiem raditajiem (Kadi ir izstradatas bérnu GI mériSanas skalas
psihometriskie raditaji?). Ar BGIS palidzibu tika parbauditas petijuma pamata hipotézes.

Skalas izstrades posmi ir atspoguloti 2. attela.
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1. Jomas identifikicija
tiek noteikti bérna GI
komponenti un katrs
no tiem tiek teorétiski
pamatots un definéts

2. Skalas validitites
parbaude
Izstradato skalas
pantu un teorétiska
modela komponentu
un
apakikomponentu
sarturiskas validitates
parbaude

3. Kvalitativa pétijums
pirmais testéSanas
TstenoSanai
Aptaujas BGIS
pirméejas test@ianas
organizésana 15
sakumskolas berniem.

1.1. Skalas
komponentu izveide
Tiek izveidoti
teortiski pamatoti
komponenti un apak$
komponenti, kas
kalpos par pamatu
skalas pantu izveidei

4. Pantu skaita
samazinasana,
nodrosinot skalas
lakonismu un
ekonomiskumu
Tiek Tstenoti
pasakumi statistiskas
validitites parbaudei
un pantu kvalitates
uzlabosanai.

2.1. SagatavoSanas
saturiskas validitates
parbaudei
Tiek izstradata
strukturéta aptauja
ekspertiem, kuras
galvenais merkis biitu
satura pamatotibas
apstiprindsana.

3.1. Bérnu izlases
organizéSana
Izveidot 15 bernu
izlasi skalas
pirmreizgjas
test@sanas pétyjumam.

4.1. Pirmii statistiskas
validitates parbaude
Tiek veikta pirma
validitites parbaude,
kas ietver griitibas
indeksa,
diskriminicijas
indeksa, Kronbaha
alfas koeficienta
statisko analizi.

1.2. Skalas pantu
izstrade
Katram GI teorétiska
modela
komponentam un
apakikomponentam
tika pieméroti
atbilsto&1 skalas panti
berna GI mérisanai

2.2. Ekspertu
iesaistiSana mérijuma
6 brivpratigo ekspertu
plesaistiSana
teoretiska modela un
skalas pantu
saturiskai
novertésanai.

3.2. Pantu
irmstestésana
Tiek veikts mutvardu
petfjums 15 bérniem
ar mérki parbaudit,
val panti ir
nolormuléti atbilstosi
bérnu izpratnei un vai
bérni pareizi atzimé
atbilzu variantus
aptawjas atbilzu lapa.

4.2. EFA
(izpEtosa faktoru
analize
Tiek veikta EFA |
kurai tika 1zvirzit
vairaki modeli, kuri
tika izstradati, lai
uzlabotu skalas
statistiskos
radijumus.

2.3, Ekspertu viedoklu
analize
Balstoties uz
alzpildito aptauju
rezultatiem, tiek
veikta ekspertu
viedoklu analize.

3.3. Pantu satura
uzlabosana
Tiek uzlabots skalas
pantu saturs,
balstoties uz
pirmreizgjas
testedanas petijuma
rezultatiem.

4.3. Skalas validitates
parbaude

teorétiskais models,
§aja gadijuma ar
viena faktora modeli,
kas ieklauj 4
apakikomponentus.

2.4. Skalas pantu un
teorétisko
komponentu
uzlabosana
Neskaidri
noformuléto
teorétisko
komponentu un
skalas pantu
korigesana.

3.4. Statistiskas
validitates parbaudes
pétTjuma organizéana
200 sakumskolas
vecuma bérnu izlases
organizéiana un
aptaujas novadiSana,
ta sagatavojot datus
pirmreizgjai
istiskas validitates
parbaudei.

4.4. Galgja aptaujas
pantu komplektéSana
Aptaujas pantu
komplektésana

rezultatiem. Aptauja
paliek 23 aptaujas
panti, kas 1etverti
1zveidotaja skala.

2.5. Publikiicijas
izstrade
Zinatniskas
publikac kas
atspogulo skalas
BGIS saturiskas
validitates
noteik$anas procesu,
izstride un
publicgsana.

2. attels. BGIS izstrades posmi

4.5. Publikicijas
izstrade, kas atspogulo
statistiskas validitates

izstriades posmu

Zinatniskas
publikacijas izstride
un publicéiana, kas
atspogulo skalas
izstrades pirmreizgjas
statistiskas validitates
posmu.




BGIS izstrades posmi aprakstiti publikacijas:
1. Saturiskas validitates izstrades posms aprakstits zinatniska publikacija:
Grasmane, [. & Pipere, A. (2020). Sakumskolas vecuma b&rnu gariga intelekta skalas
izstrade: Satura pamatotibas izvert€Sana. Socialo Zinatnu Vestnesis, 2, 156-183.

https://du.lv/en/social-sciences-bulletin-2/

2. lzstradatas skalas pirmreiz¢&ja statistiskas validitates parbaude aprakstita zinatniska

publikacija:

Grasmane, [., Rascevskis, V., & Pipere, A. (2022). Primary validation of Children
Spiritual Intelligence Scale in a sample of Latvian elementary school pupils. International
Journal of Children's Spirituality, 27(3), 1-16.

3. posms. Instrumentu bérnu garigas labklajibas (FGLL, Fisher, 2004) un
laimes izjaitas (OHQ, Hills & Argyle, 2002) mériSanai adaptacija Latvijas kultirvide

S pétijuma posma galvenais mérkis ir adaptét Latvijas bérnu izlasei instrumentus bérnu
garigas labklajibas (GL) un laimes sajltas novértéSanai, ka arl noteikt adapteto aptauju
psihometriskos raditajus. Ar Latvijas b&rnu izlasei piem@roto pé&tniecibas instrumentu
palidzibu tiek pamatota bernu GI saistiba ar GL un laimi un parbaudita PPI programmas
efektivitate. Aptauju adaptacijas process sniedz atbildes uz pétijuma papildu jautajumiem, kas
saistiti ar pétijuma metoZu psihometrisko radijumu parbaudi.

Lai piemérotu dotos instrumentus Latvijas bérniem, tas: 1) tika tulkotas atbilstoSi
zinatniskajam vadlinijam, 2) tam tika veikta primaras validacijas parbaude neliela 5 cilveku
pilotazas pétijuma, lai parbauditu, ka aptaujas dalibnieki izprot testa instrukcijas un testa pantu
saturu, 3) aptaujam tika veikta otrreizgja validitates parbaude, 4) péc pantu redig€Sanas abas
aptaujas tika realizétas 200 bérnu grupa; 5) tika veikta iegtito datu statistiska apstrade, nosakot
grutibas un diskriminacijas indeksu, Kronbaha alfas koeficientu, ka art CFA (apstiprinoSo
faktoru analizi). legttie dati paradija atbilstoSus aptauju psihometriskos radijumus un to
derigumu realizacijai Latvijas kulttirvide.

Metozu adaptacijas psihometriskie raditaji Latvijas izlasei aprakstiti zinatniska
publikacija:

Grasmane, [., Pipere, A., & Rascevskis, V. (2025). Effectiveness of a psycho-
pedagogical intervention for the development of spiritual intelligence, relationship with
happiness, and spiritual well-being for primary school children: A non-randomized controlled

trial. Journal of Happiness Studies, 26(1), 1-25, DOI:10.1007/s10902-024-00844-6
18



https://du.lv/en/social-sciences-bulletin-2/
http://dx.doi.org/10.1007/s10902-024-00844-6

4.posms. PPI programmas bérnu GI attistiSanai izstrade

P&tijuma posma galvenais mérkis bija izstradat PPI programmu b&rnu GI attistiSanai un
sagatavot atbilstoSu metodologiju tas ievieSanai. PPI programmu veido$anas vésture un
teoretiskie pamatprincipi norada, ka PPI tiek uzskatitas par vienu no efektivakajam pieejam
specifisku bérnu kompetencu attistiSanai izglitibas konteksta. Balstoties uz ieprieks izstradato
bérnu GI teorétisko modeli, ekspertu un disertacijas autores praktisko pieredzi, tika izstradata
PPI programma bérna GI attistidanai. Saja kopsavilkuma PPI veido$anas vésture, to
teorctiskais pamatojums, ka art ieskats p&tijuma izstradataja PPI programma ir atspoguloti
nodala PPI programmas kd viens no efektivakajiem attistibas instrumentiem izglitiba.

PPI programmas izstrade un tas istenoSanas process ir aprakstits zinatniskaja publikacija:

Grasmane, 1. (2023). The development of children’spiritual intelligence: Conceptual and
procedural dimensions of a psycho-pedagogical intervention in Latvia. Journal for the Study

of Spirituality, 13(1), 33-45. DOI: 10.1080/20440243.2023.2187965

S.posms. Kontrolets nerandomizets eksperimentals petijjums, nosakot PPI
programmas efektivitati un GI saistibu ar 1.-4. klases bérnu garigo labklajibu un laimes
izjutu.

P&tijuma posma galvenais mérkis ir kontroléta nerandomizéta eksperimentala petijuma
istenoSana, realiz€jot PPI programmu visparizglitojosajas skolas, lai noteiktu tas efektivitati
un GI saistibu ar bérnu GL un laimes izjiitu.

Eksperimenta tiek parbauditas pé€tijuma hipotézes un mekletas atbildes uz pétijuma
papildus izvirzitajiem jautajumiem par izlases raditajiem saistiba ar dzimumu un baznicas
apmekl&juma bieZumu.

Hipotezes:

H1. PiedaliSanas PPI programma ce| bérnu GI, GL un laimes sajiitu eksperimentalaja
grupa.

H2. Eksperimentalas grupas bérniem, kuri piedalisies PPI programma, salidzinajuma ar
kontroles grupas bérniem tiks novérots GI, GL un laimes Iimena pieaugums. Sie uzlabojumi
saglabasies arT péc trim ménesiem, liecinot par programmas ilgtermina efektivitati.

H3. Eksperimentalaja grupa visos mérijjumu posmos (pirms iejauksanas, péc iejauksanas
un turpmakajas parbaude@s) tiks novérota pozitiva korelacija starp GI, GL un laimes sajiitu,

noradot uz to savstarp&jo saistibu visa izp&tes perioda.
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Papildus tika izvirziti S$adi pétijuma jautajumi saisttba ar izlases sociali
demografiskajiem raditajiem:

1.  Kads ir GI specifiskais saturs saistiba ar dzimumu atskirtbam un baznicas
apmeklejumu biezumu. 1. — 4. klases skoléniem Latvijas visparizglitojosajas skolas?

2. Kadas dzimumatskiribas pastav GI, GL un laimes raditdjos eksperimentalajai un
kontroles grupai pirms PPI / péc PPI/ 3 ménesus péc PPI?

3. Kddas atskiribas pastav starp kontroles un eksperimentalas grupas dalibniekiem, kas
apmeklé baznicu biezi, reti vai neapmeklé, GI, GL un laimes raditajos pirms PPI /
péc PPl / 3 ménesus péc PPI?

Dotaja kopsavilkuma eksperimenta istenoSanas teorétiskie pamati atspoguloti nodalas
PPI programmas ka viens no efektivakajiem attistibas instrumentiem izglittha un Bernu
gariguma saistiba ar garigo labkldjibu un laimes izjiitu. Sajas nodalas tiek sniegts teorgtiskais
pamatojums PPI programmas un eksperimenta istenoSanai.

Turpmak sniegsim 1su katra eksperimenta TstenoSanas sola aprakstu:

1. Sakumskolas skolotaju iesaistisana PPI programmas istenosand. Profesionalas
pilnveides programma, kas saistita ar garigas attistibas tematiku, skolotaji tika aicinati
iesaistities pétijjuma. PPI programmas istenoSanai savas klasés pieteicas 10 brivpratigie
skolotaji.

2. Zinatniskas étikas pasakumu istenosana skolds. Skolotaji dalibu pétijuma saskanoja
ar skolu direktoriem. P&tjjuma palika tikai tie skolotaji, kuru skolas vadiba deva rakstveida
atlauju piedalities petjjuma. Nakamais skolotaju uzdevums bija savas klases vecaku sapulces
saskanot ar vecakiem skolénu dalibu pétijuma un sanemt visu vecaku rakstveida atlaujas.
Petfjuma palika tikai tie skolotaji, kas san€ma visu vecaku rakstveida atlauju par bérnu dalibu
petijuma.

3. Skolotdju sagatavosana efektivai PPl programmas istenoSanai. Tika sagatavota
pedagogu profesionalas pilnveides programma, kuras ievaddala tika istenota pirms PPI
vadiSanas. Viens seminars tika organiz€ts programmas istenoSanas vidia skolotaju atbalstam
un aktualo ar praktisko darbu saistito jautajumu risinasanai.

4. Kontroles un eksperimentalo grupu izveide. Notika vienoSanas ar skolas vadibu par
kontroles grupas izlases veidoSanu skola un tika organizéts rakstveida saskanojums ar
vecakiem par bérnu piedaliSanos pétijuma kontroles grupa un par to, ka skoléniem tiks tris

reizes noteikti GI, GL un laimes radijumi.
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5. Eksperimentalas un kontroles grupas izlases GI, GL un laimes noteikSana pirms
intervences. Notika bérnu GI, GL un laimes izjiitas merijjumi pirms intervences programmas
gan kontroles, gan eksperimentalaja grupa.

6. PPI programmas (intervences) istenosana. Eksperimentalajas klas€s skolotaji
istenoja 10 sesiju programmu, novadot reizi nedéla pa vienai programma ietvertai sesijai.

7. Eksperimentalas un kontroles grupas izlases GI, GL un laimes noteiksana péc
intervences. Notika beérnu GI, GL un laimes izjlitas m&rijumi p&c intervences programmas gan
kontroles, gan eksperimentalaja grupa.

8. Eksperimentalds un kontroles grupas izlases GI, GL un laimes noteikS§ana 3 ménesus
péc intervences. Notika bérnu GI, GL un laimes izjtitas me&rijjumi 3 ménesus pec intervences
programmas gan kontroles, gan eksperimentalaja grupa.

9. PPI programmas bérnu GI attistiSanai efektivitates noteikSana un GI saistibas ar GL
un laimi izpéte. Tika Tstenota iegiito datu apstrade, analize, lai noteiktu PPI programmas
efektivitati un GI saistibu ar GL un laimes izjutu.

Eksperimenta norise un petijumu rezultati atspoguloti zinatniskas publikacijas:

Grasmane, 1. (2023). The development of children’spiritual intelligence: Conceptual and
procedural dimensions of a psycho-pedagogical intervention in Latvia. Journal for the Study

of Spirituality, 13(1), 33-45. DOI: _10.1080/20440243.2023.2187965

Grasmane, I., Pipere, A. & Rascevskis, V. (2025). Effectiveness of a psycho-
pedagogical intervention for the development of spiritual intelligence, relationship with
happiness, and spiritual well-being for primary school children: a non-randomized controlled

trial. Journal of Happiness Studies, 26(1), 1-25. DOI:10.1007/s10902-024-00844-6

Talakaja 1zklasta tiks atspoguloti kopg€jie visa petijjuma elementi.

Petijuma problema: Pedgjo desmitgadu laika gariguma dimensija, tostarp garigais
intelekts, ir kluvusi par nozimigu pétniecibas jomu, pasi tas ietekme uz cilvéka dzives
kvalitati. Zinatnieki arvien vairak uzsver GI ka biitisku misdienu cilvéka vertibu. Tomér
joprojam trukst petijumu, kas analiz€tu, ka bérnu GI attistiba ietekme vinu labklajibu un ar to
saistitas psihologiskas paradibas.

Petijjuma mérkis: izpétit GI specifisko saturu 1.—4. klases skoléniem Latvijas

visparizglitojosajas skolas, izvertét PPI programmas efektivitati bérnu GI attistiSanai un
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noskaidrot izmainu GI p&c dalibas intervences programma saistibu ar izmainam bérnu garigaja
labklajiba un laimes izjuta.

Petijuma objekts: Sakumskolas vecuma (1. — 4. klases) b&rnu GI

Petijuma prieksmets: PPI bérnu GI attistiSanai efektivitate un saistiba starp bérnu GI,
laimes izjiitu un garigo labklajibu.

Peétijuma uzdevumi.
1. Analiz&t zinatnisko literatiru par garigumu, GI, garigo attistibu, garigas labklajibas un
laimes fenomeniem,;
2. Izstradat bérnu GI teoretisku modeli;
3. Balstoties uz izstradato bérnu GI teorétisko modeli, izstradat PPI programmu 1. — 4. klases
bérnu GI attistibai;
4. Izstradat bernu GI merisanas skalu BGIS un parbaudit tas psihometriskos raditajus;
5. Adaptet Latvijas 1. —4. klaSu bérnu izlasei Oksfordas laimes aptauju un DZ. FiSera garigas
labklajibas skalu;
6. Veikt skolotaju sagatavosanu, kas 1stenos PPI programmu skolas;
7. Organiz&t PPI programmas stenosanu b&rnu GI attistiSanai Latvijas skolas;
8. Noskaidrot, vai intervences rezultata notiek izmainas bému GI (PPI programmas
efektivitati);
9. Noskaidrot, vai izmainas GI ir saistitas ar izmainam GL un laimes 1zjuta;
10. Noskaidrot, vai pastav saistiba starp GI, GL un laimes izjiitu;
11. Apkopot, analizet un interpretét petjjuma rezultatus.

12. Atspogulot petijuma galvenos posmus un to rezultatus zinatniskajas publikacijas.

Pétijuma dalibnieki:

2. pétijuma posma (BGIS izstrade) piedalijas: 1) 15 skoléni primaraja testéSana, 2) 6
eksperti piedalijas GI teorétiska modela komponentu un skalas pantu saturiskas validitates
pamatotibas izvert€Sanas pétijuma, 3) izstradatas skalas validitates parbaudes pétijuma
piedalijas 200 sakumskolas skoléni.

3. péetijjuma posma (FGLL (Fisher, 2004) un OHQ (Hills & Argyle, 2002) adaptacija)
adaptacijas pétijuma izlasi veidoja 200 sakumskolas skoleni.

5. eksperimentalaja pétijuma posma piedalijas 83 sakumskolas vecuma bérni: 41 skoléns

eksperimentalaja grupa, 42 skoléni kontroles grupa.
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PPI programmu savas klas€s vadija 3 skolotaji.

Peétijuma instrumenti:
2. pétijuma posma tika izmantota skala be&rnu GI mériSanai BGIS (Grasmane, Rascevskis,
Pipere, 2022).
4. petijjuma posma tika izmantota Dz. FiSera aptauja bérnu labklajibas noteikSanai (Feeling
Good, Living Life (FGLL), Fisher, 2004) un Oksfordas laimes aptauja bérnu laimes sajiitas
noteikSanai (The Oxford Happiness Questionnaire (OHQ), Hills & Argyle, 2002).

5. pétijuma posma tika izmantotas visi nosauktie instrumenti ka petijumu metozu komplekss.

Pétijuma datu apstrades un analizes metodes:

Statistiska analize tika veikta, izmantojot SPSS 27.0 versiju. Kvantitativaja pieeja 2. un
3. petijuma posma tika pielietota primara statistiskas validitates analize, kas apliiko p&tijuma
izmantoti skalu psihometriskas 1pasibas, analizgjot griittbas un diskriminacijas indeksus,
Kronbaha alfas koeficientus, ka arT aptaujas pantu izpetosas faktoru analizes rezultatus. 5.
pétijuma posma, lai noteiktu izmainas mérijumos pirms eksperimenta, p&c eksperimenta un 3
ménesus pec PPI programmas 1stenosanas, tika izmantota atkartota merijjuma ANOVA analize.
Lai aprékinatu eksperimentalas iedarbibas efektu, tika izmantota kovariacijas analize
ANCOVA. Fridmana tests tika piemerots datiem, kuriem nebija raksturigs normals sadalijums.
Lai parbauditu hipotézi, ka starp GI, GL un laimes izjiitu ir pozitiva korelacija, tika izmantots
Spirmena ranga korelacijas koeficients.

Sakotngji  tika  parbauditas nepiecieSamas  normalitates, linearitates un
homoskedasticitates pien€émumi, ka art tika aprékinati aprakstoSas statistikas dati, ieskaitot
vid€jos raditajus, standartnovirzes un diapazonus interes€josajiem mainigajiem. Gadijumos,
kad datiem nebija normalsadalijuma, tika izmantoti neparametriskie testi. Efektu lielumu (n2
vertibas) interpretacija grupas meérjjumos bija §ada: n2 < 0,01 nenozimigs; 0,01 <n2 < 0,06
mazs; 0,06 < n2 < 0,14 vidgjs; n2 > 0.14 liels (Cohen, 1988). Koena efektu lielumu
interpretacija bija sada: mazs efekts (d = 0,2), vidgjs efekts (d = 0,5) un liels efekts (d = 0,8)
(Lakens, 2013).
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Lai parbauditu H1, tika salidzinati EG bérnu GI, GL un laimes izjutas raditaji pirms un
péc PPI programmas. H2 parbaude ietvéra EG raditaju analizi tris laika posmos: pirms PPI
programmas, tilit pec tas un tris ménesus vélak, lai novertetu ilgtermina efektu. Visi raditaji
tika aprékinati ar1 KG. EG un KG rezultati tika salidzinati, analiz&jot programmas noturigumu

laika.

Pétijuma procediiras

Otraja pétijjuma posma tika izstradata BGIS bérnu GI noteikSanai un veikta tas
psihometrisko raditaju parbaude. Petijuma izlase tika veidota, iev@rojot zinatniskas &tikas
principus, tostarp saskanojot petijuma veikSanu ar skolas vadibu un iegiistot pétijuma iesaistito
bérnu vecaku piekriSanu. Dalibnieku rekrutéSana notika, balstoties uz iesaistito pedagogu
brivpratigu ieinteresétibu un iniciativu. Pirms datu ievakSanas pedagogi tika sagatavoti
pétijuma metozu korektai pielietoSanai, piedaloties profesionalas pilnveides kursa. Pétijuma
piedalijas 200 sakumskolas skoléni no visparizglitojosas skolas. Datu ievakSana notika
strukturéta veida, un iegutie dati tika apkopoti un analiz&ti sadarbiba ar statistiskas izpetes
specialistu.

TreSaja petijuma posma tika veikta bérnu garigas labklajibas (FGLL; Fisher, 2004) un
laimes izjutas (OHQ; Hills & Argyle, 2002) meériSanas instrumentu adaptacija Latvijas
kulttrvide.

Ceturtaja peétijuma posma tika izstradata PPI programma bérnu GI attistiSanai.

Piektaja petijjuma posma tiek izmantotas procediras, kas saistitas ar PPI programmas
efektivitates un bérnu GI, GL un laimes raditaju izpéti. Tas ietver: sakumskolas skolotaju
iesaisti pétijuma, zinatniskas &tikas pasakumu istenoSanu, skolotaju sagatavoSanu PPI
programmas istenoSanai, petijumu izlases veidoSanu — kontroles un eksperimentalo grupu
komplekteéSanu. P&tijuma nosléguma procediira ietvéra bérnu GI, GL un laimes raditaju
noteikSanu tris laika posmos (pirms intervences, péc intervences un sekojosaja noveérojuma).
Tika veikta iegtto datu statistiska analize, lai izvert€tu PPI programmas efektivitati un So

raditaju savstarp€jas saistibas.
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1)

2)

3)

4)

Aizstavesanai izvirzitas tézes:

Bérnu daliba PPI programma sakumskolas vecuma bérnu GI attistibai veicinaja
statistiski nozimigas pozitivas izmainas bérnu GI un §is pozitivais efekts saglabajas
ar1 pec tris meénesiem, noradot uz programmas ilgtermina efektivitati.

Visos tris meérijumos (pirms, p&c un tris ménesus pec intervences) eksperimentala
grupa tika atklata pozitiva statistiski nozimiga korelacija starp GI, GL un laimes
izjuitu.

Pirms eksperimentala pétijjuma GI Iimenis bija augstaks meiteném, tacu péc
piedaliSanas PPI abi dzimumi uzradija vienadu GI limeni, kas liecina par pozitivu
programmas ietekmi 1pasi uz z&€nu GI. No visiem p&tijuma analiz&tajiem raditajiem
visizteiktakas dzimumu atSkiribas tika noveérotas GI un GL attistiba.

PPI efektivitate bija lidziga visiem eksperimentalas grupas dalibniekiem neatkarigi
no baznicas apmekl&juma biezuma. Tomér neliela statistiski nenozimiga atSkiriba
(augstakas vertibas) tika atklatas bérniem, kuri dazreiz apmeklé baznicu (gan EG,
gan KQG). PPI ietekme neatkarigi no baznicas apmekl&juma biezuma apliecina b&rnu
gariguma attistibas nepiecieSamibu un iesp&ju ne tikai baznicas konteksta, bet ar1

laiciga izglitibas joma.
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1. Teorija

1.1. Gariguma jédziens miisdienu socialajas zinatnés un psihologija

ST nodala analizé gariguma jédziena problematiku misdienu socialajas zinatn&s un
psihologijas zinatnes nozaré. Gariguma jédziena izpétes aktualitate un nozime ipaSi bérnu
psihologijas konteksta ir atspogulota akadémiskaja literatlira un ar $o pétjjumu saistitajas
publikacijas (Grasmane & Pipere, 2020; Grasmane et al., 2022; Grasmane & Pipere, 2022;
Grasmane, 2023; Grasmane et al., 2024).

20. gs. beigas un 21. gs sakuma, petot garigumu socialaja, kultiiras, ekonomikas un
politiskaja joma, zinatnieki saka aktualizét nepiecieSsamibu meklét inovativus un originalus
veidus cilvéces ikdienas problému risinasanai, aicinot atbrivoties no tadam problému
risinasanas stratégijam, kas balstas tikai ieprieks pierasta racionala pasaules izpratng, uzsverot
Sada domasanas veida izsmeltas iesp€jas un aicinot paplasinat zinatnisko pasaules uztveri un
pétniecibu, apliikojot sociali aktualu jautajumu risinasanas iesp&jas no dazadiem kontekstiem,
tai skaita arT no gariga aspekta. Ta ka gariguma jédzienu var pielietot jebkura dzives joma, tas
tiek raksturots ka plass un daudzdimensionals jédziens (Dyson et al., 1997; Grasmane, 2019;
Grasmane, 2023; Moberg, 2010; Weaver, 2006; Zappala, 2021).

Gariguma pétnieciba zinatnes konteksta sakas ar religiskas psihologijas ka zinatniska
virziena raganos un attistibu. ST virziena ietvaros pétnieki saka pétit cilveka garigo pieredzi,
kura tiek pardzivota caur ticibu. Par religijas psihologijas pamatlicju tiek uzskatits ASV
filosofs un psihologs Viljams Dzeimss (William James), kur$ dibinaja garigas psihologijas
asociaciju un uzrakstija pirmo macibu gramatu religijas psihologija. V. Dzeimsa ietekme $aja
joma vél joprojam ir bitiska (James, 1902). Religijas psihologijas dilemma un centralais
risinamais jautajums bija saistits ar zinatniski pamatotam izp€tes metodém, kuras var izmantot
§1s jomas pétnieciba (Gorsuch, 1988).

Velak, attistoties labklajibas jédziena aktualitatei, garigumu arvien vairak saka pétit ka
butisku cilvéka labklajibas un veselibas priek§nosacijumu. Ar1 gariguma definicija, apliikojot
to ka bitisku labklajibas komponentu, ir piedzivojusi transformaciju. Ta ir mainijusies no
tradicionala skatijuma, kura garigums tiek saprasts galvenokart ka religioza cilvéka ipasiba,
uz plasaku interpretaciju, kur garigums tiek saistits ar vispargju cilvéka tieksmi péc labklajibas
un laimes. Dazos gadijumos garigums tiek pilniba noskirts no religijas (Moberg, 2010).

Literaturas analize liecina, ka musdienu psihologijas konteksta gariguma jédziens var tikt
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interpretéts dazadi: tas var ietvert tikai religisko aspektu, tikai sekularo aspektu vai abu aspektu
integraciju. Dotais p&tijums garigumu un taja ietverto jédzienu GI apskata sekularas pieejas
konteksta (Grasmane & Pipere, 2020).

Saskana ar miisdienu psihologijas p&tijumiem garigums tiek uzskatits par jédzienu, kas
raksturo cilvéka personibas aspektus. Individualais garigums (anglu val. individual
spirituality) tiek interpretéts ka katra cilvéka unikala un specifiska gariguma izpausme.
P&tnieki uzsver nepiecieSamibu izstradat pieejas un metodes, kas veicina gariguma attistibu,
jo tas var uzlabot cilvéka dzives kvalitati, uzlabot funkcion&Sanu un veselibu (Myers &
Sweeney, 2005; Nelson, 2009; Pettersson, 2003, ka minéts Beehner, 2019). Sibriza gariguma
pétniecibas aktualakie jautajumi socialajas zinatnés ir garigas veselibas, garigas labklajibas un
laimigas, uz ilgtsp€jigu attistibu orienttas sabiedribas transformacija. Gariguma attistibas
programmu, instrumentu un metozu izstrade tiek uzskatita par biitisku un nozimigu mérki
miisdienu psihologijas zinatng (Grasmane et al., 2025).

Neraugoties uz pétnieku pieaugoSo interesi par gariguma izpeti un S§1 jédziena
nozimigumu dazadas jomas, gariguma pétnieciba joprojam atrodas salidzinosi agrina attistibas
stadija. P&tfjumi par gariguma ietekmi uz cilvéka dzives dazadam jomam nav pietickami, un
tie nesniedz zinatniski pamatotas atbildes uz aktualiem cilvéces izvirzitajiem jautajumiem.
Misdienas cilveki joprojam saskaras ar ievérojamam griittbam, pielagojoties pieaugoSajam
parmainam, neskaidribam, sarezgitajiem politiskajiem un socialajiem apstakliem. Ir
novérojama cilvéces nespéja efektivi reagét uz Siem izaicinajumiem, vienlaikus saglabajot
fizisko un garigo veselibu, cilvéciskas pamatvértibas un paScienu (Zappala, 2021). Gariga
intelekta petnieks Dz. Zapala norada, ka supraracionala domasana ir tikai viena dala no cilvéka
smadzenu potenciala. Pe€tnieks aicina misdienu zinatniskajai domai pievérsties jauna
domasanas veida attistiSanai, kas tiek definéts ka garigais intelekts, uzsverot GI attistibas
nepiecieSamibu visos socialajos limenos, 1pasi aicinot to attistit izglitiba, integréjot macibu
programmas garigo sp&ju attistibu un ta palidzot cilvékam atrast dzives jégu, veértibas un dzives

meérki (Grasmane, 2023; Zappala, 2021; Zohar & Marshall, 2004; Zohar, 2016; Walton, 2017).

1.2 Bérnu garigas attistibas likumsakaribas un teorétiskas pieejas

Saja nodala apliikots pétfjuma uzdevums — analizét bérnu garigo attistibu miisdienu

psihologijas konteksta, lai konceptualizétu bérnu GI attistibu visparéjas garigas attistibas
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ietvaros. Apaksnodala tiks analizétas misdienu psihologijas galvenas garigas attistibas
teorijas, raksturoti bernu garigas attistibas pamatprincipi un atspogulotas likumsakaribas, kas
janem vera, izstradajot PPI programmu b&rnu GI attistiSanai un instrumenta pantus bérnu GI
meérisanai.

20. gs. 60. gados pétijumi par garigumu kristigas religijas konteksta bija dala no
plasakam akadémiskam un starpdisciplinaram iniciativam, kas tiecas integrét psihologijas,
teologijas un pedagogijas perspektivas. So centienu mérkis bija padzilinati izprast ticibas un
gariguma attistibas procesus bérniem un pieaugusSajiem, veicinot izpratni par to, ka dazadi
faktori ietekm@ religisko pieredzi un tas veidoSanos. Lai gan daudzi nozimigi pétijjumi $aja
joma tika veikti vélak, 1960. gadu konteksta 1pasi izcelas teologa un attistibas psihologa
Dzeimsa Faulera (James W. Fowler) centieni izpétit ticibas attistibu cilvéka dzives laika.
P&tfjumi Saja joma kluva par pamatu vina plasi atzitajai un ietekmigajai ticibas attistibas
teorijai, kas sniedz sistematisku ieskatu par to, ka individi dazados vecuma posmos un dzives
situacijas veido savu ticibu (Faith Development Theory). Saja perioda pétnieks galvenokart
balstijas uz tris galveno attistibas teorétiku idejam: Zana PiaZ&é (Jean Piaget) kognitivas
attistibas teoriju, Erika Eriksona (Erik Erikson) psihosocialas attistibas teoriju un Lorensa
Kolberga (Lawrence Kohlberg) moralas attistibas teoriju. Dz. Faulers vélak izstradaja savu
pieeju, kas apliikoja ticibas un gariguma attistibu, balstoties uz religisko pieredzi, kultiiras
tradicijam un cilvéka personigo izzinu. Saja laika Dz. Faulera darbs bija vairak teorétisks,
sagatavojot pamatu empiriskiem pétfjumiem vélakajas desmitgadss. Saja laika garigas
attistibas pétnieciba ir novérojama tendence par gariguma jédziena centralo pazimi uzskatit
ligSanu un sarunu ar transcendento (Elkid, 1970; Flower, 1981; Goldman, 1964; Long et
al.,1967).

Savukart kop$ 2000. gada, kad gariguma pétnieciba saka attistities plasaka konteksta,
pieauguso un bérnu garigajai attistibai zinatnieki saka izvirzit citas galvenas pazimes. So laiku
var uzskatit arT par bernu gariguma plasakas izp&tes sakumu. Pieméram, R. Bojatzis uzskata,
ka bérna garigas attistibas nozimigakais aspekts ir socializ€Sanas, kas ietver daudzpusigas
saskarsmes formas, tadas ka religija, gimenes garigums, izglitibas ietekme u.tml. (Boyatzis,
2005). Savukart, apskatot garigo attisttbu no kognitivas perspektivas, tiek uzsverts, ka bérna
domasana ir kombingta un ta satur gan racionalo, gan mitologisko aspektu. Mitologiskais,
intuitivais, t€lainais aspekts ir pamats b&rnu garigumam, un So aspektu attistiSana veicina

garigo attistibu, kas savukart ietekmé bernu kognitivo attistibu (Woolley, 2000). Dz. Konns
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(John Conn) par gariguma un ta attistibas centralo jédzienu uzskata cilvéka “Es”
pasapzinasanos, autentiskuma apzinasanos un to ietekmi uz attiecibu kvalitati (Conn,1992).
P. Boijers (P. Boyer) uzsver, ka cilvéka garigums ir dabisks, ieks$gjs, intuitivs, specifisks
domasanas veids (Boyer, 1994). Citas teorijas, kas p&ta garigumu, fokusgjas uz moralas
izpratnes attistibas izp€ti ka uz centralo garigas attistibas virzitajspeku (Erenchinova &
Proudchenko, 2018; Nelson, 2009).

Misdienu zinatnieki pétijumos izvirza dazadas atSkirigas un pat pretrunigas garigas
attistibas pazimes, tadg€] vienoties par to, ka definét garigo attistibu, petniekiem ir bijis griits
un sarezgits zinatnisks uzdevums. Pat zinatniskaja literatiira, kas veltita garigas attistibas
jautajumiem, piem&ram, “B&rnu un pusaudZzu garigas attistibas rokasgramata” (Handbook of
Spiritual Development in Childhood and Adolescence) (Roehlkepartain et al., 2005), zinatnieki
garigas attistibas jedzienu apskata katrs no sava skatu punkta. Sis griitibas jédziena defing$ana
atklaj gariguma un garigas attistibas daudzfunkcionalo raksturu. Abu iepriek§ minéto
zinatnisko pieeju petnieki — gan sakotng&jas garigas attistibas pétniecibas, gan 20. gs. 90. gadu
pétniecibas virziena parstavji — ir nonakusi pie vienota secindjuma, ka garigums ir attistams.

Lai izstradatu vienotu garigas attistibas definiciju, garigas attistibas izpetes institiits
(ASV) sadarbiba ar Minesotas pétniecibas institiitu veica pétijumu, ievacot datus no 5000
bérniem un jaunieSiem vecuma no 12 — 25 gadiem Eiropas valstis, ASV, Australija, Indija,
Japana un Kina. Ar aptauju un fokusgrupu palidzibu tika pétita gariguma daba, funkcijas un
raksturs. ST pétfjuma ietvaros tapa zinatniskas vadlinijas garigas attistibas ka jedziena
defingsanai, ko lieto miisdienu psihologija. ST starptautiski atzita garigas attistibas definicija
apliecina: Gariga attistiba ir iekSéju spéju attistiba, kura realizé cilveka transformaciju un
transcendenci, attistot paSapzindasanos, augstaka ES, kas ir augstaks neka realais ES,
izzinasanu, ieklaujot svéttapsanas aspektu (Benson et al., 2003, 205. —206. Ipp.).

P&tot garigas attistibas pazimes saistiba ar bernu vecumposmu, zinatnieki ir izstradajusi
vairakas pieejas, kas garigo attistibu apskata no dazadiem aspektiem: 1) kognitivo pieeju, 2)
sociali ekologisko pieeju 3) un dinamiski sistémisko teoriju.

Garigas attistibas kognitiva teorija. L1dzigi ka attistibas psihologija analiz€ kognitivos
uzdevumus dazados vecumposmos, arT garigas attistibas petnieki identifice specifiskas garigas
attistibas stadijas. DZ. Faulers, izvirzot ticibu ka centralo garigas attistibas pazimi un sasaistot
to ar Z. Piazé kognitivo attistibu, izstradaja septinas ticibas attistibas stadijas. Pieméram,

pétnieks aprakstot vecumposmu no 3 lidz 7 gadiem uzsver, ka $aja vecuma attistas intuitivi
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projektiva ticiba, kas balstas simbolos un stastos, ar domingjosu intuitivu, nevis racionalu
raksturu. Savukart no vecuma 7 Iidz 12 gadiem veidojas mitiski literara ticiba, kur bérni sak
noskirt patiestbu no mitiem un attistit kritisko domasanu (Fowler, 1981). Abus Sos garigas
attistibas aspektus ir butiski nemt véra, izstradajot programmu b&rnu garigajai attistibai, $aja
gadijuma PPI programmu bérnu GI attistibai.

Savukart garigas attistibas pétniece K. Kartraita (Kartwright) paplaSina So pieeju, kas
sasaista garigas attistibas stadijas ar Z. PiaZé teoriju (Kartwright, 2001). AtgrieZoties pie
bérniem sakumskolas vecuma, teorijas autore, 1idzigi ka DZ. Faulers, saskana ar Z. Piaze
teoriju uzsver pareju no pirmsoperacionalas uz konkréto operaciju stadiju, kura b&rniem
doming simboliska un mitiska pasaules uztvere. Attistoties mitiskajai uztverei un $o attistibu
atbilstosi stimul&jot, péc Kartraitas domam, bérniem pakapeniski attistas ari logiska domasana,
un sakumskolas vecumposma bérni paradibam sak meklét savai ticibai logiskus
izskaidrojumus, balstoties uz personigo pieredzi un apkartgjas vides izzinaSanu. Saja
vecumposma svarigi balstit maciSanos uz bérna praktisko pieredzi, piedzivojumiem un
sarunam, kas palidz izprast garigus procesus un patiesibas (Labouvie-Vief, 1999). Vienotas
socidlas normas un logiskas pieejas veicina gan emocionalo, gan garigo attistibu. Saja stadija
cilveks sak meklet logiskus skaidrojumus savam attiecibas ar Dievu un bérnam vairs nepietiek
tikai ar simboliski mitologisko garigas pasaules izpratni. Bérns sak meklét izskaidrojumu tam,
kas notiek vina dzive (Kartwright, 2001).

Kognitiva pieeja ir versta uz ieks$€jo pasauli, izcelot garigas attistibas psihologiskos
procesus. Lai izstradatu PPI programmu bérna GI attistibai, ir biitiski noskaidrot un nemt véra
Sos ieksgjos attistibas aspektus. Tas ne tikai palidz precizak definét GI attistibas uzdevumus,
bet arT atvieglo piemérotako metozu mekl€jumus to risinasanai. Garigas attistibas kognitivas
teorjjas atklaj, ka: 1) garigums ir attistams, tatad $adas programmas izstradei ir jéga, 2)
garigums ir iek$€js intuitivs fenomens, kura attistiba saistita ar intuitivas domasanas
“pacelSanu” apzinatiba un racionala domasana, 3) garigums ir sp&ja komunic€t ar
transcendento, 4) garigums ir saistits ar kontaktu kvalitati ar sevi, savu intuitivo, unikalo dabu,
attiecibu kvalitati ar citiem cilvékiem, sp&ju cienit dabu un apkartgjo vidi, ka ar1 ar attiecibu
kvalitati ar parpasauligo realitati.

Tomér neskatoties uz kognitivas pieejas nozimigumu, vadoSie attistibas psihologijas
pétnieki noradija, ka §1 teorija nesp€j atklat visus mainigos, kas ietekme pé€tijumu rezultatus

Saja joma. Tika izstradata jauna garigas attistibas pieeja — Dinamiski sistemiska attistibas
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stadiju teorija (Boyatzis, 2005; Spilka et al., 2003). Ja kognitiva pieeja garigo attistibu skaidro
saistiba ar vecumposmiem (Overton, 1998), tad jauna pieeja p&ta gariguma attistibu neatkarigi
no vecuma, pievérsoties gariguma strat€giju dinamikai un to mijiedarbibai (Siegler, 1996).
Dz. Faulers sava ticibas attistibas teorija censas apvienot kognitivo un dinamisko pieeju,
analizgjot ticibas dzives kvalitati un izpratnes veidoSanos septinas stadijas vai ticibas izpratnes
logos. Gariga attistiba Seit tiek analiz€ta, nemot véra cilvéka ticibas izpratni un briedumu.
Pirmas stadijas (1.—4.) saskan ar Z.Piazé domasanas attistibas virzibu no konkrétas uz
abstrakto domasanu (Fowler, 1981; Piaget, 1967). Dinamiski sistémiska pieeja ir piemérota
netipiskos gadijumos, pieméram, kad psihiskas traumas bloké bérna garigo attistibu. Sados
gadijumos pétnieki analiz€ konkr€ta individa attistibas posmus neatkarigi no vecuma
(Boyatzis, 2005). Svétdienas skolu pieredze liecina, ka apmeéram 30% bérnu attistas netipiski
un Faulera teorija palidz izveidot individualu pieeju sadiem berniem (Fowler & Dell, 2006).
Lielaka dala §1 virziena parstavju uzskata, ka individa kognitivas izmainas tikai virspusgji
atspogulo vina patieso attistibu, petnieki dod priekSroku dzilakai bérna izpétei (Overton,
1998). Tadgjadi dinamiski sist€émiska gariguma attistibas teorija uzsver bérnu unikalas un
individualas garigas attistibas nozimibu.

Izstradajot PPI programmu bérnu GI attistibai, ir butiski definét garigads domasanas
strat€gijas un kvalitates, kas nav saistitas ar noteiktu vecumu, bet raksturo GI attistibas
kvalitati. Butiba GI programma ir $adu domasSanas stratégiju attistiSana, tadé] teorctiskas
1zpetes ietvaros ir jadefin€ GI pazimes un jamekle metodes to attistibai.

Savukart Sociali ekologiska pieeja peta sociala konteksta ietekmi uz b&rnu garigo
attistibu, Tpasi izcelot gimeni ka primaro attistibas kontekstu, kam seko vienaudzi, baznica,
skola un kultiira (Boyatzis et al., 2006). ST pieeja balstas uz L. Vigotska un U. Bronfenbrennera
teorijam, kas uzsvera socialas un kulttras vides nozimi b&rna attistiba, ipasi gimenes un vecaku
zinasanu lomu (Bronfenbrenner, 1979; Vigotskis, 1978). P&tijjumi rada, ka 80% pé&tijumu par
gimenes ietekmi uz bérnu garigo attistibu ir balstiti sociali ekologiskaja pieeja (Mahoney et
al., 2001). Gariguma attistiba batiski veicina bérnu psihologisko veselibu, ipasi palidzot
parvarét zaud€juma pieredzi, pieskirot skumjiem notikumiem jaunu jégu (Andrews & Marotta-
Walters, 2005). Transakcijas teorija akcenteé, ka b&rnu intuitivais garigums attistas
harmoniskak gimenés, kur vecaki un bérni savstarp&ji apmainas ar garigu pieredzi, veicinot

holistisku izaugsmi (Boatzis & Jenicki, 2003; Kuczynski, 2003).
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Pétnieki uzsver, ka efektiva PPI programmas norise un tas rezultati ir atkarigi arl no
socialas mijiedarbibas efektivitates starp skolotaju un skolénu (Andrews & Marotta-Walters,
2005; Lipman, 1999; Stanszus et al., 2016). Lidz ar to skolotaja sagatavoSanas programmas
vadiSanai ir nozimigs aspekts arT efektivas GI attistibas programmas 1stenosana.

Tadgjadi, sociali ekologiska pieeja pieeja izcel argjo faktoru nozimi gariguma attistiba,
1pasi skolotaja un skoléna mijiedarbibu.

Apliikojot garigas attistibas izp&tes teorétiskos virzienus, var secinat:

1. PPI programmas izstrade bernu GI attistibai bitiski ir precizi definét, kur§ gariguma
komponents tiek attistits, atspogulot ta nozimi un teorétisko pamatu. Intervence ir zinatniski
pamatota, ja programma skaidri nosaka attistamo aspektu, ta pazimes un attistibas mérkus.

2. Kognitiva pieeja garigo attistibu raksturo ka ieks€ju kvalitati, kuru var attistit, pacelot
intuitivo domasanu apzinata [imeni. PPI programmas izstrade be&rnu GI attistibai butiski ir
nemt véra Sos ieks§¢jos psihologiskos aspektus, lai definétu attistibas uzdevumus un izvél&tos
atbilstoSas metodes to sasniegSanai.

3. Dinamiski sistemiska garigas attistibas teorija izcel bernu individualas un unikalas attistibas
nozimibu. Izstradajot PPI bérnu GI attistibai, batiski definét domasanas stratégijas un
kvalitates, kas raksturo individualo attistibu, neatkarigi no vecumposmiem. GI attistosas
programmas mérkis ir veicinat $adu stratégiju attistibu, radot telpu bérnu individualai un
unikalai izaugsmei.

4. Sociali ekologiska pieeja uzsver argjo faktoru ietekmi uz bérna gariguma attistibu, ipasi
akcentgjot skolotaja un skoléna mijiedarbibas kvalitati. Efektiva PPI balstas uz skolotaja
sagatavotibu un sp&u veidot kvalitativu mijiedarbibu, kas bitiski ietekm& programmas

rezultatus un gariguma attistibu.

1.3. Garigais intelekts

GI jédziena definésana un dzilaka izpratne veido metodologisko ietvaru jaunajam bérna
GI modelim (Grasmane, 2019), kur§ savukart veicina dzilaku izpratni par beérnu GI un sniedz
zinatnisku bazi inovacijam $aja joma (Grasmane et al., 2025).

Cilvéka intelekta daudzdimensionala daba un tas psihologiska izp&te kluva par nozimigu
zinatnisku diskusiju objektu 20. gs. beigas. Apstridot iepriek§ domingjoSo uzskatu, ka intelekts

ir saistits tikai ar 1Q, Hovards Gardners (Howard Gardner) piedavaja koncepciju, kura
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intelekts tiek uzskatits par iedzimtu un daudzveidigu faktoru kopumu, sadalot to sakuma
stadija septinas komponentes — lingvistiska, logiski matematiska, kermeniska, muzikala,
telpiska, emocionala un eksistenciala —, tadgjadi paplasinot izpratni par intelekta butibu
(Gardner, 1993). Janorada, ka jédziens garigais intelekts teorija attistijas velak, sakuma tas tika
nosaukts par eksistencialo intelektu (Gardner, 1993). Vélak 20 gs sakuma H. Gartners
paplasSinaja ieprieks nosaukto intelekta faktoru kopumu, Eksistencialo pardévejot par Garigo
Intelektu, pievienojot jaunus faktorus - Dabaszinatnu Inteligenci, kas atbild par sp&ju izprast
un novertét apkartgjo pasauli, dabu, atpazit tas likumsakaribas un mijiedarbibu; Karjeras
inteligenci — profesionalitates sp&jas dazadas socialas un dabas zinatnu jomas; Morali &tisko
inteligenci — sociala taisniguma izjitu un sp&ju ietekmé&t socialas attistibas procesus.
(Gardner,2011).

Reaggjot uz H. Gardnera teoriju par intelekta daudzdimensialo dabu, paradijas pétijumi,
kas péta intelekta atseviSskas dimensijas — socialo, emocionalo un garigo intelektu. Lai gan §1
teorija tiek kritiz€ta par eksperimentalu empirisku pieradijumu trikumu, pedgos gados
neirozinatnes sak rast pieradijumus par katra intelekta veida kognitivi-neiralo korelatu
(Shearer & Karanian, 2017).

GI pétnieks DZ. Zapala, salidzinot garigo, emocionalo un racionalo intelektu, izcel So
intelekta dimensiju atSkiribas $adi: “Racionalais intelekts (IQ) veido materialistiskas
domasanas pamatu, fokusgjot atbildi uz jautajumam "Ko es domaju?". Sis intelekts tiek
izmantots, lai risinatu logiskas un strat€giskas problémas, strukturéjot un analizgjot
informaciju. Emocionalais intelekts (EQ) saista cilvéku ar vina emocionalo pasauli, meklgjot
atbildi uz jautajumu "Ko es jutu?". Tas veicina sp&ju saprast citu cilvéku emocijas, veidot
empatiju un adaptivi reagét uz dazadam situacijam un socialajiem kontekstiem. Savukart
garigais intelekts (SQ) pacel domasanu holistiska Iiment, tiecoties péc atbildes uz eksistencialo
jautajumu "Kas es esmu?". Sis intelekts tiek izmantots, lai izzinatu dzives jegu, vértibas un
risinatu dzilus filosofiskus vai €tiskus jautajumus” (Zappala, 2021, 4.1pp.).

Pétot GI jédziena izpratni miisdienu psihologijas zinatng, 1idzigi ka p&tot gariguma
jédzienu, var novérot, ka dazadi autori defin€ atSkirigas garigi intelektualu individu
raksturojosas sp&jas (Grasmane & Pipere, 2020).

Pazistamakais GI pétnieks D. Kings GI definé ka mentalu sp&u kopumu, kas veicina
savas esamibas nematerialo un transcendentalo aspektu apzinaSanos, integraciju un adaptivu

pielietoSanu, tadgjadi attistot sevi tadas kvalitates ka dzilas eksistencialas pardomas,
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padzilinatu nozimes un jégas izpratni, sava transcendentala “Es” apzinasanos un sp&ju sasniegt
garigus apzinas stavoklus (King, 2008). Attistot D. Kinga atzinas, GI jédzienu turpina attistit
vairaki pétnieki, pievienojot tam citas garigas sp&jas. Pieméram, Roberts A. Emmons (Robert
A. Emmon) uzsver transcendences (plasaku garigas apzinas stavoklu) sasniegSanu, pievienojot
sp&ju Sos garigos stavoklus integrét ikdienas dzivé (Emmons, 2000). D. D. Nazele, Iidzigi ka
R. A. Emmons, uzsver prasmi garigas sp&jas un resursus izmantot praktiskam vajadzibam,
pievienojot sp&ju pienemt pardomatus lémumus eksistencialu pardomu bridi vai risinot savas
ikdienas griitibas (Nasel, 2004). K. D. Noble So uzskaitijumu papildina ar sp&ju izprast un
apzinaties pastavosas realitates integrétibu plaSaka realitateé un individa apzinatu vai
neapzinatu mijiedarbibu ar to (Noble, 2001). D. Zohara un I. MarSals raksta, ka garigi
intelektualu individu raksturo elastigums, aktiva, atbilstosa, adaptiva, spontana riciba, sp&ja
saskatit vienojoSo, saprast c€lonu un seku mijiedarbibu, atrast jégpilnas atbildes uz saviem
jautajumiem, sp&ja pienemt un parvarét sapes, sp&ja rikoties saskana ar savam vélmeém (Zohar
& Marshall, 2016). Jeégpilnuma jautajumu akcenté ari M. Volmans, uzskatot, ka garigi
intelektualu individu raksturo spgja uzdot jautajumus par dzives jégu, izjust vienotibu ar citiem
cilvekiem un pasauli (Wolman, 2001). F. Vogana dzives jégas un eksistencialo aspektu
apzinasanos papildina ar emocionalo komponenti, uzskatot, ka gariga prakse attista
interpersonalo un intrapersonalo jutigumu (Vaughan, 2002). J. Amrams garigi intelektuala
individa 1pasibas defingja, veicot garigo prakSu veicgju kvalitativu izpéti. Vina pétijjumi
liecinaja, ka garigi intelektualu individu raksturo apzinaSanas, labvéliba, jeégpilnibas izjiita,
transcendence, taisnigums, mierpilna lauSanas savai bitibai, iekS€ja brivibas izjiita un
apzinaSanas (Amram, 2007). Savukart D. Siska GI sp&ju aprakstam pievieno radoSuma
komponenti un uzsver GI nozimi izglitibas sist€éma un lideriba (Sisk, 2008, 2016). Tadgjadi GI
tiek raksturots ka daudzpusigu, ikdienas dzivé pielietojamu sp&ju kopums, kuru iesp&jams

pilnveidot un attistit.

1.4. Jaunaka skolas vecuma bérnu gariga intelekta teorétiskais modelis

Misdienu psihologijas zinatng ir pieejami pétijumi par GI un ta attistiSanas iesp&jam
pusaudZzu vecuma (Hosseini et al., 2010; Mishra & Vashist, 2014), tacu pétijumi par garigumu

un taja ietverto jédzienu GI jaunakiem bé&rniem ir ierobezoti (Mata-McMahon, 2016). Lai
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attistitu GI pétijumus sakumskolas vecuma bérniem, bija nepiecieSams izstradat teorétisku
pamatojumu b&rnu GI jeédzienam, 1pasi koncentrgjoties uz GI attistibas nosacijumiem un
metodologiju. Apkopojot zinatniskas atzinas par garigumu, garigo attistibu, intelekta dabu un
GI, §1 pétijuma ietvaros tika izveidots teorétisks modelis, kas raksturo 7 — 10 gadus vecu bérnu
GI (Grasmane, 2023; Grasmane & Pipere, 2020). Bérnu GI teorétisks modelis nodrosina
struktur€tu ietvaru sakumskolas vecuma bérnu GI izpétei, veido pamatu jaunu programmu un
metodologiju izstradei bérnu GI attistisanas joma. Modelis dod iesp&ju zinatniekiem pilnveidot
doto pieeju, attistot jaunas teorijas, izvirzot jaunas hipot€zes, veicot kontrol&tus
eksperimentus, kuros iesp&jams izmantot gan kvantitativas, gan kvalitativas pe&tniecibas
metodes. Modelis veicina dzilaku izpratni par bérnu GI un veido zinatnisku vidi inovaciju
izstradei beérnu GI attistibas joma, kas ir Tpasi noderigi izglitibas politikas reformu un PPI
programmu ieviesanas gadijumos. Turklat dotais modelis veicina starpdisciplinaru pieeju,
apvienojot psihologijas, izglitibas un bérnu terapijas jédzienus, ta paverot iesp&ju holistiskai
bérnu GI attistibas jautajumu risinasanai dazados [imenos.

Modelis ir pielagots §1 vecumposma psihologiskajam kontekstam, balstoties uz GI
teoriju adaptaciju (Cartwright, 2001). Tas ietver piecus galvenos komponentus, no kuriem
katrs sastav no pieciem apakSkomponentiem (Grasmane, 2023; Grasmane & Pipere, 2020)

(skat. 1. tabulu).

1. tabula. Bernu Gl teorétiska modela komponenti un apakskomponenti

Nr. GI modela Apakskomponenti
komponenti
1. Spé&ja radit un Transcendentala apzinasanas (attiecibas ar Dievu vai kaut ko augstaku)
apzinaties dzives Spgja izvirzit mérkus un apzinaties dzives jeégu
Jjeégu Spéja apzinaties profesionalo aicindjumu

NepiecieSamiba izprast c€lonus, uzdodot jautajumu: “Kapéc?”

Velesanas pardomat eksistencialus jautajumus (laiks, telpa, dzives jéga utt.)

2. PaSapzinasanas Identitates apzinasanas

sp&jas Pascienas attistiba — ciena pret sevi, saviem uzskatiem un talantiem

Personibas stipro un vajo pusu apzinaSanas

Spégja spelet brivu, radosu, spontanu spéli, kas vairo ieks€ju brivibu un nes

dziedinaSanu
Sp&ja novertet personigos sasniegumus, kas stiprina paSapzinu
3. Paskontroles Apzina, ka parmainas ir iespgjamas, bet to sasniegSana prasa piepili
meistariba Spé&ja cienit autoritati un sekot tai

Neatlaidiba, sasniedzot mérkus, neskatoties uz gritibam
Emocionalas un fiziskas pasregulacijas sp&jas
Sp€ja pienemt apzinatus Iémumus
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4. Personiskas Spéja kontakteties ar savu emocionalo pasauli un to verbalizet

unikalitates Domu, jiitu un uzvedibas vienotiba

apzinasanas Spéja ieklausities sava intuicija

Attistits radoSais potencials

Sava radosa pasaules uzskata apzinasanas

5. Sociala meistariba Spéja piedot ikdienas paridarjumus un pienemt dazadus viedoklus, uzskatus un
tradicijas

Spé&ja iemacit otram to, ko mak pats

Spé&ja pienemt dazadus viedoklus, uzskatus un tradicijas

Lidzjitiba pret pasauli

Draudzigas un sirsnigas attiecibas ar vienaudziem un sev nozimigiem
pieaugusajiem

Balstoties uz izstradato bernu GI teorétisko modeli, tika izstradata PPI programma b&rnu
GI attistiSanai un instruments BGIS bérnu GI meérisanai.

Ta ka zinatniskaja literatiira nav atrodami empiriski dati ne par vienas PPI programmas
GI attistiSanai efektivitati jaunaka skolas vecuma b&rniem, nav iesp&jams veikt programmu
efektivitates noteikSanas datu salidzinosu analizi. Tomér pedgjas divas dekades GI attistibas
programmas tiek izstradatas un pétita to efektivitate gan veselibas, gan izglitibas konteksta.
Vairaki pétfjumi ilustreé GI attistoSu PPI programmu pozitivo ietekmi uz pusaudziem,

jaunieSiem un medmasam (Pinto et al., 2023; Francis et al., 2021).

1.5. PPI programmas témas un attistibas uzdevumi

Saja nodala tiek apliikoti prieksnoteikumi PPI programmu izveidei bernu GI attistibai,
PPI programmas t€mas un attistibas uzdevumi. Balstoties uz PPI programmu izp€ti miisdienu
psihologijas konteksta, ieprieks izstradato bérnu GI teorétisko modeli, ka ar ekspertu un
pétijuma autores praktisko pieredzi, tika izveidota PPI programma, kas paredzéta bérnu GI
attistiSanai.

Zinatn€ PPI programmas tiek nosauktas par vienu no efektivakajiem apmacibas veidiem,
kuras, integrétas macibu procesa, nodroSina strauju bérnu sp&ju attistibu dazadas jomas.
P&tfjumi, kuri apliko PPI programmas dazadu attistibas mérku istenoSanai, atspogulo $o
programmu efektivitati, integréjot to dazados macibu procesos — medmasu profesionalas
izglitibas programmas, visparizglitojoSo skolu programmas u.c. (Grasmane et al., 2025;
Francis et al., 2021; Pinto et al., 2023). Pétijumi parada strauju bernu un jauniesu attistibu

dazadas jomas, izmantojot PPI programmas. Programmas stirakmens parasti ir kadas
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konkrétas, zinatniski formul€tas un operacionalizétas kompetences attistiba (Waters & Sroufe,
1983).

PPI vesture aizsakas ar kognitivi bihevioralo pieeju, izstradajot programmas dazadu
kognitivo spgju attistiSanai. Piem&ram, PPI programma Kalifornijas rakstisanas projekts
attistija skolénu kritiskas domasanas sp&jas. Savukart programma Ndakotnes problému
risinasana veicinaja skolénu domasanu un spé€jas risinat globalas problémas (Costa, 1991;
Olson, 1985; Osborn, 1963; Parnes, 1981). Pirmas PPI programmas, kuras attistija b&rnu
eksistencialo intelektu (velak tiek nodévets par GI), ir filosofiskas attistibas programmas, kuras
izmanto bérnu dabisku ieinteres€tibu tados filosofiskos jautajumos ka patiesiba, taisnigums,
identitate. Filosofiskas programmas sastav no stastiem bérnu filosofiskas domasanas attistibai,
kas ir pamats talakai diskusijai ar bérniem un kop&ju atbilzu mekl&jumiem uz dazadiem
jautajumiem (Lipman, 1976).

Vel viena pieeja PPI saturam ir sociali emocionalas maciSanas integracija izglitiba.
Sociali emocionalo maciSanas programmu pamata ir emocionalo kompetencu attistiba (Durlak
et al., 2011). Sis PPI piedava, pieméram, agresivas uzvedibas korekciju, socidli emocionalo
prasmju attistiSanu un emocionalas veselibas veicinaSanu. Emocionali attistosas programmas
tiek plasi integrétas pedagogiskaja procesa skola un tiek uzsvérts, ka $adas programmas
veicina pozitivu mikroklimatu klas€, samazina kliniskos simptomus, tostarp samazina bérnu
trauksmi, socialo stresu (Mayer & Salovey, 1990) un mazina depresijas simptomus (Ruiz-
Aranda et al., 2013). Latvijas zinatniece Baiba Martinsone ir viena no vadoSajam specialistem
sociali emocionalas maciSanas joma Latvija. Vipa ir autore un lidzautore vairakam
programmam, tostarp Sociali emocionald macisanas, Atbalsts pozitivai uzvedibai un Garigas
veselibas veicinasana skolas (Martinsone, 2014; Martinsone, 2016; Martinsone et al., 2019).

Lai izstradatu PPI bérnu GI attistibai, bija biitiski ieverot visus iepriek§ min&tos
gariguma, garigas attistibas un GI izpétes aspektus. Balstoties Siem aspektiem, PPI attistiSanas
programmas izstradei tika izvirziti $adi priekSnoteikumi:

1) bérnu GI ir attistams un izglitibas konteksta butisks. Misdienu izglitibas reformas
daudzas valstis uzsver personibas un rakstura attistibas integréSanu macibu procesa. Turklat
terapeitiska pieeja skolas kliist arvien nozimigaka, akcentgjot emocionalo un psihologisko
atbalstu ka izglitibas sastavdalu;

2) bérnu GI raksturigs dzili iek$€js un intuitivs raksturs, kura attistiba ir ciesi saistita ar

bérna sp€ju intuitivi izzinat pasaules dazados aspektus un verbalizé€t savus unikalos
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atklajumus. Saja procesa biitiska nozime ir sarunam par dzives jégu un sp&jai veidot saikni ar
transcendento, tadgjadi veicinot bérna izpratni par eksistences dzilakajiem jautajumiem;

3) GI attistiba ir ciesi saistita ar socialas komponentes attistiSanu — tas ir kontakts paSam
ar sevi, ar citiem cilvékiem, arT ar transcendento;

4) bernu GI attistibai ir individuali specifiskas pazimes un biitu dzilak japéta katra bérna
individualo attisttbu, nemot véra individualos specifiskos raditajus (Overton, 1998).
Izstradajot PPI programmu b&rnu GI attistibai, biitiski bija definét tas garigas domasanas
strat€gijas, kas saistitas ne vien ar konkrétu vecumu, bet raksturo GI saturu.

PPI programma formuléto bérnu GI attistiSanai tika izveidota bérna psihologiskajai un
garigajai attistibai konkrétaja vecumposma atbilstosa metodologija. Tas ietvaros tika
izstradatas dazadas aktivitates, kas veicina b&rnu radoSumu un maksliniecisko izpausmi,
vienlaikus nodrosinot pedagogiem iesp&ju veidot dialogu ar b&rniem, balstoties uz b&rna
intuitivi raditiem simboliem (piem&ram, briva biivéSanas, brivas ziméSana u.c. metozu
ietvaros) (Grasmane & Pipere, 2020; Grasmane et al., 2025). Papildus tam tika izstradata
radoSa un bérna dabai pielagota sist€ma motivacijas un paskontroles attistibas veicinasanai,
kas tika integréta audzinaSanas procesa. Katra nodarbiba nodroSina gan teor&tisko zinasanu,
gan praktisko iemanu apguvi. Desmit sesijas ietver stastus, dramas improvizacijas, ritualus,
vecumam atbilstoSas meditativas pardomas, makslu un kustibas saturoSus vingrinajumus, tai
skaita aizgiitus no makslu terapiju jomas, kas parstradati berna dabai tuva spélu forma. Ari
vingrinajumi, kas tika aizgiiti no bérnu psihoterapijas, programmas metodologija tika
transforméti sakumskolas vecumam atbilstosa spéles forma (Grasmane, 2022).

PPI programmas ietvaros nodarbibu sesijas vérstas uz piecu bérma GI komponentu
attistiSanu, katram komponentam paredzot divas sesijas. Programma nodroSina pakapenisku
un vienmérigu bérnu GI sp€ju attistibu, izmantojot integrétu pieeju, kas ietver kognitivo,
emocionalo un garigo maciSanos. Savukart katrs atseviSsks programmas vingrinajums
integrativa veida vienlaikus attista vairakas GI sp&jas (Grasmane, 2023).

PPI programmas 10 sesiju t€mas un attistibas uzdevumi ir paraditi 2. tabula.
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2. tabula. PPI programmas sesiju témas un attistibas uzdevumi

Nodarbibas téma

Attistibas uzdevumi

Ievads.
1.Paskontroles, paSapzinasanas
personibas unikalitates attistiba

un

Ievads GI un PPI programmas nodarbibu tematika. Nodarbibu
noteikumu izstrade, paSkontroles attistiSana, sevis apzinaSanas,
personibas autentiskuma un unikalitates apzinaSanas, spé&jas
verbaliz€t emocijas un jltas attistiSana.

2. Socialas meistaribas attistiba,
integréjot identitates un unikalitates
apzinasanos

Sociala apmaciba, rosinoSa diskusija par piedoSanu. PaSapzinas
attistiSana — identitates un personibas unikalitates apzinaSanas.

3. Personigas jégas radiSana un

pasapzinasanas

Dzives jégas apzinaSanas, uzsverot parpasauligds apzinas un
personigo resursu apzinasanas nozimi.

4, Unikalitates apzinasanas
(personibas resursu atklasana un darbs
ar ieksgjiem Skersliem, kas trauce
lietot resursus dzives jautajumu
risinasana, traucg biit tam, kas tu esi)

Radosuma un iniciativas veicinasana, personibas unikalitates apzinas
attistiSana, personigo unikalo resursu apzinaSanas un Skerslu
verbalizacija, kas kave autentisku pasizpausmi.

5. Sociala meistariba (sadarbiba un
pienemsana)

Spé&jas iemacit otram to, ko pats esmu iemacijies, attisti§ana, sp&ja
attistit un pienemt dazadus uzskatus par sevi, atklajot personigo un
jebkura cita cilvéka unikalitati.

6. Pasapzinasanas un pasciena

Veicinat savas iek§€jas pasaules apzinasanos, savas personibas stipro
un vajo iezZimju apzinasanos. Attistit sp&ju piedalities briva, radosa,
spontana speleé un sp&ju cienit personigos sasniegumus. Stiprinat
pasapzinu.

7. Eksistenciala apzinasanas

Attistit sp&ju paskatities uz sarezgitam dzives situacijam no
dazadiem skatu punktiem, jautajot “kapéc”, ta veicinot sp&ju
filozofiski apcerét un meklet atbildes wuz eksistencialiem
jautajumiem.

8. Pasapzinasanas un identitate

Savas identitates izjitas, parliecibas par savam sp&jam un resursiem
stiprinaSana, paskontroles attistiSana.

9. Personiskas unikalitates
apzinaSanas (domu, jltu un uzvedibas
vienotiba)

Ieksgjas pasaules un emociju verbalizacija, prasmes ieklausities sava
intuicija attistiSana, rado$a potenciala realiz€$ana un sava unikala
pasaules skatfjuma apzinas palielinaSana.

10. Noslégums: integréjosa un
mérktieciga be&rnu GI attistiba

Noslégums ar integrativu improvizacijas spéli, kas integréti attista GI
bérnos.

1.6. Bérnu gariguma saistiba ar garigo labklajibu un laimes izjiitu

ST pétijuma mérkis bija ne tikai izstradat jaunu teorétiski un empiriski pamatotu PPI

programmu b&rnu GI attistiSanai, bet arT izp@tit saistibu starp 1. —4. klases skolénu GI, vinu

garigo labklajibu un laimes izjttu.

Tapat ka gariguma jé€dziens, ar1 cilvéka labklajiba tiek pétita ka daudzdimensionals

jédziens, kas aptver dazadus fiziskos, psihologiskos, socialos un emocionalos aspektus.

Labklajibas veicinasana dazados limenos (politiskaja, izglitibas, organizaciju un gimenes) ir

ieklauta TiukstoSgades attistibas mérkos (Safronova, 2015).
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Misdienas zinatnieki péta cilvéka labklajibu izglitibas, veselibas, vides un citos
cilvékam bitiskos aspektos (Grasmane et al., 2025). A1 saistiba ar labklajibas jédzienu var
noverot neskaidribas §1 jédziena izpratn&. P&tijumos tiek uzskaititi vairaki labklajibas veidi —
subjektiva, gariga, sociala, emocionala labklajiba, un trukst vadliniju, ka Sos dazados ar
labklajibu saistitos jédzienus atbilstosi pielietot petniecibas prakse. Jédziens gariga labklajiba
(angl. spiritual well-being) (GL), kas dota pétijuma ietvaros tiek pétits saistiba ar GI, literattra
dazreiz tiek jaukts ar subjektivas labklajibas jeédzienu.

Pétijumus par GL aizsaka ASV Nacionala starpreligiju koalicija (NICA) novecoSanas
jautajumos, defingjot GL ka lidzsvarotu individa attiecibu ar Dievu, sevi, kopienu un apkartejo
vidi izdzivoSanu, izcelot veselibas un labklajibas apzinasanos un tas nozimigumu ka
labklajibas veidosanas pamatu (NICA, 1975).

GL jédziens ir butisks un aktuals mtsdienu izglitibas un socialas psihologijas konteksta.
Bérnu un pusaudzu socialas un veselibas problémas pieaug, tapat pieaug uzvedibas,
emocionalo un mentalo traucgjumu skaits, tai skaita depresija bérniem. Lidz ar to aktuala ir
dazadu programmu un metodologiju izstrade, kas veicina dazadus b&érnu labklajibas aspektus
(Souza et al., 2009). Misdienu psihologija GL tiek traktéta ka optimistiska, subjektiva savas
garigas dzives izjiitas interpretacija, kas izpauzas iniciativa, iedvesma, pasapzina, sava
viedokla vertibas apzina. Cilveks ar augstu GL raditaju apzinas savas dzives mérki, spgj sevi
pienemt un veido pozitivas socialas attiecibas (Tregenza, 2008). Psihologiskajos gariguma
pétijumos GL tiek uzsveérta ka gariguma indikators un bitiska gariguma pazime (Deb et al.,
2012; Egbert et al., 2004; Karakus et al., 2021; King & Krowther, 2004).

Pétnieki uzsver, ka biutisks bérna labklajibas aspekts ir sp&ja piedzivot vecumam
atbilstodu garigo dzivi, kas veicina bérna prasmi parvaldit savu reaktivo emocionalo “Es”. Sis
process veicina paSapzinas attistibu, uzlabo vispargjo labklajibu un veicina cienpilnu
dzivesveidu (Painton, 2009). P&tijumi par bérnu GL aptver vairakus biitiskus attistibas
aspektus, tostarp bérnibas pieredzes ietekmi uz personibas veidoSanos (Mustard, 2008),
gariguma attistibu ka struktiiras elementu GL ietvaros (de Souza et al., 2009), ka arT vecumam
piemérotas izglitibas nozimi, kas sekmé b&rnu emocionalo labsajiitu un rada prieku (Grasmane
et al., 2024; Mata-McMahon, 2016). P&tijumi liecina, ka maciSanas procesa integréta bérnu
psihologiskajai attistibai atbilstosa gariguma veicinasana ir Tpasi nozimiga. Gariguma attistibu
efektivi sekmé bérnu iesaiste brivas un radosas spéles, ka art makslas un miizikas aktivitates

(Painton, 2009). Saistiba ar dzimumatSkiribam pétijumi norada, ka, sakot ar agrino pusaudza
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vecumu, meiteném gariguma attistibas Itmenis ir augstaks, un tas korel€ ar augstaku GL Iimeni
(Mirkovic et al., 2021; Lee et al., 2019). Turklat 8 - 11 gadu vecuma meiteném ir pozitivaka
atticksme pret religiju neka zeéniem, savukart jaunakiem b&rniem kopuma ir pozitivaka
atticksme pret religiju neka vecakiem bérniem (Francis, 2009).

NICA garigas labklajibas definicija tika likta pamata Dz. FiSera garigas labklajibas un
veselibas modelim, ka arT skalai bérnu GL mérisanai (Fisher, 2009; Fisher et al., 2000). FiSera
izstradatais garigas labklajibas meriSanas instruments sakumskolas vecuma bérniem (Feel
Good Living Life, FGLL, Fisher, 2004) ir plasi izmantots riks, kas paredzgts, lai novertétu
bérna garigo labklajibu, balstoties uz cetram galvenajam dimensijam: personigo dimensiju —
cilveka attieksmi pret sevi, paSapzinu un personigo izaugsmi; socialo dimensiju — attiecibu ar
citiem cilvekiem kvalitati; vides dimensiju — saikni ar apkart§jo pasauli un dabu;
transcendentalo dimensiju — attiecibas ar kaut ko augstaku vai transcendentalu, kas biezi vien
ietver garigas vai religiskas pieredzes. FiSera modelis uzsver holistisku pieeju garigas
labklajibas izpratn€, un vina izstradatas skalas mérkis ir noteikt, cik lidzsvaroti individs
piedzivo §1s dimensijas. Instruments tiek izmantots dazados izglitibas un veselibas apriipes
kontekstos, lai izvertétu garigas labklajibas limeni un tas saistibu ar citiem labklajibas
raditajiem (Fisher, 2015). So iemeslu dél Fisera instruments tika adaptéts ar §im pétfjumam.

Cits butisks jédziens, kas ciesi saistits ar garigumu un labklajibu un maisdienu psihologija
ir mérams - ir laimes izjita. DZ. Erikere izcel bérnu laimes izjitas jédziena nozimigumu
miusdienu konteksta, uzsverot ta filosofisko un daudzdimensionalo raksturu. Vinas pétijumi
versti uz bérnu laimes izjiitas attistibu izglitibas vidg, izcelot nepiecieSamibu analizet faktorus
un kontekstus, kas veicina bérnu labklajibu un laimes izjutu. Izglitibas procesa ir butiski
noteikt un stiprinat nosacijumus, kas palidz veidot bérnu labklajibu un laimes izjiitu, tad€jadi
veicinot garigi spécigu, pozitivu un harizmatisku personibu veidoSanos (Erricker, 2009).

Laimes izjitas konceptualizacija musdienu psihologijas ietvaros saistita ar pozitivo
psihologiju. Misdienas laimes izjita ka psihologisks jédziens tiek pétita balstoties uz divam
galvenajam pieejam: hedonisko un eidemonisko pieeju. Hedoniska pieeja vairak saistita ar
relaksaciju, konfortu, prieku, atpiitu, savukart eidemoniska pieeja saistita ar personibas
izaugsmi, paSaktualizéSanos, jégu, kreativitates pausanu (Seaborn et al., 2019).

Hedonisma pieejas pamatlicgjs psihologija M. Seligmans un vina kol€gi interpreté
laimes izjutu, defingjot to ka baudas piedzivoSanu un izvairiSanos no sapém (Bernecker &

Becker, 2020; Seligman, 2002; Seligman et al., 2005; Bernecker & Becker, 2020; Veenhoven,
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2008). Laimiga dzive tiek raksturota ar pozitivam emocijam, izjitam un tam atbilstoSu
uzvedibu (Diener & Seligman, 2002; Kahneman, 1999), savukart laimes izjtita atspogulo to,
cik loti cilvéks pozitivi noverté savu dzivi un cik liela mera ta vinam patik (Veenhoven, 2008).

Eidemoniskas laimes izpratne koncentr&jas uz individa optimalu funkcion&Sanu un
pasrealizaciju, uzsverot dzives jégas un mérka nozimi. Saja joma nozimigu ieguldijumu devusi
Kerola Rifa (Ryff), izstradajot daudzdimensionalu psihologiskas labklajibas modeli, kas ietver
seSas dimensijas: paSpienemsanu, pozitivas attiecibas ar citiem, autonomiju, vides parvaldibu,
dzives mérki un personigo izaugsmi. Dotais modelis uzsver cilvéka potenciala attisttbu un
dzives jégas mekl&jumus (Ruff,1989). Pétnieki Eds Diners (Diener) un Ricards Raens (Ryan)
ir petijusi eidemonisko labklajibu, koncentrgjoties uz pasnoteikSanas teoriju un individa sp&ju
sasniegt personigo izaugsmi un dzives piepildjjumu. Vinu pétijumi liecina, ka laimes izjtta un
labklajiba nav tikai pozitivu emociju piedzivoSana, bet arl cieSi saistitas ar dzives mérka
apzinaSanos un personigo attistibu (Diener et al., 1999; Ryan & Deci, 2001).

Latvija eidemoniskas labklajibas aspektus pétijusi Santa Vorone, kura sava promocijas
darba analizgja psihologiskas labklajibas komponentes un to saistibu ar personibas attistibu un
dzives kvalitati. Vinas pétijums apliecina, ka eidemoniska pieeja labklajibai ir butiska, lai
izprastu individa dzives kvalitati un personigo izaugsmi (Vorone, 2012).

Savukart bérnu laimes izjtta tiek defingta ka relativi stabila, pozitiva emocionala 1paSiba,
kuras pamata ir apmierinatiba ar dzivi. Petnieki norada, ka bérnu laime ir dal€ji parmantojama,
kas uzsver gan genétisko, gan vides faktoru nozimi tas attistiba (Callaway, 2009). Teorijas, kas
péta bérnu laimes izjiitu, izskir argjos un iek$gjos ietekmes faktorus. Argjie faktori ietver
demografisko situaciju, gimenes sociali ekonomisko statusu, socialas pieredzes bagatibu un
materialos apstaklus, savukart iekS€jie faktori ietver bérna personigas jégas izjiitu vina dzive,
vertibu apzinaSanos un starppersonu attiecibu kvalitati, kas tiek uzskatiti par 1pasi spécigiem
bérnu laimes prognozeétajiem (Holder et al., 2010).

Petijumi atklaj cieSu saikni starp laimes izjlitu, garigumu un labklajibu, uzsverot, ka
laimes izjtita ir So jédzienu bitiska sastavdala (Deb et al., 2020; Holder et al., 2010; Pandya,
2017; Rajasekhar et al., 2022; Raghuveer et al., 2023; Vitorino et al., 2022). Apmierinatiba ar
dzivi un laimes izjuta tiek atziti par centralajiem GL (garigas labklajibas) raditajiem (Diener,
2000). Lai gan dzimumu atSkiribas biezi vien ir bitiskas psihologiskajos pétijumos, pétijumi
par bérnu subjektivo laimes izjiitas ltmeni bitiskas dzimumatskiribas nav konstatgjusi

(Baiocco et al., 2019; Uusitalo-Malmivaara & Lehto, 2013).
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Ka bérna laimes izjiutas mérisanas instruments dotaja pétijuma tika izvéléta Oksfordas
laimes aptauja (Oxford Happiness Questionnaire, Hills & Argyle, 2002). Tas ir plasi izmantots,
viegli pielietojams instruments individu (tostarp b&rnu) laimes izjiitas ITmena novertesanai.
Aptauja aptver laimes komponentus, kas lauj ne tikai novertét bérna kop&jo emocionalo
stavokli, bet arT identificét specifiskas jomas, kuras nepiecieSams attistit vai uzlabot,
pieméram, paSapzinu vai socialas prasmes.

Dota pétijuma merkis ir izvertet izstradatas PPI programmas sakumskolas vecuma b&rnu
GI attistibai efektivitati, vienlaikus nosakot, vai programma uzlabo tikai GI, vai arT bé&rnu GL
un laimes izjiitu. Sada pieeja atspogulo miisdienu psihologijas centienus integrét agrak
neatkarigi pétitus jédzienus, piemeéram, garigumu un laimes izjttu, labklajibu un laimes izjttu,
ka arT garigumu un labklajibu. So jédzienu savstarpgja saikne paplasina to konceptualos
ietvarus un sekmé holistiskas izpratnes veidoSanu. Zinatniskaja literatlira pastav teorétiskas
pieejas, kas raksturo laimes izjtitu ka biitisku cilvéka veseligas un labklajigas funkcion€Sanas
nosacfjumu (Rathore et al., 2014). Pieméram, p&tijumi liecina, ka augsti garigas labklajibas
raditaji veicina ne tikai garigo, bet arT fizisko veselibu, kas paver iesp&jas turpmakai izp&tei
starpdisciplinara Itment (Cotton et al., 2005).

Tomer pétijumi par saistibu starp laimes izjiitu un garigumu, laimes izjiitu un GI, ka art
bérnu laimes izjutas un garigas labklajibas korelaciju ir loti ierobeZoti. Pieejamie b&rnu
gariguma pétijumi norada uz tendenci saistit bérnu labklajibu un laimes izjitu ar gariguma
attistibu, tacu ierobezotais petijjumu skaits apgriitina konkr€tu zinatnisku secinajumu
izdariSanu. Daudzos §is jomas pétijumos tiek lietots jédziens gariga laime, kas aprakstita ka
garigo labklajibu veicino$s faktors. Sajos pétfjumos bérnu laimes izjiita un labklajiba tiek
aplikota konteksta ar vinu garigo pieredzi.

Rifa uzsver, ka gariguma un labklajibas izp&tei javirzas uz holistisku pieeju attistibu, kas
lautu uztvert cilvéku ka vienotu veselumu, veicinot dzilaku izpratni par So j&dzienu
savstarpgjam attiecibam un to ietekmi uz cilvéka dzives kvalitati (Ryff, 2021). Tadgjadi dota
pétijuma ietvaros izveidota PPI programma ir veidota ta, lai ta butu visaptverosa, holistiska,
bérna uztverei atbilstoSa — ka integrativu sp€lu un vingrinajumu komplekss, kas aptver visu
bérna personibas attistibu. Tapat ka jebkura sinergiskaja programma, ari $aja ir loti griti
nodalit konkrétus aspektus, kas ietekmé atseviSkus mainigos, kas tiek meériti pirms un péc

intervences. Turklat programma var ietekmét mainigos lielumus, kas netiek mériti konkrétaja
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pétijuma. Tadgjadi tika pienemts, ka §1 programma nodroSina gan GI, GL un laimes izjiitas

attistibu, gan arT GI konvergenci ar citam b&rnu attistibas jomam (Grasmane, 2023).
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2. Metode un rezultati

P&tijuma metode, kuras pamata ir detaliz&ti izstradats petijuma dizains, izversta veida
ir atspogulota §1 promocijas darba kopsavilkuma ievada, aprakstot katru no pieciem pétijjuma

posmiem. Saja nodala atspogulosim katra p&tijuma posma rezultatus.

1. pétijuma posma rezultati

Teorétiski analiz€jot gariguma ietvertos jédzienus — garigo attistibu un GI, tika izstradats
promocijas darba kopsavilkuma sakuma aprakstitais beérnu GI teorgtisks modelis un
demonstréta ta praktiska pielietojamiba (Grasmane et al., 2025). P&tijuma 1. posma izstradatais
teorétiskais modelis papildina misdienu psihologijas teoriju, sniedzot bé&rnu GI koncepcija
balstitu skaidrojumu, kas ir biitisks solis $ada veida pétijumu talakai attistibai. Sis modelis
sniedz iesp&ju padzilinati pétit GI nozimi bérnu labklajibas un laimes veicinaSana izglitibas
procesa.

2. pétijuma posma rezultati

ST posma galvenais mérkis bija izstradat aptauju bernu GI noteik$anai, lai noskaidrotu
PPI programmas efektivitati, ka arT noteiktu GI saistibu ar bérnu GL un laimes izjiitu. Dotaja
pétijuma posma tika izstradata 23 pantu aptauja latvieSu valoda, veikta aptaujas saturiskas
validitates izpete un 200 sakumskolas vecuma bérnu izlasé noteikti BGIS psihometriskie
raditaji. Bérnu atbildes uz aptaujas pantiem tika iegiitas seSu punktu Likerta skala no 1 1idz 6
(no né, nekad 11dz ja, loti biezi).

Skalas saturiska validitates noteikSanas procediira tika Tstenota, piesaistot 6 ekspertus
(Grasmane & Pipere, 2020). Sakotngji skala sastavéja no 62 pantiem. P&tot BGIS pantu
grutibas indeksus katram skalas pantam, tika konstatéts ka pantiem tie atrodas pienemama
diapazona. Pieci panti, kas parsniedza pielaujamo griitibas indeksa robezu, tika no skalas
izslégti. Turpinot pétit diskriminacijas indeksus, izmantojot Spirmena korelacijas koeficientu,
tika paradits, ka visu atlikuSo pantu diskriminacijas raditaji bija statistiski nozimigi, nodroSinot
skalas uzticamibu (Grasmane et al., 2022).

Apstiprino$a faktoru analize (CFA) lava parbaudit teorétiska modela atbilstibu
empiriskajiem datiem un precizét skalas struktiiru. Nemot véra ieprieks aprakstito bérnu GI
teorétisko modeli, sakotngji tika veikta analize pieciem §1 modela pamatkomponentiem ar 57

atlikuSajiem aptaujas pantiem. Statistiskie raditaji $im modelim bija zemi. Lai uzlabotu §1
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modela atbilstibu, tika iznemti panti ar zemiem raditajiem, tadgjadi izveidojot modeli ar
pieciem galvenajiem pamatkomponentiem un ieklaujot 25 pantus (pa 5 pantiem katram
pamatkomponentam). Tadgjadi tika saglabata skalas struktiira, kas atbilda izstradatajam
teoretiskajam modelim. Tomér ar §1 modela EFA psihometriskie raditaji bija neapmierinosi.
Tika pienemts lémums izstradat modeli, kas méra vienu galveno faktoru — bérnu GI un piecus
§1 modela apaksfaktorus, kas atspogulotu iepriek§ nosauktos piecus, savstarp€ji saistitus $1
modela apakSkomponentus. Dotais modelis ar 24 pantiem bija atbilstoSs ieprieks$ izstradata
teorgtiska modela struktirai. ST modela raditaji bija labaki, tatu tie vél nebija pilniba atbilstosi.

Lai uzlabotu raditajus, tika izstradats vél viens modelis, kas méra vienu galveno faktoru
ar Cetriem ieklautiem apaksfaktoriem, apvienojot divus pamatkomponentus (paSizpratni un
socidlas prasmes). Sim modelim bija atbilstosi raditaji, un $aja skalas izstrades posma tas tika
pienemts ka modelis, kas turpinams attistit nakamajos skalas attistibas posmos. Panti, kas
izp€tes laika uzradija zemus raditajus, tika iznemti no skalas, tadgjadi atstajot skalu ar 23
pantiem.

Psihometriskie raditaji, aprékinot Kronbaha alfa koeficientu 200 b&rnu izlases grupa,
uzradija augstu iek$gjo saskanotibu (a = 0,87) (Grasmane et al., 2022). Apaksskalu ieksgjas
saskanotibas raditaji vari€ja no 0,65 (paSizpratne un sociala kompetence) 1idz 0,75 (personiga

autentiskuma un unikalitates apzinaSanas).

3. pétijuma posma rezultati

Dota pétijuma posma rezultati ietver Dz. FiSera aptaujas bérnu labklajibas noteikSanai
(FGLL, Fisher, 2004) un Oksfordas laimes aptaujas bérnu laimes izjiitas noteikSanai (OHQ,
Hills & Argyle, 2002) adaptaciju sakumskolas vecuma b&rniem Latvija.

Dz. FiSera izstradata aptauja FGLL (Feeling Good, Living Life) ir standartizéts
instruments sakumskolas vecuma bérnu garigas labklajibas noveértésanai. Aptauja balstas uz
¢etru dimensiju teorétisko modeli, ko izstradaja NICA. Velak Dz. FiSers So teorétisko modeli
izmantoja par pamatu lai attistitu garigas veselibas jédzienu, kur$ savukart kalpoja par pamatu
GL meérisanas skalai FGLL. Dotais modelis ietver Cetrus komponentus: 1) Attiecibas ar sevi,
2) Attiecibas ar citiem; 3) Attiecibas ar dabu; 4) Attiecibas ar Dievu.

Aptauja FGLL sastav no 32 pantiem, kas ir strukturéti divas apakskategorijas un

identifice atSkiribas starp idealo un realo garigas labklajibas stavokli: Feeling Good (justies
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labi) — b&rna uztvertais idealais (iesp&jamais) garigas labklajibas limenis; Living Life (dzivot
dzivi) — beérna reala pieredze un garigas labklajibas paSveért&jums.

Katrs jautajums tiek vertéts péc 5 punktu Likerta skalas, laujot noteikt atSkiribu starp
bérna idealo un realo garigo labklajibu. P&tijumi liecina, ka FGLL ir piemérots instruments
bérnu garigas labklajibas novertésanai vecuma grupa no 8 Iidz 11 gadiem.

FGLL adaptacija tika Tstenota 200 sakumskolas bérnu izlasei Latvija. Aptaujas FGLL
apaksskalu sakotngjas Kronbaha alfa koeficienta vertibas svarstas no 0,71 lidz 0,84, noradot
uz labu l1dz loti labu iek$€jo saskanotibu. Atkartotas testé€Sanas uzticamibas raditaji (test-retest
reliability), kas raksturo mérinstrumenta stabilitati laika gaita, bija statistiski nozimigi (p <
0,000). Lidz ar to aptaujas psihometriskie raditdji apliecina tas uzticamibu un rezultatu
konsekvenci, jo atkartoti iegltie dati atbilst sakotngjiem mérjjumiem, demonstréjot ieksgjo
saskanotibu un stabilitati abas skalas, visos Cetros faktoros un abas skalas (Fisher, 2004, 2015).

Aptauja FGLL latvie$u bérnu izlasei, 1idzigi ka originalaja versija, uzrada augstu iek$gjo
saskanotibu (a = 0,91). Savukart apakSskalu ieksgjas saskanotibas raditaji ir no 0,90 Iidz 0,92
(justies labi) un no 0,90 11dz 0,91 (dzivot istu dzivi).

Oksfordas laimes aptaujas (Oxford Happiness Questionnaire, OHQ; Hills & Argyle,
2002) adaptacijas procesam Latvijas izlas€ tika izmantota aptaujas 1sa versija, kas ir bérnu
laimes pasnovertgjuma instruments, pielagots sakumskolas vecumam. Aptauja OHQ
nodroS$ina bérnu visparigu laimes Iimena novertéjumu. Sakotngjie aptaujas uzticamibas raditaji
ir pienemami, tacu salidzinoSi zemaki neka citiem lidzigiem instrumentiem (Holder &
Klassen, 2010). OHQ ietver astonus jautajumus (piem&ram, Es nedomaju, ka izskatos
pievilcigs), kas tiek verteti seSu punktu Likerta skala no 1 (Pilnigi nepiekritu) 11dz 6 (Pilnigi
piekritu), ar iesp&jamu kop€jo punktu summu robezas no 8 lidz 48. Dotaja pétijuma posma
OHQ 1sa versija, kas ir pielagota latviesu bérnu izlasei, 1idzigi ka originalas aptaujas versija
uzrada saméra zemu, bet pienemamu iek§gjo uzticamibu (a = 0,54). Sis rezultats tick uzskatits

par pietiekamu, lai aptauju izmantotu petijuma (Hinton et al., 2004).

4. pétijuma posma rezultati
Ceturtaja petijuma posma tika izstradata PPI programma bérnu GI attistiSanai, kas
paredzeta sakumskolas vecuma bérniem (6—11 gadi). Programma izstradata un istenota
pétijuma ietvaros, balstoties uz psihopedagogisko intervencu efektivitates krit€rijiem

(Stanszus et al., 2017). PPI programma paredzeta desmit ned€lu ciklam, istenojot vienu 90
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miniiSu garu sesiju reizi nedéla, tadéjadi pakapeniski attistot beérnu GI sp&jas. PPI programmas

sesiju t€mas un to attistoSie uzdevumi atspoguloti 3. tabula.

3.tabula PPI programmas sesijas temas un tajas ietvertie attistosie uzdevumi

Sesijas Sesijas ttma Sesijas attistosie uzdevumi
kartas
Nr
1. Programmas ievads, iepaziSanas ar PPl | lepaziSanas ar GI jeédzienu, PPl programmas
programmas nosacijumiem. Paskontrole, | noteikumu izstrade, paskontroles, pasapzinas,
pasSapzinasanas un personibas unikalitates | autentiskuma un unikalitates apzinaSanas veicinasana,
apzinasanas attistot bérnu sp&ju verbalizét savas emocijas un jutas
2. Sociala meistariba  (identitates un | Socialais trenins, kas veicina individualu dialogu ar
personibas unikalitates apzinaSanas) katru bérnu par piedoSanas procesu, sekmgjot
pasapzinasanas attistibu ka identitates un personibas
unikalitates apzinasanas komponentu

3. PasapzinaSanas ka personiskas jégas | Dzives jeégas apzinaSanas, akcentgjot transcendentalo

apzinasanas apzinasanos un jégu apzinaties personibas resursus

4. Personiskas unikalitates apzinaSanas — | RadoSuma un iniciativas atraisiSana, veicinot

resursu apzinasanads, savienoSanas ar | personiskas unikalitates un individualo resursu

tiem, ka arT SkerSlu apzinasanas, kas | apzinasanos, attistot sp&ju verbalizgt savus resursus un

trauc€ personibas resursus pielietot sava | runat par tiem, ka arT identificét un nosaukt $kerslus,

dzive kas kaveé So resursu TstenoSanu dzivé un trauce
autentiskai pasSizpausmei

5. Socialas meistariba (sadarbiba, spgja par | Sp&jas iemacit otram to, ko maku pats, pienemt

citiem pozitivi, apstiprinosi izteikties, | dazadus uzskatus, viedoklus, arT par sevi, spet atklat
pienemt sevi, citus pat tad ja citi ir | savu unikalitati sev un citiem
atskirigi)

6. Pasapzinasanas un pasvertejums Attistit savu stipro un vajo personibas iezimju
apzinasanos, sp&ja brivi, spontani radit un spéeléties,
attistt sp&ju cientt savas dotibas, talantus, stiprinot
paSapzinu

7. Transcendentala apzinasanas Attistit sp&ju sarezgitas dzives situacijas apskatit no
dazadiem skatu punktiem, pieskirot jaunu jégu,
uzdodot jautajumus kapéc un meklGjot atbildes uz
eksistencialiem jautajumiem, attistot savu ieks€jo
filosofiju

8. PasSapzinasanas, apzinoties savu identitati | Personiskas identitates apzinas veidosana, parlieciba
par savam sp&jam un resursiem, ka ar1 paskontroles
veicinasana

9. Personiskas unikalitates apzinasanas, | Spg&ja verbalizet savu iek$gjo pasauli, emocijas, attistot

(domu, jutu un uzvedibas vienotiba) speju ieklaustties sava intuicija, pielietojot savu radoso
potencialu, unikalo pasaules redz&umu ikdienas
situaciju risinasana

10. Noslégums: Integrativa bérma  GI | Programmas noslégSana ar integrativu, radosam

attistiSana. aktivitatem piepilditu improvizaciju, kas attista visu
bérna GI integrativa veida

Nodarbibas ir strukturétas, katra no tam vienlaicigi attistot vairakus GI komponentus.
Pieméram, paskontroles komponents tiek attistits katra sesija, nodarbibas beigas, kad tiek

parskatiti beérnu sasniegumi tiesi grupas likumu ievéroSanas joma (Grasmane et al., 2025).
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Katru programmas nodarbibu caurvij vienots, ritualiem piepildits, terapeitisks ritms, tadejadi
vairojot bérnu drosibas izjttu un attistosi iedarbojoties uz b&rnu emocionalitati (Grasmane,
2023).

5. pétijuma posma rezultati

Viens no galvenajiem pétijuma uzdevumiem bija veikt eksperimentalu izpéti, lai
empiriski apstiprinatu divas galvenas pétijuma izvirzitas hipotézes. Pirmkart, piedalisands PPl
programmd veicinas bérnu GI, GL un laimes sajiitas paaugstinasanos eksperimentalaja
grupd, un Sie uzlabojumi saglabasies ari péc trim méneSiem, apliecinot programmas
ilgtermina efektivitati. Otrkart, eksperimentalaja grupa tiks novérota pozitiva koreldcija starp
GI, GL un laimes sajitu, nordadot uz So mainigo savstarpéjo saistibu visa pétijuma gaita.

Lai novertetu PPI programmas efektivitati beérnu GI attistiba, visparizglitojosa skola tika
istenota PPI programma, un tas ietekmes izveérteSanai tika veikti mérijumi tris laika posmos:
pirms PPI programmas uzsakSanas, tiilit péc tas pabeigSanas un tris méneSus péc PPI
programmas nosléguma. Rezultatu analize atklaja, ka jau pirms PPI programmas uzsakSanas
EG un KG pastavgja statistiski nozimigas GI atSkiribas. BGIS: kontroles grupa (M = 101,6,
SD = 17,8) un eksperimentala grupa (M = 89,4, SD = 15,7); t = -3,76, p < 0,01). Tas norada,
ka KG dalibniekiem sakotngji bija statistiski nozimigi augstaks GI limenis (skat. 3. attglu). Sis
atSkiribas, iesp&ams, izskaidrojamas ar to, ka pétijjums tika veikts dabiskos apstaklos —

dazadas skolas ar realam bérnu grupam, kas var dabiski atSkirties péc sakotngjiem raditajiem.

BGIS VERTEJUMS PIRMS UN PEC EKSPERIMENTA

EKSPERIMENTALA GRUPA KONTROLES GRUPA
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3.attels. Vidgjie GI (BGIS) raditaji EG un KG pirms, péc PPI programmas un 3 ménesus

péc PPI programmas
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Savukart, OHQ (laimes raditajam) statistiski nozimigas atskiribas starp KG (M =
26,5) un EG (M = 24,3) (t = 1,86, p > 0,05) netika konstatetas. Tapat pirms PPI netika
konstatetas biitiskas KG un EG atskiribas aptaujas FGLL apaksskalai (justies labi) starp KG
M =59,9) un EG (M = 60,0) (t = 0,05, p > 0,05), un FGLL apaksskalai (dzivot istu dzivi)
starp KG (M =61,4) un EG (M =62,7) (t=0,67, p>0,05).

Lai izskaidrotu un nemtu véra butiskas GI raditaju atskiribas EG un KG pirms
intervences uzsaksanas, tika pienemts, ka §1s atSkiribas var biit saistitas ar citu saistito mainigo
ietekmi uz GI. Lai parbauditu So pien€émumu, tika izmantota statistiska metode ANCOVA.
Bérnu GI radijums BGIS péc, kas ir uzraditais bérmu GI radijums péc PPI programmas
istenoSanas, tika defin€ts ka atkarigais mainigais, savukart neatkarigais mainigais bija daliba
grupa (EG un KG) un bérnu GI pirms PPI programmas 1stenosanas BGIS pirms. Kovariacijas
mainigie bija aptaujas FGLL abu apakSskalu (justies labi un dzivot istu dzivi) merfjumi pirms
PPI programmas.

ANCOVA rezultati parada, ka grupu piederibas (EG vai KG) ietekme uz atkarigo
mainigo GI kliist nenozimiga (F = 0,06, p = 0,811), ja tick nemta véra kovariatu ietekme. Sie
kovariacijas mainigie ir labklajibas raditaji: GL aptaujas merijums un tas divas skalas (justies
labi un dzivot istu dzivi) pirms PPI programmas. Tapat rezultati norada uz So labklajibas
raditaju savstarp&jo mijiedarbibu, kas ietekm€ atkarigo mainigo.

Ka nakamais statistiskas analizes solis bija eksperimentalas iedarbibas ietekmes analize.
Ar1 81 mérka izpétei tika izmantota statistiskas analizes metode ANCOVA. Lai novértétu PPI
efektivitati, péc intervences iegttais GI raditajs tika noteikts ka atkarigais mainigais, savukart
neatkarigie mainigie bija grupu piederiba EG vai KG. Kovariati: GI raditaji pirms intervences
un labklajibas raditaji, kas ietver: justies labi un dzivot istu dzivi.

4.tabula ir apkopotas vidgjas vertibas (SD) cetru GI apaksskalu radijumu izmainam tris
laika posmos: pirms eksperimenta, péc eksperimenta un tris méneSus péc eksperimenta,

salidzinot EG un KG raditajus.
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4. tabula. BGIS pirms eksperimenta, péc eksperimenta un 3 menesus péc eksperimenta

parbaudé EG un KG

Pirms ] . Tris m_éne§us GLMM (F) n’
Pamatskala/ | eksperimenta Péc eksperimenta sp :;eizlcn na
apakiskala Mean (SD) Mean (SD) Mean (SD)

Eksperimentala grupa
GI 41 89,4 (15.7) 114,9 (15,2) 109.,9 (16,1) 45,29%H* 0,53
GI1 41 18,4 (4.5) 24,3 (4,1) 24,00 (4,1) 41,85%#* 0,51
GI2 41 23,1 (6.1) 30,1 (4,2) 28,7 (5,4) 32,6%%* 0,39
GI3 41 22,9 (5.1) 29,7(4,6) 27,8 (6,0) 40,1%** 0,48
Gl 4 41 24,8 (3.7) 32,0 (11,3) 29,2 (6,2) 36,2%%* 0,44

Kontroles grupa

GI 42 101,6 (17,8) 95,4 (16,8) 95,1 (16,7) 7,54%%* 0,15
Gl 1 42 20,6 (4,1) 19,4 (4,2) 19,7 (4,05) 4,09 0,04
GI2 42 27,2 (5,7) 30,1 (4,7) 24,8 (5,4) 11,50%%* 0,13
GI3 42 25,8 (5,3) 242 (5,2) 24,5 (5,5) 2,7 0,03
BGIS 4 42 26,7 (5,9) 25,2 (10,2) 24,8 (6,1) 4,7 0,06

Tabula atspogujoti GI skalas radijumi - BGIS: Bérnu garigd intelekta skala; BGIS 1: Pasizpratne un sociald meistartba; BGIS 2: personas
autentiskuma un unikalitates apzinasanas; BGIS 3: Personiskds jégas radisana un apzindasandas, BGIS 4. paskontroles meistariba. Nozimibas

limeni: *,05 <p <,1, *%,01 <p <,05, ***p <,01]

Vidgjo vertibu, kas atspogulotas 4. tabula, analize liecina par eksperimenta pozitivo
ietekmi uz bernu GI attistibu, ka rezultata EG novérojams ievérojams raditaju pieaugums péc
eksperimenta un tris méneSus velak. Ka redzam 4.tabula, EG radijums GI pirms eksperimenta
ir 89,4 (M = 1,7), bet pec eksperimenta tas jau ir pieaudzis lidz 114,9 (M = 15,2). Tas ir
statistiski nozimigas izmainas (F = 45,29; p < 0,01). Savukart KG GI radijums pirms
eksperimenta ir 101,6 (M =17,8) un péc eksperimenta 95,4 (M = 16,8), kas ir zemaks ka pirms
eksperimenta. To var skaidrot ar to, ka mérijumi tika veikti macibu gada beigas. Ta ka bérni ir
noguru$i no macibam, visi radijumi macibu gada beigas samazinas. Savukart PPI programma
ir ar resursus atjaunojosu efektu. Sie rezultati, tapat ka rezultati 1. attéla apstiprina 1. un 2.
hipotézi par intervences attistoSo ietekmi uz bérna GI, ta atspogulojot tas efektivitati. 1. attela

redzam, ka GI (BGIS _péc) ir 17% pieaugums (Eta?=0,17) un tas ir skaidrojams ar intervences
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efektu EG. ANCOVA rezultati liecina, ka neatkarigiem mainigajiem — grupu piederibai (KG
vai EG) ir statistiski nozimiga ietekme uz atkarigo mainigo GI péc intervences (F = 15,28, p <
0,00), nemot véra citu neatkarigo mainigo ietekmi (GI pirms eksperimenta un FGLL radijumi
péc eksperimenta).

Rezultati apstiprina ar1 3. hipotézi, ka EG pastav pozitiva koreldcija starp GI, GL un
laimes sajiitu, noradot uz to savstarpéjo saistibu visa izpétes perioda.

Rezultatu analize parada, ka EG visos trijos laika radijumos pirms/p&c/3 menesi péc
eksperimenta veikto m&rijjumu atSkiribas visas skalas ir statistiski nozimigas — vidgja vai
augsta [tmeni. Turklat EG visu skalu un apak$skalu vidgjas vértibas péc intervences un tris
méneSus peéc tas ir augstakas neka pirms intervences un vid€jo veértibu izmainas péc
intervences un trts ménesus velak ir nelielas vai vispar netiek novérotas, kas liecina par iegiito
efektu stabilitati.

Turpretim KG gandriz visas skalas un apaksskalas (p&c eksperimentalajos radijumos)
uzrada vidg€jo vertibu samazinasanos (iznemot FGLL LL apaksskalu — attiecibas ar dabu). KG
tika nov@rotas statistiski nozimigas izmainas (ar samazinasanos laika gaita) laimes un FGLL
skalas 3 ménesus pec eksperimenta mérijumos. Pargjas izmainas KG nav statistiski nozimigas.
Tas apstiprina hipotézi, ka EK ir augstaki GL un laimes radijumi péc eksperimenta neka KG.
Runajot par laimes un labklajibas raditajiem (OHQ, FGLL), intervencei bija vislielaka ietekme
uz FGLL apak$skalu dzivot istu dzivi (Eta’> = 0,53), tom@r analize arl parada PPI biitisku
ietekmi arT uz FGLL apaksskalu labi justies (Eta’ = 0,42) un laimes radijumu OHQ (Eta’ =
0,38).

Lai precizetu, vai eksperimentalais efekts ilga 3 méneSus péc PPI iejaukSanas, tika
izmantoti atkartoti ANOVA mérfjumi. Saja gadijuma bija janoskaidro izmainu kopgja ietekme
EG un KG. Ka paradija rezultati, visi ANOVA GI raditaji EG ir statistiski nozimigi (p <0,01),
ar Eta’? > 0,39, kas norada uz lielu efektu. PostHoc analize atklaja statistiski nozimigas
atSkiribas visiem GI raditajiem pirms un péc eksperimenta, un visi radijumi uzradija statistiski
nozimigu pieaugumu. Savukart KG statistiski nozimigas izmainas visparéja GI punktu skaita
(F=17,54,p <0,01) un GI raditajos (F = 11,5, p < 0,01) var interpretét ka nelielu efektu (n? <
0,16). Turklat KG bérniem $ie raditaji laika gaita samazinajas (skat. 1. att€lu).

ANCOVA rezultati liecina, ka neatkarigiem mainigajiem — grupu piederibai (KG, EG) ir
statistiski nozimiga ietekme uz atkarigo mainigo GI péc intervences (F = 15,28, p < 0,00),

nemot vera citu neatkarigo mainigo ietekmi.
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Lai parbauditu hipotezi: Eksperimentalaja grupda visos meérijumu posmos (pirms PPI,
péc PPl un 3 méen péc PPI) tiks noverota pozitiva korelacija starp GI, GL un laimes sajiitu,
noradot uz to savstarpéjo saistibu visa izpétes periodd, tika izmantots Spirmena rangu
korelacijas koeficients, izveidojot korelacijas tabulas visiem trim mérijjumiem.

EG pirms intervences tika konstatéta speciga korelacija starp abiem FGLL apaksskalu
radijumiem (r = 0,688, p < 0,01), vid&ja stipruma korelacija starp FGLL apakSskalas raditaju
dzivot istu dzivi un BGIS (r = 0,433, p < 0,01) un vaja korelacija starp OHQ un BGIS (r =
0,239, p <0,01). Korelacijas starp citiem mainigajiem lielumiem bija pozitivas, bet statistiski
nenozimigas.

P&c intervences EG visu radijumu veértibas statistiski nozimigi palielinajas. Visspeécigaka
korelacija tika konstatéta starp FGLL abam apaksskalam (r = 0,720, p < 0,01), kam sekoja
vidgja stipruma korelacija starp laimes radijumu OHQ un BGIS (r = 0,535, p<0,01) un FGLL
un BGIS (r = 0,496, p < 0,01), kas pirms intervences bija vaja. Tika noverotas ari vajas
korelacijas starp radijumu FGLL un BGIS un starp radijjumiem FGLL un laimes radijjumu
OHQ. Korelacija starp GL radijumiem FGLL un laimes radijumu OHQ, kas ieprieks bija loti
vaja (r = 0,05), p&c PPI iejauksanas ir palielinajusies, sasniedzot vajas korelacijas l[imeni (r=
0,237). Lai gan joprojam korelacija nav uzskatama par nozimigu, var pienemt, ka ta ir radusies
PPI programmas ietekmes rezultata.

Tris meénesus pec PPI Cetru korelaciju vertibas un stiprums ir palielinajies salidzinajuma
ar tam, kas bija uzreiz péc intervences. Savukart divu korelaciju vertibas ir samazinajusas,
joprojam uzradot vidgja stipruma attiecibas.

Tadgjadi iegiitie rezultati parada ne tikai korelacijas saglabasanos starp visiem
mainigajiem lielumiem pirms/péc/3 méneSus pec intervences merijumos, bet art korelaciju
stipruma un statistiska nozimiguma pieaugumu péc intervences un atseviskos gadijumos ar1
tris ménesus pec PPIL.

Tika analizeti rezultati, kas uzrada atbildes uz pétijuma papildus jautajumiem: Kads ir
Gl specifiskais saturs saistiba ar dzimuma atSkiritbam un baznicas apmekléjuma biezumu 1.—
4. klases skoléniem Latvijas visparizglitojoSajas skolds?

Lai atbildétu uz jautajumu par to, ka dzimuma atskiribas ietekmé GI specifisko saturu,
dzimuma atSkiribas tika analiz€tas gan GI, gan laimes, gan GL radijumiem. Visos 24
merfjumos Siem mainigajiem (iznemot divus) meitenes uzrada augstakus GI vidgjos raditajus.

Meitenu GI raditaji pirms intervences abas grupas ir statistiski nozimigi augstaki neka zénu
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raditaji — ar lielu efektu (attiecigi d = 0,7 un d = 0,68). Visos citos mainigajos abas grupas
atSkiribas saglabajas, lai gan tas vairs nav statistiski nozimigas. Attieciba uz laimes radijjumu,
tikai viens mérjjums KG pirms PPl meiteném uzradija statistiski nozimigas dzimumu
atSkiribas (ar lielu efekta lielumu d = 0,65). Neviens no GL radijjumiem S$aja pétijjuma
neuzradija statistiski nozimigas dzimumu atskiribas.

Attieciba uz mérijumu hronologiju statistiski nozimigas dzimumu atskiribas (par labu
meiteném) tika atklatas tikai GI pirms intervences radijumos abas grupas. Savukart péc un 3
ménesus péc PPI parbaudes radijumos abam grupam §is atskiribas vairs nav redzamas. EG
gandriz visiem mainigajiem, kas tika meriti visos tris petijuma posmos, noverota pakapeniska
efekta lieluma samazinaSanas, kas papildus sniedz apstiprinagjumu PPI programmas
efektivitatei un parada tas ietekmi tiesi zénu GI attistiSana.

Lai noskaidrotu, ka b&rnu GI specifisko saturu ietekme baznicas apmeklgjumu biezums,
tika analiz&ti rezultati katrai baznicas apmekl&uma grupai un pétitas atSkiribas starp §im
grupam attieciba uz GI, laimi un GL.

Petot visu 24 raditaju vidgjas vertibas EG un KG, konstatéts, ka visas Cetras skalas
augstakos raditajus uzrada dalibnieki, kuri baznicu apmekl€ reizém. [zn€mumi ir novérojami
EG, analizg€jot GI raditaju, - augstaki rezultati novérojami dalibniekiem, kuri nekad neapmekle
baznicu. Savukart analizgjot laimes radijumus, péc eksperimenta augstaki rezultati novérojami
dalibniekiem, kuri biezi apmekl€ baznicu. Laimes raditajs dalibniekiem, kuri biezi apmekle
baznicu, saglabajas augsts ar1 péc eksperimenta, savukart GL raditajs ir augstaks tiem, kuri
nekad neapmekle baznicu.

Kontroles grupa tris ménesus péc eksperimenta GI radijums bija vienigais meérijjums ar
augstaku vertibu un tas bija dalibniekiem, kuri biezi apmekle baznicu.

Statistiski nozimigas atSkiribas konstatétas tikai pirms eksperimenta divas skalas:

1. Labklajiba (FGLL FG) — augstaka vertiba eksperimentalaja grupa (F = 3,39, p <0,05).
2. Laimes raditajs (OHQ) — augstaka vertiba kontroles grupa (F = 4,85, p <0,05).

Abos gadijumos augstakie radijumi bija dalibniekiem, kuri baznicu apmekl€ dazreiz.

Visos pargjos gadijumos statistiski nozimigas atSkiribas netika konstatétas, kas apliecina,
ka intervences efektivitate eksperimentalaja grupa bija neatkariga no baznicas apmeklgjuma

bieZzuma.
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3. IZTIRZAJUMS

Gariguma dimensija ka individa un sabiedribas dzives kvalitates elements p&dg&jos
gadu desmitos ir pieveérsusi zinatniecku uzmanibu, atzistot GI ka batisku psihologiskas
veselibas un socialas funkcionéSanas faktoru. Dotais p&tijums paplasina sakotngjos p&tijumus
par GI, 1paSu uzmanibu pieversot beérnu GI defin€jumam, izvertejot ta attistibas iesp€jas
izglitibas konteksta. Ta ka analizgjot literattiru par GI tika noveérots empirisku datu truikums
par GI attistibas iesp&jam jaunakiem b&rniem, aizpildot So zinatnisko plaisu, tika analiz&ts
sakumskolas vecuma b&rnu GI specifiskais saturs. Pétfjuma gaita tika izstradats teoretiskais
modelis, kas raksturo 7-10 gadus vecu bérnu GI (Grasmane & Pipere, 2020; Grasmane, 2023).
Modelis ir pielagots §T vecumposma psihologiskajam kontekstam, balstoties uz GI teoriju un
tas adaptaciju vecumposmam. Tas ietver piecus galvenos komponentus un katru no tiem veido
pieci apakSkomponenti. Bérna GI pamatkomponenti ir spéja radit un apzinaties dzives jégu,
pasapzindsands spéjas, paskontroles meistariba, personiskas unikalitates apzindsands un
socialda meistariba.

Salidzinajuma ar ieprieksgjiem pétijumiem, kuros izstradati GI raksturojosi modeli
un analiz&tas to attistiSanas iesp&jas, galvenokart pusaudzu un pieauguso populacijas (de Souza
et al., 2009; Holder et al., 2010; Pandya, 2017; Rowold, 2011), izstradatais GI modelis
demonstré efektivitati GI attistibas veicinasana sakumskolas vecuma bérniem. Turklat,
atSkiriba no modeliem, kas galvenokart fokus€jas uz istermina efektivitati, dotais petijjums
apliecina ilgtermina ietekmi, jo ieglitie rezultati saglabajas ari tris méneSus péc intervences.

Turklat bérnu GI modelis piedava praktiski pielietojamu un izglitibas sistéma
integréjamu risindjumu, kas var kalpot par pamatu turpmakam izglitibas politikas reformam
un PPI programmu attistibai. Salidzinajuma ar citiem modeliem, kas lielakoties balstas uz
teorétiskiem pien€mumiem vai lokaliem pilotpétijumiem, dotais pétijums sniedz empirisku
apstiprinajumu tam, ka GI attistiba sakumskolas vecuma ne tikai iesp&jama, bet arT biitiski
ietekmé bérnu psihologisko labklajibu un socialo funkcion&sanu. Lidz ar to vél viena bitiska
jaunizstradata bérna GI modela atSkiriba ir holistiska pieeja, kas integré GI, GL un laimes
konceptus vienota attistibas sist€éma, nodrosinot to savstarpgjo konvergenci, kas tika statistiski
apstiprinata visos tris mérijjumu posmos, kameér ieprieksgjo petijumu modeli biezi apliiko Sos

faktorus atseviSki. Tadgjadi dotais pétijums veicina GI attistibas izpéti ne tikai ka atseviSka
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psihologiska konstrukta pilnveidi, bet arT ta izpé&ti saistiba ar bérnu vispargjo labklajibu, kas ir
batisks ieguldijums izglitibas un psihologijas zinatné.

Balstoties uz izstradato bernu GI teorétisko modeli, tika izstradata skala BGIS bérna
GI meérisanai un PPI programma b&rnu GI attistiSanai. Teor&tiski pamatotas un empiriski
parbauditas PPI programmas izstrade, kuras mérkis ir attistit GI izglitibas konteksta, ir
sarezgits un daudzdimensionals process, kas ir ipasi nozimigs gan Latvijas, gan citu valstu
izglitibas reformu konteksta. PPI integréSana izglitibas sistéma veicina bérnu GI attistibu,
stiprinot humanistiskas vertibas balstitas attiecibas un kliistot par butisku riku sakumskolas
bérnu GI attistiba.

Petfjuma rezultati apliecina, ka daliba PPI programma bitiski paaugstinaja bérnu GI,
vienlaikus veicinot arT GL un laimes lItmena pieaugumu eksperimentalaja grupa. Programmas
ietekme saglabajas tris méneSus péc intervences, apliecinot tas ilgtermina efektivitati.
Visizteiktakas izmainas tika novérotas GI un GL attistiba. Turklat visos tris mérjjumu posmos
(pirms, p&c un tris méneSus péc PPI) eksperimentalaja grupa tika konstatéta statistiski
nozimiga korelacija starp GI, laimi un labklajibu.

P&tijuma dati apstiprina, ka pec programmas ievieSanas $ie raditaji butiski pieauga un
lielakoties saglabajas ar1 péc trim méneSiem, noradot uz programmas ilglaicigo efektivitati.
Iepriek$&jos petijumos balstita hipotéze par GI attistibas saistibu ar GL un laimes pieaugumu
(de Souza et al., 2009; Holder et al., 2010; Pandya, 2017; Rowold, 2011) pat parsniedza gaidas,
jo eksperimentalaja grupa visos mérijjumos tika konstatéta pozitiva korelacija starp Siem
mainigajiem. Turklat rezultati apstiprina teorétisko pienémumu, ka PPI programma veicina ne
tikai GI ka atseviS$ka mainiga attistibu, bet ari GI, GL un laimes savstarp&jo konvergenci, kas
saglabajas vismaz tris ménesus péc intervences.

Cik zinams, $is ir pirmais méginajums analizet Gl attistiSanas nosacijumus sakumskolas
vecuma bérniem un pétit $adas PPI programmas efektivitati izglitibas konteksta. Dota pétijuma
rezultati par PPI programmas efektivitati bérna GI attistiSanai ir saskanigi ar rezultatiem, kas
veikti jaunakajos petijumos par GI attistiSanu citam vecuma grupam. P&tnieki apraksta PPI
efektivitati attistot GI pusaudziem un augstskolu studentiem (Dami et al., 2019; Maryam et al.,
2012), ka ar1 pozitivu saistibu starp GI attistiSanu un stresa, trauksmes un depresijas
samazinasanos vidusskolu un universitates studentiem (Dami et al., 2019; Ebrahimi et al.,

2015).
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Petijums atspoguloja ar1 GI dzimumu atSkiribas. Pirms PPI programmas radijums
meiteném bija ievérojami augstaks ka zéniem. Garigo radijumu dzimumu atSkiribas atspogulo
ar1 citi petfjumi, kas veikti galvenokart agrina pusaudza un pieauguso vecuma. PE&tfjumos
atspogulotie dati parada, ka garigums sievieteém ir attistitaks (Lee et al., 2019; Mirkovic et al.,
2021). Savukart biitiskas dzimumu atskiribas bérnu subjektivajos laimes limenos pétijumos
netiek atklatas (Baiocco et al., 2019; Uusitalo-Malmivaara & Lehto, 2013). Pieradijumi par
dzimumu atskiribam GL, ko méra ar b&rnu labklajibas skalu FGLL, ir bijusi diezgan pretrunigi
(Eaude, 2009; Fisers, 2015). Dotais pétijums sniedza butisku ieguldijumu, nodroSinot
empiriskus pieradijumus tam, ka meiteném sakotngji ir augstaks GI salidzinajuma ar z€niem.
S1 atskiriba tika novérota gan EG, gan KG pirms PPI programmas ievieSanas, kas atbilst
ieprieksgjiem gariguma pétijumiem (Steinberg, 2005).

P&c intervences GI raditaji izlidzinajas starp abiem dzimumiem, tadgjadi noradot uz PPI
programmas papildu efektivitati attieciba uz ze€nu gariguma attistibu. Balstoties uz iegiitajiem
rezultatiem, var secinat, ka PPI programmas metodologija ir pasi piem&rota, lai veicinatu zénu
gariguma internalizaciju, praktiz€Sanu un attistibu (Lee et al., 2018).

Ieprieksgjie petijumi liecina, ka zénu garigums vairak koncentrgjas uz savas identitates
izp@ti un attistiSanu (Engebretson, 2006). Lielaka dala PPI sesiju ietvéra uzdevumus, kas bija
tieSi versti uz identitates apzinaSanos un attistiSanu, tadejadi nodroSinot optimalu vidi zénu
garigajai izaugsmei. PPl programmas specifiska, uz bérna individualo attistibu orienteta
metodologija, kas ietvéra spéles, uzdevumus un vingrinajumus, izradijas ipasi piemérota
ze€niem, radot telpu ne tikai vinu garigajai, bet arT emocionalajai un radoSajai attistibai.

Tika pétita ar1 PPI programmas efektivitate atkariba no bérnu baznicas apmekl&jumu
biezuma un tika pieradits, ka PPI efektivitate bija lidziga visiem EG dalibniekiem neatkarigi
no baznicas apmeklgjuma bieZuma. Tomer analiz€jot rezultatus, neliela nenozimiga atSkiriba
(augstakas vertibas) tika atklatas b&rniem, kuri dazreiz apmekl€ baznicu (gan EG, gan KG).
Lidz ar to Tstenojot turpmakos pétijumus, Sim aspektam var€tu pieverst lielaku uzmanibu.

PPI ietekme neatkarigi no baznicas apmekl&juma biezuma apliecina bérnu gariguma
attistibas nepiecieSamibu un iesp&ju ne tikai religiskaja konteksta, bet arT laiciga izglitibas
joma.

PPI programmas papildus potencials tika demonstréts, atspogulojot statistiski nozimigu
laimes un GL pieaugumu ka blakusfaktoru GI attistibai. Ar1 iepriek§ veiktos pétijumos ir

aprakstits sads efekts (Deb et al., 2020; Eaude, 2009; Holder et al., 2010). Dotaja pétijuma
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statistiski nozimigas, pozitivas korelacijas palielinasanas starp GI, laimi un GL, gan PPI
iedarbibas rezultata, gan péc programmas netiesi norada uz lidzigu programmas ietekmi uz
abiem dzimumiem. GI attistiba, kura pirms petijuma meiteném ir augstaka un pec pétijjuma
z€niem un meiten€m lidzsvarojas — ilustré pozitivu programmas ietekmi tieSi uz z&€nu garigo
attistibu.

Holistiska pieeja apvieno psihologijas, izglitibas un bérnu terapijas pieejas, piedavajot
multidisciplinaru risinajumu GI attistibai. PPI programmas integréSana izglitibas sisteéma
stiprina humanistiskas veértibas balstitas sabiedribas forméSanos. Petijums sistematiski analizeé
PPI efektivitati GI attistiba sakumskolas vecuma bérniem, apliecinot PPl ka efektivu
instrumentu GI, laimes un labklajibas veicinaSanai, vienlaikus mazinot stresu un trauksmi. PPI
integréSana izglitiba veicina holistisku izpratni par cilvéku ka vienotu veselumu un padzilina
izpratni par GI, laimes un GL jédzieniem un to sacstarpgjo saistibu.

Petijuma ietvaros tika veikta izpéte bérnu GL noteikSanas skalas FGLL (Feeling
Good, Living Life, Fisher, 2004) un laimes noteikSanas skalas OHQ (The Oxford Happiness
Questionnaire, Hills & Argyle, 2002) psihometriskajiem radijumiem Latvijas bérnu izlasg.
Psihommetriskie radijjumi apliecina abu skalu uzticamibu un rezultatu konsekvenci, iegitie
dati atbilst sakotngjiem merjjumiem, demonstrgjot iek§€jo saskanotibu un stabilitati. Savukart
laimes izpétes skala OHQ pielagojot latviesu bérnu izlasei, lidzigi ka orginala aptaujas versija,
uzradija saméra zemu, bet tomér pienemamu ieks$gjo uzticamibu. Ta ka izpétes instrumenti
sakumskolas vecuma bérniem trukst, petnieki dota pétijuma ietvaros noléma So rezultatu
uzskatit par pietieckamu, lai aptauju vartu ieklaut pétijuma izpétes instrumentu metodologija
(Hinton et al., 2004).

Dotaja petijuma tiek izteikta norade uz nepiecieSamibu pétit bernu GI multikulturala
konteksta. Gan skala BGIS, gan divas pargjas skalas bérnu labklajibas noteikSanai, kuras tika
piemérotas Latvijas bérniem, - ir pirmais solis $ada multikulturala p&tijuma istenoSanai. Skalu
piem&roSana sniedz iesp€jas ar1 Latvijas pé€tniekiem veikt ar b&rnu garigumu saistitus
pétijumus, nosakot bérnu GL un laimi. Izstradatie instrumenti demonstré augstu un pienemamu
iekS€jo uzticamibu, ka ari atbilst validitates kriterijiem, kas nodroSina to piemérotibu un

Peétijuma stipras puses un ierobeZojumi. PEtijuma teoretiskas dalas stipra puse ir jaunais
bérnu GI teorétiskais modelis, kas jau tiek izmantots zinatniskaja un praktiskaja darba

izglitibas sist€émas pilnveidei dazadas valstis (Integritya.net, 18.02.2005). Dotais modelis
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kalpoja ka pamats ar1 izstradajot PPI programmu b&rna GI attistiSanai un skalas izstradei bérna
GI mériSanai BGIS. Gan jaunizstradata PPI programma gan skala tika izmantota $aja p&tijuma.
Savukart teorétiskie ierobezojumi ir saistiti ar p&tijumu nepietickamibu GI joma, Ipasi attieciba
uz berniem. Ta ka GI jédziens ir petniecibas agrina sakumstadija, analiz&jot p€tijumus varam
novérot nepilnibas gan zinatniski pamatotas teorijas, gan pétijumos par GI. GI pétijumu tiesi
sakumskolas vecuma bé&rniem ir loti maz, tade] ir griti salidzinat un izdarit pamatotus
secinajumus. Tomer §is fakts tikai apstiprina nepiecieSamibu p&c sada veida p&tijumiem.

P&tfjuma stipra puse ir ta inovativais raksturs, kas izpauzas gan teorétiska modela
izstrade, konceptualizgjot bernu GI jédzienu, gan GI noteikSanai jaunizstradataja skala BGIS,
gan bérnu GL un bérnu laimes izjiitas noteikSanas instrumentu izstradé un adaptacija, gan
programma ietvertas b&rniem atbilstosas metodologijas izstradé. P&tijjums norada uz
neierobezotu attistibas potencialu $aja joma, iesp&jam veikt dazadus petijumus, ta attistot doto
pieeju integréta starpdisciplinara vidg, integr&jot psihologiju, pedagogiju, beérnu psihoterapiju
un makslu disciplinas vienota pieeja, kas versta uz beérnu Gl attistiSanu.

Par izstradato PPI programmu un mériSanas instrumentiem interes€jas arl arzemju
zinatnieki, uz ko norada datu bazg€s sanemto cit€§jumu skaits ST p€tfjuma publikacijam
(SCOPUS - 7 citejumi), ka arT personiskas vestules no universitatém Polija, Lietuva, Indija ar
ligumu sniegt atlauju adaptet BGIS savas valsts kulttirvidei.

Dota empiriska pétijuma stipra puse petijuma dizaina zina ir noveéroto mainigo merijumi
tris ménesus péc intervences, kas ir ilgaks laika posms, salidzinot ar citiem pétjjumiem (Pinto
etal., 2023). Savukart empiriskie ierobezojumi attiecas uz pétijjuma planosanu, eksperimentalu
tiribu un organizaciju. Sis pétfjums bija kontroléts nerandomizéts pétijums, kas sevi ietver
risku izraisit GI, GL un laimes mainigo sajaukSanos ar citiem mainigajiem lielumiem (Reeves,
2008). Nav vienkarsi Tstenot petijumus reala skolas vid€ un ierobezot ietekmé&joSos mainigos
faktorus, tomér $adi p&tijumi ka randomiz&ti izméginajumi, kas ir precizi organiz&ti un kuros
iesp&ju robezas tiek uzraudzitas eksperimentalas aktivitates, ir nepiecieSami, aktuali, lai art
diezgan problematiski (Connolly et al., 2018). Ta ka dotaja pétijjuma PPI programma tika
integréta pamatskolas macibu programma, reala skolas dzive trauc€ja stingrai intervences
istenoSanai. Dala skolotaju dazadu argjo faktoru dél nevargja istenot programmu atbilstosi
prasibam; tapéc eksperimentalas grupas lielums tika samazinats no 100 lidz 41 skolénam.
NepiecieSami turpmaki pétijumi, izmantojot lielaku izlasi, pamatojoties uz Saja pétijjuma

izmantotajiem teorétiskajiem un metodiskajiem uzstadijumiem. Turklat turpmakajos
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petijumos ir jaieklauj citi neskaidri mainigie, kas potenciali saistiti ar GI un PPI ievieSanu,
pieméram, gimenes iectekme, skolénu individualie faktori, attiecibas ar skolotaju, PPI vadiSana
utt. Maza izlases lieluma dél nebija iesp&jams visiem datiem piemé&rot normalo sadalijumu.
Lidz ar to neparametriskas statistikas metodes tika apvienotas ar parametriskajam metodem,
kas ierobezo skaidru, vienotu secinajumu izdariSanu.

Turpmakajos petijumos skolam biitu jasanem lielaks atbalsts intervencei un janem véra
skolotaju atsauksmes, lai uzlabotu PPI saturu. Saja pétfjuma pétnieki bija arf programmas
veidotaji un 1stenotaji. Lai iegiitu objektivakus rezultatus, §1s pétijuma dalas ir janodala. Janem
vera arl socialas v€lamibas novirze, jo visi iznakuma raditaji tika novertéti, izmantojot
paSnovertejuma rikus. Nakotn€ pétijuma mainigie var tikt meriti gan ar bérnu pasvertéjuma
instrumentiem, gan p&c vecaku un/vai skolotaju novértgjuma.

Praktiska ietekme. lzstradata un empiriski apstiprinata PPI programma sakumskolas
vecuma b&rnu GI attistibai ir pirmais solis, lai izveidotu zinatniski pamatotu instrumentu
komplektu GI attistibai bérniem skolas vidé. Lai gan planots izveidoto PPI programmu
nakotn€ pilnveidot, programma jau ir licencéta un ieteikta izglitibas politikas veidotajiem
Ukraina, lai to integrétu skolu programmas, tadgjadi uzlabojot b&rnu GI, laimi un labklajibu.
Tadgjadi tiek sniegts psihologisks atbalsts traumatizgtajai jaunajai paaudzei, ko skaris kars.
Polija un Lietuva art ir uzsakts darbs pie BGIS adaptacijas, tadejadi sagatavojot vidi PPI
programmas efektivitates izpetei un ievieSanai $aja valsti. Petjumi Ukrainas un Polijas skolas
sniegs papildu datus par PPI efektivitati multikulturalos aspektos. Turklat Latvijas skolotaji
spontani izveidoja bérnu labklajibas intereSu grupu un turpinaja darbu, pilnveidojot metodes
GI attistibai b&rniem.

leglitos rezultatus var izmantot, lai aicinatu politikas veidotajus pieverst lielaku
uzmanibu gariguma integréSanai sakumskolas macibu programma. Vairak multikulturalu
pétijumu veikSana un politikas veidotaju iesaistiSana taja sniegtu labumu praktikiem.
Neskatoties uz potencialajiem ieguvumiem, PPI programmas ievieSana rada ari dazadus
praktiskus jautajumus, kas janem veéra. Pieméram, tas prasa laikietilpigu planoSanu, 1pasas
telpas, ilgstosu skolotaju sagatavoSanu un izmainas skolas dienu grafika. Lai nodroSinatu
bérnu GI uzturéSanu un atbalstu PPI laika un péc tas, ir japieméro visas skolas pieeja, lai
nodro§inatu PPI logistiku un droSu vidi un atbalstitu skolotajus, gatavojoties $adas
programmas istenoSanai. Turklat skolas komandai, citiem skolotajiem un skolas darbiniekiem

ir bitiski attistit izpratni par GI aicinat sadarboties vienoti attistot to visa macibu procesa.
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Apkopojot var teikt, ka petljums ir nozimigs ieguldijums b&rnu garigas dimensijas
petnieciba, 1pasi izcelot bérnu labklajibas aspektus izglitibas konteksta. Petijums aptver plaSu
bérnu GI jédziena izpéti, izstradajot gan teorétisko modeli, gan BGIS aptauju bérnu GI
mérisanai, ka ari PPI programmu GI attistibai be€rniem. Turklat jauna aptauja un Latvijas
apstakliem pielagotas skalas bérnu garigas labklajibas un laimes izjiitas meriSanai nodroSina
kvantitativu izp&tes pieeju bérnu GI un labklajibas jautajumiem.

Nakotné planots So kvantitativo pieeju papildinat ar kvalitativiem pétijjumiem,
atspogulojot skolotaju, vecaku un pasSu b&rnu noveérojumus un pieredzi. Petijuma GI tiek
interpretéts ka daudzdimensionals jédziens, kas ietver bérnu jégas veidoSanas procesu,
paSapzinu, unikalitates apzinasanos, paSkontroles attistibu un socialo kompetenci.

Ka psihologijas zinatné balstits ieteikums praktikiem dota PPI programma nodroSina
lielaku socialo taisnigumu un ieklaujosas izglitibas ievieSanu visiem b&rniem, bet jo 1pasi
neaizsargatakajiem. Gariguma attistibas integracija izglitiba lidzsvaro izglitibas procesu,
audzinot harmonisku un garigi veseligu personibu, kas miisdienas ir viens no galvenajiem

izglitibas merkiem.
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Secinajumi

1. Dotais pétijums paplasina sakotn€jos GI pétjjumus, fokus€joties uz bernu GI
definiciju un attistibas iesp&jam izglitibas konteksta. Lai aizpilditu empirisko datu trikumu par
jaunaku bérnu GI attistibu, tika analiz€ts sakumskolas vecuma bérnu GI specifiskais saturs.
Pétijuma rezultata izstradats teor&tiskais modelis, kas raksturo 7-10 gadus vecu bérnu GlI,
pielagojot to §1 vecumposma psihologiskajam kontekstam. Modelis ietver piecus
pamatkomponentus: dzives jégas apzinasanos un radiSanu, paSapzinasanos, paskontroles
meistaribu, personiskas unikalitates apzinasanos un socialo meistaribu.

2. Balstoties uz izstradato bérnu GI teorétisko modeli, tika izveidota BGIS, — kvantitativs
riks bérna GI noveértesanai, kas pielagots Latvijas sakumskolas vecuma b&rnu kontekstam.
Nemot véra beérnu GI novérteésanas instrumentu trukumu, BGIS nodrosina uzticamu un validétu
pieeju GI mériSanai, kas eksperimentalaja izlas€ uzradijusi atbilstoSus ticamibas un validitates
raditajus. Skalas izmantoSana $aja pétijuma apstiprina tas piem&rotibu empiriskai GI izpétei,
un tas talaka adaptacija dazadas valodas un kultlirvidés var veicinat starptautiskus GI
pétijumus, bagatinat macibu procesu ar GI attistosam programmam un nodro$inat to
efektivitates izvertgjumu.

3. Dotais pétijums apliecina nepiecieSamibu pétit bérnu GI ne tikai ka atseviSku
psihologisku fenomenu, bet ari ta saistibu ar bérnu vispargjo labklajibu, kas ir nozimigs
ieguldijums izglitibas un psihologijas zinatngé. Lai nodrosinatu visaptvero$u bérnu labklajibas
un laimes izjiitas izpéti sakumskolas vecuma, pétijuma ietvaros tika veikta DZ. FiSera bérnu
labklajibas noteikSanas aptaujas (FGLL, Fisher, 2004) un Oksfordas laimes aptaujas (OHQ,
Hills & Argyle, 2002) adaptacija Latvijas konteksta. Eksperimentalaja izlasé abas skalas
paradija atbilstoSus ticamibas un validitates raditajus, apliecinot to piemé&rotibu turpmakai
lietoSanai Latvijas zinatn€ un prakse. Izstradatas metodes sniedz Latvijas petniekiem iesp&ju
veikt empiriskus pétijumus par bernu GI un ta saistibu ar bérnu labklajibu un laimi, tad&jadi
paplasinot zinasanas par GI lomu b&rnu psihologiskaja attistiba un labklajiba.

4. Dotaja petijuma, balstoties uz bérna GI modeli, tika izstradata un empiriski
parbaudita PPI programma b&rnu GI attistiSanai, apstiprinot tas efektivitati Latvijas b&rnu
izlas€. Petjjuma rezultati parada, ka PPI integréSana izglitibas sistéma ne tikai sekmé b&rnu GI
attistibu, bet ar1 stiprina humanistiskas vértibas izglitiba, klistot par nozimigu riku

sakumskolas bérnu garigas izaugsmes veicinasana. Teor€tiski pamatotas un empiriski
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parbauditas PPI programmas izstrade, kuras mérkis ir attistit GI izglitibas konteksta, - ir
sarezgits un daudzdimensionals process, kas ir IpaSi nozimigs Latvijas izglitibas reformu
konteksta.

4. ST pétijuma mérkis ir izvertét jaunizstradatas PPI programmas efektivitati bernu GI
attistiba sakumskolas vecuma, vienlaikus analiz&jot GI ietekmi uz bérnu GL un laimes izjiitu.
Pétijuma rezultati apstiprina, ka daliba PPI programma veicina butisku GI, GL un laimes
Iimena pieaugumu eksperimentalaja grupa, tad€jadi apliecinot programmas efektivitati.

5. Statistiski nozimiga korelacija starp bérnu GI, laimi un GL apstiprinaja PPI
programmas pozitivo ietekmi uz sakumskolas vecuma bérniem. P&tijuma rezultati paradija,
ka EG beérniem, kuri piedalijas PPI programma, salidzinajuma ar KG tika noverots butisks
GI, labklajibas un laimes Itmena pieaugums. P&c intervences EG raditaji statistiski nozimigi
palielingjas un saglabajas arm pec trim meneSiem, apliecinot programmas ilgtermina
efektivitati. Sie rezultati izcel PPI programmas nozimi GI attistiba un padzilina izpratni par
GI, laimes un labklajibas savstarp€jo saistibu un tas ietekmi uz bérnu dzives kvalitati. Turklat
petfjuma gaita tika apstiprinata hipotéze, ka EG visos mérijumu posmos (pirms intervences,
pec un 3 menesus pec) saglabajas pozitiva korelacija starp GI, GL un laimes izjiitu, noradot
uz So raditaju savstarpgjo saistibu visa izpétes perioda.

7. Petijuma tika analizéts GI specifiskais saturs saistiba ar dzimumu atSkiribam.
Rezultati paradija, ka pirms intervences meiteném abas grupas bija statistiski nozimigi
augstaki GI raditaji neka zéniem. Tomér péc PPI programmas ievieSanas un tris ménesus pec
tas §1s atSkiribas vairs netika noverotas, kas norada uz programmas izlidzinoSo efektu GI
attistiba starp dzimumiem. EG gandriz visiem mainigajiem, kas tika meriti visos tr1s pétijjuma
posmos, tika noverota pakapeniska efekta lieluma samazinasanas, kas apliecina PPI
programmas ilgtermina ietekmi un tas 1paSo nozimi zénu GI attistibas veicinaSana.

8. Peétjuma tika noteikta PPI programmas efektivitates neatkariba no baznicas
apmekl&juma biezuma. Rezultati neuzradija statistiski nozimigas atSkiribas programmas
ietekmg atkariba no dalibnieku religiskas prakses ieradumiem, apliecinot, ka PPI programma
bija vienlidz efektiva visiem bérniem neatkarigi no baznicas apmekl€juma regularitates.

PPI programmu integréSana izglitibas sisttma veicina holistisku pieeju, uztverot
cilveéku ka vienotu veselumu un padzilina izpratni par GI, laimes un labklajibas savstarp&jo
saistibu un tas ietekmi uz dzives kvalitati. Garigas attistibas petnieki uzsver nepiecieSamibu

pétit bérnu garigumu multikulturala konteksta, kas atbilst miisdienu zinatnes tendencém.
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Izstradatais instrumentu komplekss, kas integré GI, labklajibu un laimi, ir pielagojams gan
Latvijas, gan starpkultiiru p&tijumiem, paplasinot ta starptautisko pielietojumu. Tapat ar1 PPI
programma ir adapt€jama dazadu valstu konteksta, veicinot starpkultiiru petijumus un
padzilinot izpratni par b&mu GI attistibu, kas tiek atzita par bitisku p@tniecibas jomu

izglitibas un psihologijas zinatné.
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Abstract. The scientific topicality of this study undergirds the demand for innovative,
theoretically and empirically grounded program of psychopedagogical intervention for the
development of children's spiritual intelligence. The task for the spirituality research today is
building of scientifically sound definitions, theoretical models and constructs of spiritual
development. Currently the terminology in this field is rather vague; guidelines for the
application of spiritu ally oriented terminology in research and intervention practice are
missing. The paper aims toward the theoretical analysis of concepts like spirituality, spiritual
intelligence and spiritual development as well as toward the description of the theoretical
approaches determining the up-to-date research related to phenomena and processes in the
field of spiritual development. The authors focus on cognitive-developmental, social ecology
and dynamic systemic approach to the theoretical analysis of the spiritual development. Thus,
the envisaged psychopedagogical intervention will be grounded on comprehensive
investigation in relation to the concepts of spirituality, spiritual intelligence, and spiritual
development as well as on determination of targets and methods for the development of
spiritual intelligence.

Keywords: spirituality, spiritual development, spiritual intelligence, psychopedagogical
intervention.

1. Introduction

Nowadays education faces new challenges as it is not only called to endow the learners
with up-to-date knowledge, but also to assist in the development of well-rounded per sonality,
thus laying the foundation for self-actualized human life. The young generation of the 21st
century has not only already encountered informational abundance and rapid technological
development, but also is forced to answer the question — in this age, when human society needs
to deal with such an array of complex problems — of how we can preserve humanity, respect
toward self and others, and sustain genuine connection with oneself and one’s deepest, truthful

and unique potential.
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A fundamental task of spirituality-related research today is to establish conceptu ally valid
definitions, theoretical models, and constructs of spiritual development. At the present
moment, the terminology suffers from vagueness and the guidelines for the application of
spirituality-related concepts in research practice are missing.

An urgent direction in contemporary educational psychology is a pursuit for the tools to
promote children’s and youngsters’ spiritual development. As shown by the literature analysis,
focusing on spirituality as a phenomenon can help in grounding the develop ment of a
genuinely self-actualized personality of the child. School needs to educate not only a person
with a developed cognitive potential, but also with the spiritual capacities, determining his/her
personality and ensuring a more stable society (Baxen, Nsubuga, Botha, & Johanson, 2014).

In the context of developmental psychology, it appears that a very small part of re search
on psychological development is related to the models of spiritual development. However, the
common view prevails that the imminent task of psychological science is to explore
spirituality, spiritual development, and their impact on human wellbeing (Benson, 2004).
Focusing on childhood, less than half of 1% of studies in child develop ment are related to
children’s spiritual development (Benson, Roehlkepartain, & Rude, 2003; Boyatzis, 2003). An
essential task of modern psychology in this context is the investigation of opportunities,
determinants, and developmental mechanisms of spiritual intelligence (SI).

The scientific urgency of the present paper has been determined by the need to elab orate
a new, theoretically and empirically verified program of psychopedagogical inter vention for
the development of children’s spiritual intelligence. According to the litera ture analysis and
practical experience, such programs of psychopedagogical intervention can be viewed as one
of the most efficient tools for the development of spiritual intelli gence in elementary school
children (Grasmane, 2019).

In this paper, the authors aim to bring forward the theoretical analysis of the concepts like
spirituality, spiritual intelligence, and spiritual development, as well as to illustrate the
theoretical approaches determining the current research related to the phenomena and
processes in the field of spiritual development. The theoretical background of the spiritual
development will be illustrated by three main approaches — cognitive-develop mental, social
ecology, and dynamic systemic approach to the conceptualization of this field. The further
presentation consists of three main chapters: next two chapters will advance the analysis of

spirituality and spiritual intelligence, while the following chapter will address theoretical
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approaches to the spiritual development, thus laying the founda tions for the conceptual
background of envisaged psychopedagogical intervention.
2. Spirituality

Spirituality has been described as a philosophical, psychological, and pedagogical con cept
and, in line with the literature review. Different definitions of spirituality consistently
emphasise that human being primarily is a spiritual being and spiritual development is the
natural need of a human. We are spiritual beings as we are directed and motivated by the need
to ask ourselves some existential questions: Why I was born? Who am I in reality? What do |
want? How can I fulfil my wishes? How can I change something in my life? What is the
meaning of life? Going through one’s life, a person wants to grasp his/her space of life in a
wider context.

A person intuitively engages in a spiritual experience, searches answers to his/her own
questions in relation to spiritual matters. This intuitive spirituality is reflected in questions
articulated regarding the meaning of life and the unique nature of each person. Spirituality is
the capacity of a person to be in contact with the supreme reality and abil ity to use this contact
in search for the answers regarding the personal meaning of life.

Spirituality can be defined in different ways, it can be viewed 1) both from a religious and
a secular point of view, 2) from a religious point of view, 3) from a secular point of view. In a
scientific discourse, it can be detached from religion, focusing more on the inves tigation of a
human’s individual spiritual experience. Keeping the distance between the sci entific research
on an individual spiritual experience and the experience of spiritual studies by traditional
religious confessions, we reach greater freedom and scientific autonomy in articulation of the
scientific understanding of spirituality (Sinnott, 1998).

Scientific exploration of spirituality is inevitably connected to the scholarly discus sion
regarding the central feature of spirituality. It should be noted that central indicators of
spirituality are viewed differently by different scholars of this field. For instance, Fowler,
famous for the investigation of the theoretical underpinnings of this scientific construct,
considers faith as the central feature of spirituality and argues that the de velopment of faith
stimulates the awareness of the meaning of life, the uniqueness of personality, values and
capacity to live in harmony with one’s internal values (Fowler & Levin, 1984). On the other
hand, Oser and Gmiinder see the relationships with the Divine as the main feature of

spirituality (Oser & Gmiinder, 1991). In his turn, Conn argues that the central characteristics
78



of spirituality are ego development, autonomy, and self-awareness, as they affect and are
affected by relationships with others (Conn, 1992). Other theories, related to spiritual
development, focus on the development of moral un derstanding. Representatives of this
direction admit that indicators of moral understand ing influence the quality of human
interaction that can also be regarded as an essential trait of spirituality (Mitchell, 1988)

The urgency of children’s spirituality and spiritual development investigation nowa days
is specifically determined by the fact that the development of a harmonious person ality and
its facilitation are major goals of education in many countries worldwide. The contribution of
psychology in this context is studying the opportunities, prerequisites, and mechanisms of
children’s spirituality development. Scholar of children’s spiritual ity, Boyatzis characterizes
spirituality as faith, beliefs, values, and ability of practical application of these aspects in life.
Studying the forms of children’s spirituality expres sion, the author writes that children’s
spirituality is manifested in their philosophical and spiritual beliefs of life and its processes, in
daily expressions of children’s personality, as well as children’s free drawings and other free
creative works (Boyatzis, 2005; Reich, Oser, & Scarlett, 1999). Woolley states that children’s
spirituality has a combined char acter — it entails both rational and mythological aspects. The
mythological, intuitive, and imaginary constitute the bases for child’s spirituality (Woolley,
2000).

To sum up the ideas by spirituality researchers, it seems that, regardless of already
elaborated scientific guidelines, we are still missing a satisfactory answer to the questions:
what exactly is the research object in the studies of spirituality, and what research methods are
suitable to make scientifically correct inquiry in this field (Francis, 1998)?

Starting elaboration of the psychopedagogical intervention for spirituality for chil dren we
need to clarify the understanding of forms and traits of spirituality and answer the question —
what exactly needs to be developed by the newly designed program? What specific features or
aspects should be developed in order to claim that the given program develops spirituality?
One of the possible answers to this question is spiritual intelli gence (SI) — a construct that can
be successfully conceptualized and empirically studied as the central phenomenon developed
by means of psychopedagogical intervention. We will have a short insight in this phenomenon

in the next chapter of the paper.
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3. Spiritual intelligence

Development of SI is essential for humans to have a successful life as a personality and to
reach the goals of one’s life. The input of psychology in this context could be the ex ploration
of possibilities, determinants, and mechanisms for the development of SI. The concept of SI
is closely connected with the concept of spirituality, but in the context of the given paper, it
has a scientific connotation and in psychology it is detached from the straightforwardly
religious approach to the understanding of spirituality.

At the end of the last century, reacting to the studies by Gardner in relation to the
multidimensional nature of intelligence, the scientific community observed the blos soming of
the research on separate dimensions of intelligence — social, emotional, mor al intelligence.
Social and emotional intelligence encompasses the capacities of social and emotional
perception — a specific level of intrapersonal and interpersonal capacities (Gardner, 2000;
Goleman, 1995; Wigglesworth, 2011). Initially, SI in these studies was described as moral
intelligence, later it was substituted by the specific name of spiritual intelligence. Let us review
several most significant explanations of SI in order to aggre gate the provisional list of targets
for the envisaged intervention program.

Thus, Vaughan describes the development of SI as going beyond the direct psycho logical
development in the traditional sense. Besides the development of self-awareness, SI can be
grasped as a transcendent, mystical, or spiritual attitude toward life, thinking, relationships,
and world. Working as a psychotherapist, he observed that a high level of SI opens human
heart, enlightens one’s mind, inspires the soul, connects the individual, unique part of
personality with human mind, and enables ways to express this unique ness. SI can be
developed by means of spiritual exercises and the development of SI can help us to avoid the
delusional perspective of the world. Cultural expressions of SI are love, wisdom, and service
(Vaughan, 2003). Grounding on the studies and definitions by Vaughan, we can discern several
important indicators of SI — spiritual self-aware ness, acquaintance with different states of
consciousness, ability to switch between these states, intuition, meditation, and visualization,
enabling to grasp and unveil the wisdom of the inner world (Vaughan, 2003).

On the other hand, Emmon describes SI as adaptive skills and discerns five faculties of SI,
namely, to 1) rise above the physical and material perception of the world in a tran scendental
way, 2) deliberately switch between different states of mind, 3) sanctify daily experience, 4)

use the spiritual resources to solve problems, and 5) be (Emmon, 1999, 2000). Based on
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Emmon’s definition of SI, we can distinguish one more essential aspect of SI — adaptive skills
— that allows using spiritual capacities and information, efficiently dealing with daily problems
and reaching set goals (Emmon, 2000).

One of the leading researchers of SI, King similarly pictures SI as a collection of adap tive
mental capacities, grounded on the spiritual, transcendental, and immaterial perception of the
world, especially stressing those capacities that help to access the unique human nature,
determine the meaning of human life, transcendence, and assist in widening the limits of self-
awareness. These processes play an adaptive role in the awareness of person al meaning, thus
helping to solve different problems and developing the ability for abstract argumentation. The
author distinguishes five features of SI: understanding and awareness of personal meaning,
transcendental awareness, critical existential thinking, high level of general awareness (King,
2010). Theory elaborated by King, among other things, stresses one more essential feature of
SI — the awareness of one’s uniqueness.

Zohar and Marshall, in their turn, explicate SI as a possibility to ask yourself — how to
change my life if I want to? SI helps to make decisions in tune with one’s inner world and
values. The authors discern the following features of SI: self-awareness, spontaneity,
creativity, holism, vision of life and values, ability to accept diversity, sense of inde pendence,
ability to create, re-create, awareness of resources, mission and awareness of one’s self as a
self-respecting and humble personality. Based on this definition, SI can be explained also as
the development of universal awareness in terms of the idea that a human being is a responsible
part of a greater whole and his/her decisions influence the surrounding world (Zohar &
Marshall, 2011).

Researcher of SI, Wigglesworth defines SI as a human’s inner need and ability to encounter
something greater than him/herself. The researcher emphasizes that a person with SI is calm,
focused, aware of one’s mission and calling, loving, compassionate, able to take care of others,
faithful, courageous, trustful, forgiving, generous, a great teacher, leader and mentor, humble,
wise, non-violent, open-minded, persistent, oriented toward values, able to devote him/herself
to others and serve others. This definition highlights one more trait of SI — ability to accept
and engage with something greater, entailing the awareness of mission and calling, the unity
of heart and mind, understanding of one’s personal meaning of life, and development of mature

personality (Wigglesworth, 2011).
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Moldavian researcher Gheorghita depicts SI as healthy and powerful self-awareness that
enables one to rise above the cognitive and emotional intelligence, in this way help ing to find
solutions for the tasks of one’s life in a more efficient way, being in a state of emotional balance
and stability. SI connects the cognitive and emotional intelligence and fosters the development
of these two dimensions of intelligence (Gheorghita, 2014). Ac cording to the theoretical
exploration of SI by Gheorghita, one more feature of SI is the development of a self-aware
personality. Such a personality displays self-respect, ability to live in the present moment,
“here and now”, as well as the sense of independence, ability to oppose the views of the crowd
and defend one’s own standpoint (Gheorghita, 2014; Zohar & Marshall, 2000).

In her turn, researcher and children therapist Painton writes that, in the course of her 20
years of experience of working with children’s psychopathologies, she has observed that, by
helping children to reach self-awareness, awareness of their inner world — talents, power,
peace, faith and, thus, developing their SI, she was able to improve children’s psy chological
health and reduce their pathologies. Painton defines SI as the level of awareness of one’s own
inner world: SI is the capacity of a child to sense the deepest dimensions of being, bringing
him/her freedom, developing his/her intuition, faith, empathy, and other spiritual qualities.
High SI builds the child’s awareness of self-worth, understanding of the meaning of life,
awareness of vision and goals of life (Painton, 2009).

All research mentioned above point to the significance of SI development, however, the
pressing question remains — in what way and with what tools can we foster the de velopment
of SI? The research literature does not represent ready-made programs and methods for the
development of SI. The same problem appears in relation to the ways of integration of SI
development in educational process, albeit it is known that maturation of SI stimulates the
development of rational intelligence (Bhatia & Safara, 2013).

1) To sum up the features of SI mentioned above, we can outline five targets that should
be reached by the psychopedagogical intervention program for the development of chil
dren’s SI: 1) to develop universal awareness and ability to be in contact with supreme
reality (Zo har & Marshall, 2000; Wigglesworth, 2011);

2) to develop spiritual self-awareness — different states of consciousness, ability to switch
between these states, intuition, meditation and visualization, enabling to grasp and
unveil the wisdom of the inner world in order to use it in solving real life prob lems

(Emmon, 2000; Goleman, 1995; Vaughan, 2003; Zohar & Marshall, 2000);
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3) 3)todevelop skills of adaptation, enabling the usage of spiritual capacities and informa
tion for efficient dealing with daily problems and reaching set goals (Emmon, 2000;
Vaughan, 2003; Wigglesworth, 2011; Zohar & Marshall, 2000);

4) to teach awareness of human uniqueness, fostering access to one’s own unique na ture
and shaping meaning of life, transcendence, enhancing limits of self-awareness (King,
2010; Wigglesworth, 2011);

5) to develop a self-aware personality, able to live in the present moment, with a sense of
independence, ability to oppose the view of the crowd and defend one’s own per
spective, to develop authenticity, skills to feel, hear oneself and express it verbally,
ability to ask questions and search for personal answers regarding the meaning of life,
to evaluate personal resources and develop the sense of self-sufficiency (Gheorghita,
2014; King, 2010; Wigglesworth, 2011; Zohar & Marshall, 2000).

The next chapter of the paper will focus on spiritual development and its theoretical
approaches. The analysis of these approaches will allow designing the theoretical back ground
of psychopedagogical intervention not only on the level of goals, but also in terms of methods
and approaches.

4. Spiritual development: looking for the theoretical approaches

As it was mentioned above, spirituality and, in the same vein, spiritual development is a
multi-functional concept, therefore, spiritual development, as well as the spirituality, can be
analysed from different angles (Benson, Roehlkepartain, & Rude, 2003). Reaching agreement
over the definition of spiritual development has been a hard and complex task. The main
problem is to find the common response to the scientific question — what should be developed
in order to identify this development as a spiritual development in scholarly research? Even in
scientific literature oriented toward the problems of spiritual development, for instance,
Handbook of Spiritual Development of Childhood and Ad olescence (Roehlkepartain, King,
Wagener, & Benson, 2006), scientists view the con struct of spiritual development from
different perspectives. Again, these difficulties in explanation of the construct testify to the
multi-functional character of spirituality and spiritual development. To deal with this problem,
The Center for Spiritual Development, situated within the Search Institute in Minnesota, USA,
suggested the following defini tion of spiritual development: it is growth in “intrinsic capacity
for self-transcendence, in which the self is embedded in something greater than the self,

including the sacred... it is shaped both within and outside of religious traditions, beliefs and
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practices” (Ben son, Roehlkepartain, & Rude, 2003, pp. 205-206). According to Boyatzis
(2003), the spiritual development, thus, can be viewed as 1) a natural propensity (Hay, Reich,
& Utsch, 2006), b) a form of socialization shaped by different experiences within and out side
religion (e.g., family, education, etc.), 3) connection and relationality to what is beyond the
self.

The literature analysis shows several theoretical approaches to the issues of spiritual
development offering different perspectives on this phenomenon. The further presenta tion
will elaborate three most important views in this regard: 1) the cognitive-develop mental
approach, 2) the dynamic systemic theory, and 3) the social ecology approach.

Cognitive-developmental approach

The cognitive-developmental approach was initiated by two types of discussions in the
research field of religious concepts. The first discussion started already in the 1960s, when
spirituality and spiritual development, according to the theories by Piaget, were defined using
the concepts of God and prayers (Elkid, 1970; Goldman, 1965; Long, Elkid, & Spilka, 1967).
The second wave of discussions in the 1990s emphasised the intuitive, domain-specific nature
of thinking (Boyer, 1994). Both of these discussions ex plicitly suggest an idea that spirituality
can be developed. Later on, Johnson (2000) and Boyatzis (2003) implicated that spirituality
can be developed if a person gets assistance in reaching self-awareness of his/her intuitive
natural spirituality, gradually infusing it in the process of deliberate thinking.

Similarly to an individual human being, who intuitively searches for and wants to reach
awareness of his/her inner spirituality, psychology as a social science has already for sev eral
centuries explicitly tried to describe the path of human spiritual development. Starting with C.
G. Jung, who described a transformative journey of personal awareness from per sonal and
collective unconscious to individuation, this is evident in E. Erikson’s stages of psychosocial
development, pointing to the awareness of personal identity in social context, and in six stages
of moral development conceived by L. Kolberg, from egocentrism to democracy and
awareness of universal ethical principles. In addition, C. Gilligan, who has suggested the ethics
of care, has elaborated the stages, which in their essence are very close to the stages of spiritual
development. She distinguishes three levels of human develop ment, starting with the
awareness of purely individual and egocentric needs and submission to them, to a person of
high moral standards, able to consider one’s own needs on the one hand, and care for the needs

of others on the other (Giligan, 2003). In addition, the theory by R. Kegan on the evolution of
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consciousness draws close to the essence of spiritual de velopment. He discerns five stages
considering the order of mind: 1) impulsive mind (2—6 years of age), 2) instrumental mind (6
years old through adolescence), 3) socialized mind (post-adolescence), 4) self-authoring mind
(about 35% of adults), and 5) self-transforming mind (typically after 40 years of age if
achieved) (Kegan, 1982).

All these cognitive theories lead to the field of spirituality, spiritual development, and SI.
However, since spiritual development as a deliberately studied phenomenon ap peared in the
psychological research only at the end of the 20th century, scientific litera ture is still scarce
of empirically grounded and well-described models featuring different aspects of spiritual
development, in line with stages of cognitive development.

Human development is usually conceived in a multifunctional context and research ers try
to analyse diverse aspects of development. For instance, Kartwright describes the link between
two aspects of development — cognitive and spiritual development, integrating Piagetian
approach to cognitive development with spiritual development (Kartwright, 2001).
Sensomotoric stage is the first developmental stage, where a child still cannot detach
him/herself from the surrounding world. Children cognize the world through their senses. At
this stage, in the context of spiritual development, a person unconsciously senses spirituality
or, possibly, receives some kind of spiritual information but is unaware of spirituality as a
fundamental reality that, though immaterial, is an essential human life quality prerequisite
(Koplowitz, 1990). Like a sensomotoric infant who is not aware of other individuals as
separate entities, also as concerns the spiritual development, at this stage an individual is not
aware of spiritual experience that s/he lives through unconsciously.

At the next, pre-operational development stage, a child perceives the world in a sym bolical
and mythical way. In addition, at this stage in one’s spiritual development, an individual cannot
consciously apply spiritual development mechanisms. S/he has started the route of inner
transformation, but is treating any changes more like a miracle. A child does not know the
prerequisites of spiritual development and cannot use them conscious ly in spiritual
development. This stage is dominated by mystically mythological thinking and mythological
symbolical perception of spirituality. The stage of concrete operations with the beginning of
the development of child’s logic, applying visible objects and observing regularities,
practically creates a similar effect in child’s spiritual development. An individual develops

inner transition and starts admitting generally accepted concrete accounts of spiritual
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development and conscious ly applying them in one’s life and subjective experience
(Labouvie-Vief, 1999). As the stage of concrete operations in spiritual development is marked
by forming logical con clusions based on visible experience and general explanations, at this
stage a human starts searching for logical explanations for his/her relation with God. This stage
ensues when an individual is no longer satisfied with a purely symbolical mythological and
mythical account of the spiritual world and starts searching for explanation of what hap pens
in his/her life. Hence, unified social norms provide support for both intellectual and emotional,
as well as spiritual world cognition and development. At this stage, an individual may reveal
concrete significance and meaning of particular spiritual regular ity and most often this
concerns human conduct, social control, values, and beliefs. A human focuses on a concrete
action proceeding from moral norms or values assumed by the individual as his/her own.
Hence, at this stage he/she may focus on developing communication of kindness and love in
oneself and relations with others in one’s social milieu, at the same time absolutely ignoring
someone in need asking for help, if this value has not been socially suggested as necessary
(Fowler, 1994).

At the stage of concrete operations, an individual starts objectively and logically
differentiating between subjective and objective opinions in perceiving and interpreting
various phenomena. At this stage, an individual can get more and more distanced from the
collective knowledge of culture, family, and community and is able to notice differ ent
opinions and beliefs accepting several opinions instead of accepting one opinion as the only
truth.

Thus, a human gradually reaches the stage of formal development. The ability to regard
and consider different versions of reality, classifying them in accordance with personal values
and beliefs, is a typical model of formal thinking characteristic of this stage of cognitive
development (Sinnott, 1998)

When an individual reaches the formal development stage, according to Piaget, he/ she
develops the ability of abstract judgement of processes and matters. In relation to the spiritual
development, at this stage, a person gains the ability to guide his/her conduct in accordance
with abstract principles and values. For instance, a person may focus on developing kindness
or love as values in oneself and looking for opportunities to express them in one’s life. A person
explores and cognizes particular forms of expressing love or kindness and tries to put them to

practice in his/her life. Relations with the highest force or God at this stage are formed through
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actual expressions of love and kindness towards other people. At both the concrete and the
formal stage, a person makes judgements on the bases of objective, logical explanations and
avoids any subjective interpretation.

However, at some moment of the individual’s development, s/he may start doubting values
of culture, religion, and family as the only truth and begin to consider various alternative
versions of reality and assume more appropriate versions matching them with one’s deepest,
unique world vision. At this moment, an individual reaches a post-formal development stage
(Sinnot, 1998). In this way, a new subjectively objective world vision is formed that is
characteristic of the post-formal stage of spiritual development.

J. Fowler is another scholar of spiritual development who attempted at integrating Piaget’s
theory of cognitive development with spiritual development. He places faith at the heart of
spiritual development that is regarded by other scholars as an essential com ponent of
spirituality and SI (Emmon, 2000; King & DeCicco, 2009; Vaughan, 2003; Wigglesworth,
2011). Based on Piaget’s stages of cognitive development, he distin guished seven stages of
faith development: 1) primary or non-differentiated stage (from birth to 4 years of age) —
natural faith, the development whereof depends on the impact of the surrounding environment
on child’s natural faith manifestations; 2) intuitively projective faith (3—7 years of age) — a
great role is attributed to imagination and symbols, faith develops through spiritual tales and
bears a magical character in child’s perception; child’s thinking of faith is more intuitive than
rational; 3) mystical literary faith (6—12 years of age) — critical thinking abilities develop, a
child gains life experience and starts separating the truth from mythical literary art works; at
this age children ask the ques tion: “What is the truth?” 4) synthetically conventional faith (11—
18 years of age and many adults) — adolescents start thinking abstractly and reflecting on the
way peers and family practice their faith values, compare themselves to others, marked by
conformism, generalized thinking of values and faith; 5) individually reflective faith (18-27
years and any other age) — growth of individual faith, personal opinions, and ability to respect
different viewpoints; suffering may test a person’s world view and faith, and person’s spiritual
development is determined by whether a person can remain faithful to his/her belief and
opinion; 6) conjunctive faith — this stage is reached before 30 years of age by just 7% of people
and on the whole far fewer people ever reach this stage as compared to the previous one; in
stage 5, faith is confirmed by suffering giving rise to control, disci pline, and complete

awareness of one’s faith, whereas in stage 6 a new opinion is formed and a new, much more
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mature experience of faith is developed that is able to process the tension created by life and
negativity; a person undergoes a process of transformation, is aware of it and accepts it; at this
stage a person, being fully aware of one’s world view, can humbly accept completely different
world view; 7) universal faith — the highest de gree of faith development that, according to
Fowler, is reached by just 0.3% of humans, stage of sanctity, enlightenment, and highest
development in which a person gains the fruit of faith; a person sees, hears, realizes, and
applies spiritual gifts of supernatural character (Fowler, 1981).

The cognitive approach bears an inner focus characterizing inner spiritual develop ment.
To elaborate psychopedagogical intervention for SI development, it is essential to investigate
and take into account these inner psychological aspects of spiritual develop ment as they help
to set objectives of SI development and search for the most appropriate methods to reach them.
Thus, cognitive theories of spiritual development reveal that: 1) as spirituality is prone to
development, eventually, such intervention is meaningful, 2) spirituality is an inner intuitive
phenomenon, the development whereof is related to raising intuitive thinking to awareness and
rational thinking, 3) spirituality is the ability to communicate with the transcendent, 4)
spirituality is related to the quality of contact with oneself, one’s intuitive, unique nature,
quality of relations with other people, ability to respect nature and the surrounding
environment as well as the quality of relations with the supreme reality.

The dynamic systemic spiritual development theory

The leading scholars of developmental psychology indicate that inability of cognitive stage
theories of listing variables that affect the research results gives an opportunity for emergence
of a new theoretical base of spiritual development studies named dynamic systemic theory
(Boyatzis, 2005; Spilka, Hood, Hunsberger, & Gorsuch, 2003). The cog nitive approach treats
development in relation to the age periods, whereas the dynamic systemic approach
investigates the development of spirituality irrespective of a particu lar age of a person
(Overton, 1998). The cognitive approach conditionally forms the gen eral theoretical base of
the understanding of spirituality; whereas the dynamic systemic theory is applicable in
untypical situations (e.g., child’s SI development is impeded or temporarily blocked due to a
psychic trauma). In cases of untypical experience, schol ars regard stages of spiritual
development of a particular person irrespective of his/her age (Boyatzis, 2005). Scholar of
spiritual development, Spilka writes that the obsession with formulating particular age stages

interferes with the understanding of a human’s unique nature and unique spiritual development
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(Spilka et al., 2003). The theoretical basis of this approach is supplemented by G. Siegler who
investigated children’s individual mathematical abilities and elaborated methods of helping
children to do sums. Within this research, G. Siegler revealed that each child at a particular
stage of his/her devel opment has a command of a different thinking strategy. Various thinking
strategies of a child compete and one of them dominates at a time. For this reason, the
researcher noted that children of a similar age cannot be compared, but it is important to search
for the dominating thinking strategy for a particular child. Similarly, G. Siegler discusses chil
dren’s SI development. She writes that, when observing children’s and adults’ doubts of their
faith, one should not ignore that at each moment another spiritual thinking strategy is
dominating and it is more sensible to study these thinking strategies and the way they replace
one another than elaborate static spiritual development models (Siegler, 1996).

The most popular of the dynamic systemic theories is that by J. Fowler who describes faith
development stages in relation to not only a person’s age but also proceeding from qualities of
the formation of the living faith. Fowler distinguishes seven aspects of faith that he calls “faith
structure consciousness windows” and analyses them regarding per son’s awareness of faith
and its maturity. Faith consciousness windows are characterized as follows:

Aspect 1 — form of logic. This aspect describes the most characteristic model that
constitutes a person’s worldview. This entails faith development stages 1—4 as formulated by
Fowler that comply with Piaget’s cognitive development stages from chaotic to abstract
thinking (Fowler, 1981; Piaget, 1972).

Aspect 2 — impact of social perspective. This aspect considers the way one person’s inner
construct affects another person. This construct invites to look deeper into oneself and through
another person learn more deeply about one’s inner world. This aspect develops more slowly
as people tend to perceive others not relating that to learning about themselves.

Aspect 3 — formation of moral judgements. This aspect emphasizes what a person thinks
of morality and how s/he can make decisions based on inner morality.

Aspect 4 — limits of social awareness. Faith develops in the social context and is related to
community, family, and church. Community facilitates faith develop ment and this aspect
focuses on a person’s ability and quality of being within a community.

Aspect 5 — focus on authority. This aspect describes the impact of authority on the
development of faith and the way faith is related to authority, for instance, how authority can

affect a person’s understanding of the meaning of life.
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Aspect 6 — awareness of the world coherence. This aspect investigates the way of the
formation of a person’s worldview assumed collectively or individually by undergoing diverse
experiences.

Aspect 7 —symbolical function. This aspect considers the way a person realizes and applies
symbols (Astley, 2009).

Teachers of Sunday schools and Christian teaching point out that about 70% of chil dren
develop their faith in a particular way and 30% of children undergo untypical de velopment
concerning their faith (Fowler, 1981). In such cases, Fowler’s faith structure of consciousness
windows help teachers to better understand children and develop an individual teaching
approach (Fowler & Dell, 2006). The majority of representatives of this trend prefer a deeper
investigation of a child’s development taking into considera tion individual indicators
(Overton, 1998).

Hence, the dynamically systemic spirituality development theory emphasizes the
significance of a child’s unique and individually specific spiritual development. Thus, working
out the psychopedagogical intervention for the development of children’s SI, it is essential to
define spiritual thinking strategies and qualities that are not related to a particular age, but
characterize the quality of SI development.

The social ecology approach to child’s spirituality development

The first to lay the theoretical ground for this idea in 1978 was Vygotsky who suggested
that children develop in a socio-cultural environment where most important factors are parents’
knowledge and the way they practically apply knowledge models created by social and culture
life to help children develop and grow (Vygotsky, 1978). At the same time, Bronfenbrenner
elaborated the ecological development theory that emphasizes the necessity to study
development in diverse environments and understand the ecological system of human living,
growth, and development. According to Bronfenbrenner’s eco logical system theory, humans
are included in various ecosystems, starting with the most intimate family ecosystem, then a
broader school system, finally the broadest system entailing society and culture. Each of these
systems interacts with and influences one another in all aspects of human life (Bronfenbrenner,
1979).

Later on, the social ecology approach was used in studies of spiritual development,
assessing the impact of the social context on a child’s spiritual development (Boyatzis,

Dollahite, & Marks, 2006). Within this approach, the focus is on the impact of social sys tems
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close to a person (family, peer groups, church, and school) on spiritual development and
various interactions among these groups as well as impact of these interactions on a person’s
spiritual development. According to scholars, development happens in various social contexts
and, like Bronfenbrenner, researchers of spirituality regard the family as the primary social
context. Outside the social impact of the family, other social contexts affect a person and they
are compared to the influence of the family context.

The social ecology approach focuses on the interaction among various social con texts and
different spiritual aspects of human life. Hence, in this context children’s per ception of various
religious activities is studied, e.g.: praising God, spiritual support of Christians and the way it
helps them grow spiritually (Regnerus, Smith, C., & Smith, B., 2004). The major emphasis of
the theory is on family mechanisms that affect child’s spiritual development. From this angle
of vision parents and other adults who bring up a child may function as mentors who facilitate
the development of child’s spirituality and spiritual thinking. The most popular scholar of this
trend, K. Hyde investigates the way God’s image “lives” in child’s thinking and affects other
relations in child’s life. Alternatively, the other way round, how relations with parents
influence child’s notion of God in child’s thinking and perception (Hyde, 1990). K. Hyde
describes children’s perception — that a child sees God in an anthropomorphic way, as similar
to human. A child sees God as a large person in heaven and the way a child perceives parents
does not differ much from the way a child perceives God. Parents are anthropomorphized in
child’s perception and parental figures act in child’s thinking as fundamental cognitive
prejudices (Barett & Keil, 1996). Children endow both parents and God with natural and
supernatural abilities. However, research shows that God is attributed higher-level powers as
compared to parents. Hence, a 5 years old girl believes that her mother would not be able to
understand a crude drawing made by her, but God would be able to do it at once (Wolley &
Phelps, 2001). God’s supernatural, transcendental power in a child’s life is combined with the
child’s own individual faith and belief.

Another approach within this theory that treats specifically children’s spiritual devel
opment is the transaction theory that indicates that parents and children influence each other’s
spiritual development (Kuczynski, 2003). Young researchers of spirituality prefer this model
and argue that family aware of just the parent’s impact on child’s develop ment is directive. It

is hard to determine where parents’ influence ends and children’s self-development starts. It is
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regarded that a child possesses intuitive, unique, natural spirituality and in families using non-
directive approach to upbringing, spirituality is exchanged, thus enriching one another.

The social ecology theory is a theory oriented toward the impact of external factors. Hence,
elaborating psychopedagogical intervention for the development of child’s SI, one must take
into consideration the quality of the mutual interaction between a teacher and a learner.
Researchers who already have elaborated similar programs emphasize the significance of this
aspect in the implementation of spirituality development program (Lipman, 1988; Stanszus et
al., 2016). They also indicate that efficient course of the program implementation and its
outcomes depend on teacher’s readiness for directing the program.

Regarding the theoretical trends of spiritual development, one may make conclusions
useful for the elaboration of psychopedagogical intervention for SI development:

1) Elaborating psychopedagogical intervention, it must be precisely defined which
spirituality component is developed as well as being clearly aware of its significance and
theoretical background. Such an intervention is considered scientific in case the authors
precisely define what construct exactly it develops and what specific features of this construct
are supposed to be developed.

2) The cognitive-developmental approach characterizes spiritual development as an inner
quality. To elaborate psychopedagogical intervention for SI development, it is essential to take
into consideration these inner psychological aspects of spiritual development as they will help
to delineate the objectives of SI development that, in turn, will help in searching for most
appropriate methods to reach them. Cognitive theories are useful for SI development by
confirming that spirituality can be devel oped, it is an inner intuitive phenomenon, the
development whereof is determined by raising from intuitive to conscious thinking.

3) As the dynamic systemic theory highlights the significance of child’s unique and
individual spiritual development, when elaborating psychopedagogical intervention for
children’s SI development, it is important to define spiritual thinking strategies and qualities
that are not related to a certain age but characterize the quality of the individual SI
development. SI program in fact entails developing such thinking strat egies, therefore the
theoretical framework of the paper defines features of SI and seeks for methods of developing
them

4) The social ecology approach to child’s spirituality development is a theory of the impact

of external factors. To elaborate a psychopedagogical intervention for child’s spiritual
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development, it is essential to take into consideration the quality of the in teraction between a
teacher and a learner. Researchers who have elaborated this kind of programs emphasize the
significance of this aspect in the implementation of the spirituality development program
noting that an efficient course of the program im plementation and its outcomes depend on
teacher’s readiness for directing the program.
5. Conclusions

The 21st century is characterized by an extremely rapid and broad development of sci ence
and technologies. However, while one part of humankind finds this to be an exciting challenge,
others, including children, could experience great anxiety, deep loneliness, and fear. Scholars
hold that modern developmental psychology findings and the system of education in general
by disregarding the spiritual aspect of human development create grave consequences
manifested in the present-day political, social, cultural and other major spheres of society
(Souza, Francis, Higgins-Norman, & Scott, 2009). Develop ment of spirituality and its
integration into the system of education facilitate the develop ment of a society that serves
higher values, is capable of forming mutual relations based on humane attitude and respect to
life, both in nature and in human. Spirituality development is not just an issue of bringing up
children to integrate them into society but it is a prerequisite that helps providing children with
an opportunity of understanding the surrounding world and becoming responsible for their
decisions. The issue of spiritual development is a basic issue of spiritual health, spiritual
wellbeing and a happy, sustainable development-oriented society. Hence, elaboration of
spirituality de velopment programs, tools, and methods is an essential and significant objective

of the contemporary science of psychology.
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Sakumskolas vecuma bérnu gariga intelekta skalas izstrade:satura pamatotibas
izvertesSana
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Anotacija.

Ka viena no pamatdimensijam, kas nodrosina individa un sabiedribas dzives kvalitati,
gariguma dimensija pédeéjos gadu desmitos ir ipasi piesaistijusi zinatnieku uzmanibu. Ta ka
zindatniskaja literatiira gariga intelekta (Gl) mérisanas instrumenti sakumskolas vecuma
bérniem nav atrodami, raksta atspogulotda pétijuma virsmerkis balstas vajadziba izstradat
skalu bérnu GI mérisanai, kas biuitu izmantojama, cita starpa, ari Gl attistibas programmu
efektivitates izvértesanai.Dotais pétijums atspogulo Sis skalas izstrades procesu tas satura
pamatotibas izvértésanas posmd. Par jaunds skalas teorétisko pamatu kluva modelis, kas
ietver bérnu GI specifiskas pazimes un balstas D. Kinga, S. Viglsvortas, Dz. Fisera, DZ.
Faulera, K. Kartraitas un M. Paintones teorijas par GIl.ToposSo bérnu GI skalas satura
primaras validizacijas empiriskais petijums ietver ekspertu viedoklu analizi par izstradata
bérnu GI modela atbilstibu GI teorétiskajai izpratnei, vinu praktisko pieredzi saistiba ar
modela elementiem, ka ari ekspertu vertejuma analizi GI skalas pantu formuléjumiem
attiecigd vecumposma konteksta.Sesi eksperti, kas tika izvéleti, balstoties uz vinu
teorétiskajam zinasanam un profesionalo pieredzi peétijuma joma, aizpildija strukturétu
aptauju, aprakstosi izvértéjot bernu GI modela komponentus un apakSkomponentus, tiem
atbilstosos pantus un komentéjot pétamo problému.Realizétie skalas izstrades procesa soli
satura pamatotibas noskaidrosanas un uzlaboSanas konteksta, iegiitas atbildes uz pétijuma
Jjautdjumiem un darbs pie atklato neprecizitasu un problemu novérsanas ir lavusi sasniegt
petijuma mérki — noskaidrot sakumskolas vecuma bérnu GI skalas mérama fenomena satura
reprezentativitati, piemérotibu un izstradato pantu un teorijas savstarpéjo saderibu.
Teorétiskie un empiriskie pétijuma rezultati lauj secinat, ka toposa skala ir saturiski pamatota
un tadejadi paver celu talakajam darbam pie skalas psihometriskas validizacijas.

Atslegvardi: garigais intelekts, satura pamatotiba, teorétiskais modelis, ekspertu aptauja,
Bérnu GI skala (BGIS)
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An Elaboration of the Spiritual Intelligence Scale for Primary School Children:
Evaluation of Content Validity

Abstract

Over the past few decades, the spiritual dimension—recognized as one of the foundational
aspects ensuring the quality of individual and societal life—has increasingly attracted the
attention of researchers. Given the lack of available tools for measuring spiritual intelligence
(S1) in primary school-aged children, the strategic aim of this study was to develop a scale for
assessing children’s SI. This work draws on the theoretical frameworks of D. King, S.
Wigglesworth, J. Fisher, J. Fowler, K. Cartwright, and M. Painton.The empirical part of the
study focused on the initial validation of the scale's content. It involved expert analysis to
assess the alignment between the proposed SI model for children and established theoretical
foundations. Experts also evaluated the relevance of the model’s components in light of their
professional experience and provided feedback on the age-appropriateness and clarity of the
scale’s items.Six experts, selected based on their theoretical knowledge and professional
experience in the relevant field, completed a structured survey. They provided descriptive
evaluations of the model s components and subcomponents, reviewed the corresponding items,
and offered insights regarding the research problem.The steps taken to ensure the content
validity of the developing scale, including addressing inconsistencies and refining problematic
items, enabled the researchers to achieve the study's aim: to determine the representativeness
and appropriateness of the construct being measured and the consistency between the
theoretical model and item formulations.The findings of both the theoretical and empirical
phases support the content validity of the proposed scale and pave the way for its further
psychometric validation.

Keywords: spiritual intelligence, content validity, theoretical model, expert survey, Children’s
Spiritual Intelligence Scale (CSIS)

Tevads

Pasaules Veselibas organizacija jau 2002. gada noradija uz gariguma dimensiju ka vienu
no seSam pamatdimensijam, kas nodrosina cilvéka dzives kvalitati, un garigumu uzsvera ka
vienu no miisdienu cilvékam svarigakajam veértibam. ST téma pedgjos gados ir piesaistijusi
zinatnieku uzmanibu un ir veikti daudzi empiriski pétjumi (World Health Organization
[WHO], 2002; Beehner, 2019). Pieméram, gariguma pétnieks R. Vuthnovs ir veicis plasa
meéroga pétijumu par misdienu amerikanu garigumu, kura izmantoja cilvéku aprakstus par
savu garigo un religisko pieredzi (Wuthnow, 1998). Savukart K. Rufs ir pétijis mazu bérnu
garigumu, atklajot, ka pasi bérni garigumu uztver ka kaut ko, kas ir attistams un pilnveidojams
(Roof, 1999). Gariguma pétnieki apgalvo, ka zinatniskajos p&tijjumos par So t€mu varam
novérot terminologiskas neskaidribas — trikst vadliniju dazadu ar garigumu saistitu terminu
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pielietosanai pétniecibas praksé (Hay & Nye, 1998). T. Dz. Vatsons parada gandriz
neizb&gami konflikt§joSo gariguma teoriju un definiciju biezokni, aprakstot ari ierobezoto
literatiiras klastu o jédzienu analizé (Watson, 2003). Tadgjadi diskusija par garigumu un ar to
saistitajiem jédzieniem, ka ar1 gariguma pétijjumu metozu izstradasana ir arkartigi butiska
zinatniska nepiecieSamiba.

Dota pétijuma virsmérkis balstas vajadziba parbaudit jaunas, teoretiski un empiriski
pamatotas psihopedagogiskas intervences (PPI) bérnu gariga intelekta (GI) attistiSanai
efektivitati. Lai to paveiktu, nepiecieSams izstradat skalu bérnu GI meériSanai, un dotais
pétijums atspogulo b&rnu GI skalas (Spiritual Intelligence Scale for Children, SISC) izstrades
procesu tas satura pamatotibas izvertéSanas posma.

Kops$ pagajusa gadsimta beigdm, kad GI jeédziens kluva par zinatnisku diskusiju
priekSmetu, ir raditas vairakas skalas GI meriSanai picaugusajiem. Viena no pazistamakajam
ir D. Kinga radita GI mériSanas skala SISRI-24 (Spiritual Intelligence Self-Report Inventory),
kas ir adapteta ar1 latvieSu valoda (Regzdina, 2017).Ta ka p&tnieki uzsver nepiecieSamibu
atttstit GI jau agrina vecuma, bitiski ir izstradat beérniem atbilstoSus GI izp&tes instrumentus
(Wuthnow, 1998). Bérnu GI p&tniece M. Paintone sava gramata “Veicini sava bérna garigo
intelektu” (Encouraging Your Child’s Spiritual Intelligence)” piedava vecakiem un bérniem
domatas aptaujas bernu GI izpétei. Sis pétnieces izstradatas aptaujas panti tika nemti par
paraugu jaunizstradatas bérnu GI skalas pantiem (Painton,2007).

Ta ka zinatniskaja literatura Gl meériSanas instrumenti tieSi sakumskolas vecuma
bérniem nav atrodami, aplikosim izpétes instrumentus, kas saistiti ar dazadiem bérnu
gariguma aspektiem.

Ka vienu no plasi izmantotam skalam bérnu gariguma pé€tnieciba var minét J. FiSera
Garigas veselibas skalu sakumskolas vecuma bérniem (FGLL/Feeling Good, Living Life,
Fisher, 2004). Fisers ka bitisku zinatnieku uzdevumu uzsver validizétu skalu izstradi un
publiskoSanu, kas atvieglotu pétnieku uzdevumu pétit dazadus bérnu gariguma aspektus, ka
ar1 programmu un metozu veidosSanu, kas meérktiecigi attista bérna garigumu (Fisher, Francis,
& Johnson, 2000). Savukart gariguma pétnieks R. Gomezs sadarbiba ar Dz. FiSeru ir izveidojis
garigas labklajibas aptauju (SWBQ/Gomez & Fisher, 2003), kuru var izmantot sakot no 11
gadu vecuma. IndieSu GI pétnieki C. Madhumathi un D. Suparna izstradaja 55 pantu pusaudzu
GI merisanas skalu, kas tika radita, balstoties uz seSam pieauguso gariguma izpétes skalam

(SIS/Spiritual Intelligence Scale, Misra. 2005; Prague Spirituality Questionnaire, Rican &
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Janosova, 2007; ESI-R/Expressions of Spiritual Inventory, MacDonald, 2000; Spiritual
Transcendence Scale, Piedmont, 1999; BMMRS/Brief Multidimensional Measure of
Religiousness/Spirituality, Fetzer Institute and National Institute on Aging Working Group,
1999; Spiritual Assessment Scale, Howden, 1992). IndieSu p&tnieku izstradata skala sastaveja
no piecam pamatskalam — starppersonu attiecibas, attiecibas ar transcendento, dzives jéga un
mekl&jumi, milestiba un lidzjitiba (Madhumathi & Suparna, 2017). Sie komponenti ir icklauti
ar1 sakumskolas vecuma bérna GI skala.

Petnieki ir aprakstijusi arl patreiz€jo b&rnu gariguma mériSanas skalu trikumus.
Piem&ram, T.D. Gilmans un E.S Hebners identificé divus biitiskus esoSo instrumentu
trikumus. Pirmkart, instrumentiem trikst multikulturalas ticamibas. Ja biitu jasalidzina dazadu
etnisko grupu bérni, kas ir bitisks zinatnes uzdevums gariguma pétnieciba, nav parliecibas, ka
instrumenti butu atbilstosi attiecigajai kultirai. Otrkart, nav parliecibas, ka instruments méra
to, kas ir noradits — piem&ram, instruments individualas labklajibas mériSanai neatspogulo
konkrétas labklajibas jomas bérnu un pusaudzu dzivé (Gilman & Huebner, 2000; Gilman &
Huebner, 2002; Huebner et al., 2004). Savukart Dz. Fisers akcent@ trilkumus gariguma izpéetes
skalu teoretiski konceptualajos pamatos, uzsverot, ka neprecizas teorétiskas pamatotibas del
skalu panti var meérit pavisam citu kvalitati neka tas ir paredze€ts. Pieméram, ta vieta, lai
noteiktu garigo labklajibu vai garigo apmierinatibu, instruments var mérit be&rnu
paskoncepciju. Sada kliida var veidoties mérama jédziena neprecizas teorétiskas analizes dél
(Fisher, 2013). Seit paradas biitiska nepiecie$amiba precizi defingt méramos jédzienus, lai
netiktu pielautas saturiskas klidas (Wiklund, Wiren, Erling, Karlberg, & Albertsson-
Wikland,1994).

Dz. Mata-Makmahonas gariguma pé€tijumu (2005-2015) parskata tiek noradits, ka
gariguma empirisko pétijumu ir arkartigi maz, 1pasi jautajumos, kas attiecas uz bérniem un
bérnu garigo attistibu (Mata-McMahon, 2016). Literatiira nav atrodams neviens kvantitativs
izp@tes instruments, kas pétitu mazaku beérnu GI. Triikst instrumentu arT citu ar bérnu garigumu
saistitu paradibu mériSanai.

K. Miira, V. Talvare un S. Bosacki raksta, ka bérnu gariguma p&tnieku bitisks uzdevums
ir izstradat gariguma mériSanas instrumentus b&rniem, lai kvalitativi aprakstitos datus biitu
iespgjams petit kvantitativi, atspogulojot bérnu garigo uzskatu daudzveidibu un to plasumu
multikulturala konteksta, ka arT novertét bérnu gariguma ietekmi uz socialas pielagoSanas

jomu, gritibu parvaré$anas strat€gijam un citam bérna attistibai svarigam jomam (Moore,
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Talwar, & Bosacki, 2012). Ar1 gariguma pétnieks R. E. Bojatzis uzsver, ka ir jaizstrada skalas
kvantitativai gariguma pétiSanai un japéta b&rnu garigums dazadas kultiiras (Boyatzis, 2008).

Lai izstradatu jaunu, teoretiski un empiriski pamatotu skalu be&rnu GI pé&tisanai, vispirms
ir svarigi radit teortisku modeli, kas defin€tu bérnu GI specifiskos komponentus. Nemot véra
iepriek§ aprakstito, ka arT iepriek§ minétas petnieku kliidas bérnu gariguma mérisanas skalu
konstruésana, tika veikta riipiga GI jédziena teor&tiska analize, kas lava noskaidrot bernu GI
modela komponentus, kuru isuma aprakstisim nakamaja raksta nodala. Sis bérnu GI
teoretiskais modelis tika likts jaunizstradatas beérnu GI skalas pamata.

Gariguma un gariga intelekta jédzienu teoréetiska analize

Garigums ir starpdisciplinars jédziens, kas zinatniskaja literatura tiek definéts ka
filosofisks, psihologisks un pedagogisks jédziens, kura tiek ietverti: 1) gan religiski, gan
sekulari aspekti, 2) tikai religiski aspekti, 3) tikai sekulari aspekti (Grasmane & Pipere, in
press). Garigums var tikt definéts dazados veidos un zinatné to iesp&jams noskirt no religijas,
vairak koncentrgjoties uz cilvéka individualas garigas pieredzes izpéti. leveérojot distanci starp
cilvéka individualas garigas pieredzes zinatnisku izp&ti un tradicionalo religisko konfesiju
piedavato gariguma pieredzi, m&s iegiistam lielaku brivibu un neatkaribu, formul&jot
zinatnisku izpratni par cilvéka gariguma jédzienu (Sinnot,1998).

Savukart jédziens “garigais intelekts” (GI) ir cieSi saistits ar gariguma jédzienu, tam ir
tikai zinatniska nozime un psihologija tas ir nodalits no tieSas religiskas pieejas gariguma
izpratné. GI visbiezak tiek raksturots ka adaptivu, ikdiena pielietojamu sp&ju kopums, ko ir
iespgjams attistit un pilnveidot (King, 2008). Zinatnieki izdala dazadas garigi intelektualu
individu raksturojoSas spéjas.

D. Kings un S. Viglesvorta uzskata, ka GI ir mentalu sp&ju kopums, kas ietver savas
dzives nematerialo un transcendentalo aspektu apzinasanos (awareness), integraciju
(integration) un adaptivu pielietoSanu (adaptive aplication), rezult&joties tadas kvalitatés ka
dzilas eksistencialas refleksijas sp€jas (deep existential reflection), sp&jas padzilinati izprast
j€gu un nozimi (enhancement of meaning), sp€jas atpazit savu transcendentalo Es (recognition
of a transcendent self) un sp€jas sasniegt garigus apzinas stavoklus (mastery of spiritual states).
GI nodrosina ar1 vajadzibu un sp€ju atjaunoties, iedvesmoties, pieslédzoties transcendentalai
realitatei (King & DeCicco, 2009, ka minéts Regzdina, 2017; Wiglesworth, 2011).

Gariguma pétnieks DZ. Faulers par centralo gariguma pazimi izvirza ticibu, savukart R.

A. Emonss uzskata, ka garigi intelektualu individu raksturo sp&ja pielietot transcendences un
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plasaku garigas apzinas stavoklu sasniegSanas pieredzi ikdienas dzive, ka ari sp€ja izmantot
So pieredzi ikdienas jautdjumu risinasanai (Fowler, 1994; Emmons, 2000). Jégpilnuma
jautajumu akcenteé ASV psihologs R. N. Volmans, uzskatot, ka garigi intelektualu individu
raksturo sp&ja uzdot jautajumus par dzives jeégu, izjust vienotibu ar katru cilvéku un pasauli
(Wolman, 2001). N..Gheorghita GI apraksta ka veseligu un spécigu paSizprtni, stabilu
paSapzinu, kas dod iesp€ju pacelties augstak par kognitivo un emocionalo intelektu, palidzot
atrast risinajumus dazadiem dzives uzdevumiem rado$a un efektiva veida, atrodoties
emocionala lidzsvara un stabilitates stavokli. GI veido saiti starp kognitivo un emocionalo
intelektu un stimul€ So abu intelekta dimensiju attistibu (Gheorghita, 2014).

Balstoties uz $o un citu gariguma pé&tnieku teorétiskajam atzinam, tika izstradats bérna
GI modelis, kur§ sastav no pieciem pamata komponentiem, katrs no kuriem ietver piecus
apakikomponentus. Sis bérnu GI modelis tiks izmantots gan bérnu GI aptaujas, gan
psihopedagogiskas intervences programmas bérnu GI attistiSanai izstradei.

Pirmais modela komponents ir saistits ar personiskas jégas radiSanas un
apzinasanas sp&ju. Sis komponents radies, balstoties uz D. Kinga ideju par GI, lai gan §1
pazime miné&ta gandriz visu GI p&tnieku darbos. GI ir spgja kritiski pardomat dzives jégu un
meérki, ka arT citus eksistencialus vai metafiziskus jautajumus (pieméram, realitati, Visumu,
telpu, laiku, navi) (King & DeCicco, 2009). Ta ir sp&ja konstruét personigo jégu un meérki
visa fiziskaja un garigaja pieredze, ieskaitot sp&ju noteikt un sasniegt dzives mérki (Zohar &
Marshall, 2000). GI pétnieki D. Zohars un 1. MarSals apraksta nepiecieSamibu attistit tendenci
dzivot, uzdodot ieks€ju jautajumu “Kapec?” un nepiecieSamibu izprast — kas stav “aiz”?
(Zohar & Marshall, 2000). Analiz€jot zinatnisko literatiiru, raksta autori Sim komponentam
izdalija piecus apakSkomponentus, kas satur detalizétaku §is paradibas raksturojumu. Tie ir:
1) transcendentala apzinasanas (attiecibas ar Dievu vai Augstako Es), 2) sp&ja radit un
apzinaties dzives jégu un mérki, 3) sp&ja apzinaties savu profesionalo aicinajumu, 4) vajadziba
izprast c€lonus, uzdodot jautajumu: “Kapec?” , 5) vajadziba pardomat eksistencialus
jautajumus (par laiku, telpu, dzives jegu utt.).

Bérnu GI pétniece M. Paintone GI definé ka savas ieks€jas pasaules apzinaSanas limeni
un raksta, ka 20 gadus arstgjot dazadas bérnu psihopatologijas, vina ir noverojusi, ka palidzot
b&rnam apzinaties sevi, savu ieks€jo pasauli — talantus, speku, mieru, ticibu un ta attistot bérna
GI, uzlabojas bérna psihiska veseliba un samazinas tas, kas tiek uzskatits par patologiju

(Painton, 2009) .PaSizpratne un identitates apzinasanas ir bitiska t€ma, kuru var atrast
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petijumos par bérnu garigumu (Mata-McMahon, 2016). M.V. Moriarti izstradatais teor&tiskais
bérnu gariguma modelis ka vienu no Cetram bérnu garigumu raksturojosam dimensijam
akcente beérnu paSizpratnes sp&ju (Moriarty, 2011). Tostarp S. Viglesvorta ka vienu no
centralajam GI pazimém izcel augstu paSapzinaSanas ltmeni (Wigglesworth, 2011), bet J.
Fishers apgalvo, ka identitates apzinaSanas ir bérna garigas veselibas pamata (Fisher, 2009).
Biitiska $aja konteksta ir M. Paintones ideja par to, ka bérna GI specifiski raksturo sp&ja brivi
radosi spéléties, radit, ta izspélgjot savu iek3gjo pasauli. Sada spéle bérnu dziedina un atbrivo.
Pétniece raksta, ka dziedino$a spéle ir primara bérnu gariga valoda (Painton, 2006). Sis
pétnieku atzinas dod iesp&ju modelim pievienot otro komponentu — paSizpratni, kurai tika
izdaliti pieci apakSkomponenti: 1) identitates apzinasanas, 2) pascienas attistiba: cienu pret
sevi, saviem uzskatiem, talantiem, 3) sp&ja identificét savas vajas un stipras puses, 4) spgja
izpausties briva, simboliska un dziedinosu spéle, kas iek$gji atbrivo un dziedina, 5) sp&ja
pieskirt vertibu savai iek$gjai pasaulei — gudribai, pieredzei, spekam, mieram, ticibai.

GI pétniece S. Viglesvorta emocionalo intelektu uzsver ka butisku priek§nosacijumu
tam, lai spetu attistities GI, un uzskata, ka abi §ie intelekti ir savstarp&ji saistiti. Ka biitiskas
sp&jas, kur emocionalais robezojas ar garigo un veido pamatu GI attistibai, vina akcente
pasSregulacijas sp&jas (Wigglestworth, 2011). Savukart R. D. Meijers GI raksturo ka ikdienas
dzive pielietojamas spgjas, kas izpauzas ka tikumiga riciba piedodot, izsakot pateicibu, esot
pazemigam, izradot Iidzjiitibu, ka ar1 piedaloties Visuma vienotibas veicinasana un savas
dzives kvalitates paaugstinasana (Mayer, 2000). Balstoties uz S.Viglesvortas GI modeli, kura
ka viens no bitiskiem komponentiem tiek izskirta pasregulacijas meistariba, ka ar1 uz citu
autoru atzinam, tiek definéts treSais GI komponents, kas saistits ar bérnu pasregulacijas
meistaribu. Sis komponents ietver §adus apakikomponentus: 1) sp&jas apzinaties, ka ir
iespgjams mainit gan savu uzvedibu, gan uzlabot sekmes macibas, ja pats iegulda piles, 2)
sp&jas cienit autoritati un sekot tai, 3) spgjas palikt uzticigiem savam mérkim pat tad, ja rodas
griitibas tos sasniegt, 4) emocionalas un fiziskas paSkontroles sp€jas, 5) sp&jas apzinati
pienemt Iémumu, ta pozitivi ietekmgjot ikdienas dzives situacijas. Sis bérnu pasregulacijas
meistaribas pazimes iegiitas, balstoties uz S. Viglesvortas (Wigglestworth, 2011) un M.
Paintones (Painton, 2006) teorétiskajam atzinam par GI, ka arT uz D. Zohara un 1. MarSala
ideju par to, ka GI lauj sev jautat — ka man mainit savu dzivi, ja to v€los? (Zohar & Marshall,

2000).
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Ceturtais modela komponents ir autentiskuma un unikalitates apzinaSanas. Ar1 uz
So GI pazimi norada gandriz visi GI pétnieki. D. Kings raksta, ka cilveéka unikalitates
apzinasanas ir biitiska GI pazime, kas veicina saskarsmi ar cilvéka patieso dabu, kas savukart
palidz izprast dzives jégu, veicina transcendenci un paplasina apzinas robezas. AtvérSanas
radoSumam, spontanitate un sp&ja parveidot realitati nodroSina autentiskuma attistibu, kas
izpauzas prasmé sajust un sadzirdét sevi. Tas viss palidz apzinaties personigo jégu, risinat
ikdienas problémas un lidz ar to veido sp€ju abstrakti argumentét (Kings, 2008). D. Zohars un
I. Marsals uzskata, ka GI palidz pienemt 1émumus, kas saskanoti ar savu iek$g€jo pasauli un
vertibam. Tadejadi GI veido saikni starp individa unikalo pasaules uztveri un apzinatam
izvelem, attieksmém, darbibam, kas balstas vina veértibu sistéma (Zohar & Marshall, 2000).
ASYV izglitibas, radoSuma un Iideribas pétniece filosofe D. Siska GI sp&ju aprakstu papildina
ar radoSuma komponenti un uzsver GI nozimi izglitibas sisttma un lideriba (Sisk,2008).
Balstoties uz iepriek§ nosaukto autoru idejam, autentiskuma un unikalitates apzinasanas
komponents ietver 1) sp&u apzinaties savas jiitas un par tam pastastit, 2) domu, jitu un
uzvedibas vienotibu, 3) sp&ju ieklaustties sava intuicija, 4) rado$a potenciala 1stenosanu, 5)
sava unikala pasaules uzskata apzinasanos.

S. Viglesvorta ka bitisku GI pazimi nosauc izkoptas lidera dotibas. P&tniece lidera
iezimes defin€ ka sp€ju izturéties pret sevi, citiem un dzives notikumiem ar Iidzjttibu un
gudribu, saglabajot iek$€jo un argjo mieru neatkarigi no apstakliem. P&éc autores domam,
lidzjutiba un gudriba kopa veido milestibu. S. Viglesvortas GI modelt sp&ja biit gudram un
efektivam garigajam skolotajam un mentoram tiek nosaukta ka butiska GI kvalitate. Efektivs
parmainu nes€js, kas pienem gudrus 1émumus, kas balstiti Zelsirdiga attieksmé pret pasauli, ir
personiba, kuras klatbtitne ir nomierinosa un dziedinosa. Lai cilvéks attistitos Saja virziena,
svarigi jau no sakumskolas vecuma radit atbilstoSus apstaklus Sadu sp&ju attistibai. Jau bérniba
ir butiski attistit izpratni par to, kas ir dzilas starppersonu attiecibas un apzinu par to, ka
ikdienas dzive ir piesatinata ar garigiem, socialiem treniniem, kas bagatina sirdi un attista sp&ju
pienemt l@émumus, balstoties uz milestibu, piedoSanu, taisnigumu, ceribam un ticibu (Fisher,
2009). Pec S. Viglesvortas domam, lideris ir cilvéks, kas prot iedarboties uz citiem, sp&j macit
otram to, ko iemacijies pats un sp€j atnest parmainas tur, kur vin$ ir. Tad€jadi modelim tiek
pievienots piektais komponents, kas saistits ar socialo meistaribu. Sis komponents ietver 1)

sp&ju piedot ikdienas paridarijumus, 2) sp€ju iemacit otram to, ko mak pats, 3) sp&ju pienemt
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dazadus uzskatus, viedoklus, tradicijas, 4) lidzjitibu pret pasauli, 5) sp€ju biit draudzigas un
sirsnigas attiecibas ar vienaudziem un nozimigajiem pieaugusajiem.

Raugoties uz GI skalas izstradi be&rniem no attistibas psihologijas viedokla, tika nemts
vera K. Kartraitas piedavata Z. Piazg kognitivas attistibas teoriju integracija ar garigo attistibas
aspektiem (Kartwright, 2001). Pétniece apraksta saistibu starp katru Z. Piazé defingto
kognitivas attistibas stadiju un to, ka attistds bérna garigums. Izstradajot PPI bérnu GI
attistiSanai, ka ar1 skalu be&rnu GI m&risanai, janem veéra, ka konkréto operaciju attistibas stadija
bérna logika sak attistities, pielietojot prick§metus, kas ir konkréti redzami, un likumsakaribas
ir novérojamas praktiska veida. Tadas paSas likumsakaribas ir novérojamas ari garigas
attistibas sfera. Beérns sak pienemt visparpienemtus, konkrétus skaidrojumus par garigo jomu
un apzinati tos pielietot sava dzivé un subjektivaja pieredz€ (Labouvie-Vief, 1999). Ta ka
konkréto operaciju stadija bérnam ir raksturiga logisku secinajumu izveidosana, balstoties uz
logiskus skaidrojumus ari savam attiecibam ar Dievu. ST stadija sak attistities individa, kad
vinam pietrukst tikai ar simboliski mitologisko un mitisko garigas pasaules izjitu un vins sak
mekl&t izskaidrojumu tam, kas notiek vina dzivé. No §1 viedokla raugoties, vienotas socialas
normas sniedz atbalstu gan intelektualai, gan emocionalai, gan garigai pasaules izzinai un
attistibai. Saja attistibas stadija individs var atklat konkrétu nozimi un jégu noteiktai garigai
likumsakaribai un visbiezak tas skar uzvedibu, socialo kontroli, veértibas un uzskatus
(Kartwright, 2001).

Apkopojot ieprieks apskatito teorétisko pamatu varam izskirt $adus biitiskus aspektus, ko
janem véra gan PPI izstrade bérnu GI attistiSanai, gan bérnu GI skalas izstradé — GI pamata ir
gariguma pazimes, tas sevi ietver konkrétas spgjas, kas sakumskolas vecumposma attistas
specifiska veida.

Beérnu GI skalas satura pamatotiba

Satura pamatotiba, kas ietver teorétisko pamatotibu, ir biitisks raditajs jebkurai metodei,
vai ta bitu mérfjjumu skala vai attistoSa programma. Satura pamatotiba norada uz skalas satura
un instrumenta méramo fenomenu reprezentativitati, piemerotibu un izstradato jautajumu un
teorijas savstarp&jo saderibu (Waltz, Strickland, & Lenz, 1991; Sangoseni et al., 2013).
Instrumenta satura pamatotibu nem veéra ar citi eksperti un zinatnieki, izvertgjot izstradato
instrumentu ( Kaplan & Saccuzzo, 2005; Mcintire & Miller, 2007; Popham, 1990). Lai

izstradatu skalu bérnu GI mérisanai, kas atbilst skalas satura pamatotibas standartiem, par
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pamatu tika izmantoti skalu izstrades un validizéSanas soli socialiem, veselibas un uzvedibas
petijumiem (Godfred et al., 2018), ka ar1 Starptautiskas testu komisijas vadlinijas testu
tulkoSanai un adaptacijai (ITC Guidelines, 2016). Metodes pamatota satura izstrade, izveidojot
teorija pamatotus skalas pantus, ir svarigs bérna GI skalas izveides solis, kas jaunajam
meériSanas instrumentam pieskir zinatnisku raksturu. Literatiira tiek izdalitas tris galvenas
skalas radiSanas fazes — skalas pantu izstrade, skalas attistiSana un skalas noveértésana, So
procesu iedalot devinos solos. Saja raksta tiks aplikots pirmais skalas izstrades posms, kas
tiek saukts par pantu izstrades posmu. Sis posms ietver témas teorétisko analizi, uz kuras
pamata tiek raditi skalas panti, un So jaunizveidoto pantu satura pamatotibas izstradi.

Pirmajam skalas izstrades posmam vispirms ir nepiecieSama visaptveroSa literatiiras
analize, lai identific€tu instrumenta saturu un izveidotu pantus, kuri atbilst méramajai jomai.
Tadgjadi, lai izstradatu pantus bérna GI skalai, vispirms tika veikts literatliras parskats,
aptverot 60 zinatniskus rakstus par garigumu, ta attistiSanu un GI, kas publicéti laika perioda
no 2005. gada lidz 2019.gadam. S parskata rezultati izdalito teorétiska modela komponentu
un apakSskomponentu veida isuma atainoti raksta iepriek$gja nodala. Balstoties uz komponentu
un to apakSkomponentu satura raksturojumu tika formulgti skalas panti, nemot véra potencialo
respondentu vecumposmu 1patnibas pétamaja joma.

Otrais posms instrumenta satura validiz€Sanas procesa ir katra izdalita
komponenta/apakskomponenta un ta pantu kvalitativa un kvantitativa analize, izmantojot
ekspertu grupas viedokli, kura katrs eksperts patstavigi noverté instrumenta bitiskos
elementus atbilstosi satura jomai, savai pieredzei un izpratnei. Saja posma tiek novértéta gan
skalu pantu satura atbilstiba konceptualajam definicijam, gan skaidriba panta formul&uma,
gan instrumenta saskanotiba ar praktisko dzivi (Lynn, 1986). ST procesa ietvaros ekspertu
grupas locekliem bitiski ir liigt parskatit pantus, kas neatbilst jedziena saturam (Berk, 1990).
Izvertgjot satura pamatotibu, ekspertu viedokli tika nemti véra ne tikai kvalitativa, bet ar1
kvantitativa veida. Tika izmantota kvantitativa skala, kas lava kvantitativi izvertét katra
modela komponenta, apak§Skomponenta un tiem atbilstoSo izstradato pantu atbilstibu ekspertu
skatijuma. L1dz ar to Saja raksta atspogulota petijuma meérkis ir primara validizacija toposajai
bérnu GI skalai (Spiritual Intelligence Scale for Children - SISC), kas sev1 ietver izstradato
pantu satura teoretiskas un praktiskas atbilstibas novertéSanu, izmantojot ekspertu aptauju, un
pantu satura uzlaboSana saskana ar ekspertu ieteikumiem. Tika izvirziti $adi pétijjuma
jautajumi:
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1) Vai eksperti atzist identificétos GI komponentus/apakSkomponentus ka atbilstoSus
teorétiskajai GI izpratnei?

2) Vai eksperti sava profesionalas darbibas pieredze ar bé€rniem ir noverojusi attiecigos GI
modela komponentus/apakskomponentus?

3) Ka eksperti verte GI skalas pantu formul&umus: vai tie ir bérniem saprotami un p&c
satura atbilstosi b&rnu GI komponentu/apakSkomponentu merisanai?
Metode
Dalibnieki

P&tijuma noliukiem tika atlasiti dazadu psihologijas jomu specialisti, kam ir pieredze

darba ar sakumskolas vecuma bérniem un kas ir bijusi iesaistiti aktivitates saistiba ar bérnu
garigumu un ta attistiSanu, p&tnieki, kas ir veikusi GI jédziena izpéti, un pedagogijas specialisti
ar pietiekosi lielu pieredzi darba ar sakumskolas vecuma bérniem. Ta ka literattira tiek ieteikts
iesaistit §ada veida pétijuma 5-7 ekspertus (Boateng et al., 2018), tika atlasita seSu ekspertu
grupa, kas sastavgja no specialistiem psihologija un pedagogija ar dazadu kvalifikaciju un kam
ir pieredze darba ar sakumskolas vecuma bérniem un/vai §T vecuma b&rnu gariguma attistiSanu

(skat. 1. tabulu).

1. tabula. Aptaujas ekspertu grupas raksturojums pétijuma konteksta (N=6)
Eks- Dzi- Izglitiba Profesionala Profesionala Profesionala pieredze darba ar
perts | mums kvalifikacija darbiba beérniem vai bérna gariguma
attistiSana
A v Teologijas  doktora | Psihoterapeits | KonsultéSana sava | Pieredze darba ar bérniem tikai
grads ar specializaciju privatpraksé sistémiskas gimenes terapijas ietvaros,
psihologija un konsultgjot  gimenes un  bérnus
pedagogija, iegiits atseviski. Beérnu gariguma attistibas
Sveicg, gimenes pieredze tikai savas gimenes ietvaros,
sistémiska terapeita audzinot savus un tuvinieku be&rnus.
profesionala izglitiba Vecakais dels vada svétdienas skolu
bérniem baznica.
B S Socialo zinatnu | Makslas B@rnu un jaunieSu | 10 gadus ilga pieredze darba ar beérniem
bakalaura grads | terapeits biedribas  b&rnu | Montessori pieeja, kas balstita bérnu
komunikacijas apmaciba gariguma attistibai | garigas lidzgaitniecibas izveido$ana, 6
zinatng, studé RSU vaditaja, neliela | gadus ilga prakse be&mu garigas
magistrantira individuala lidzgaitniecibas organizéSana, vadiSana
(veselibas  apriipe), konsult€Sanas un TstenoSana.
Godly Play trenera prakse  makslas
sertifikats terapija
C S RSU magistra grads | Makslas Makslas un | Pirmsskolas pedagoga darbs vispargja
veselibas apripe terapeits kustibu terapijas | izglitibas iestadé “Milestibas Maja”,
nodarbibu kuras viens no galvenajiem mérkiem ir
vadiSana bérna GI attistiSana, kustibu terapijas
vispargjas nodarbibu  vadiSana  sakumskolas
izglitibas iestade | vecuma bérniem “Milestibas Maja”.
“Milestibas
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maja”, individuala
privatprakse
kustibu terapija

D S Bakalaura grads | Kliniskais Krizu un | 16 gadus ilga darba pieredze
pedagogija un | psihologs, konsultaciju galvenokart ar  pirmsskolas un
psihologija, magistra | pedagoga centra “Skalbes” | sakumskolas vecuma b@rniem.  Ar
grads psihologija kvalifikacija kliniskais saviem tris berniem vienmér runajusi

psihologs par gariguma jautajumiem un centusies
attistit vinos garigumu.

E S LU humanitaro | Pedagoga, Konsultésana, Piedali$anas ideju genergsana saistiba ar
zinatgu bakalaura | psihologa petnieka asistente | gariguma izpratnes veidoSanu draugu
grads filologija, profesionala RSU psihologijas | bérniem, vispusigas intelekta attistibas
Socialo zinatnu | kvalifikacija, laboratorija, nometnu  organiz€Sana  jaunieSiem,
profesionalais psihoorganis- | projektu vaditaja | ietverot ar1 gariguma jautajumus.
bakalaura grads | kas  analizes Interese veidot garigumu attistoSas
psihologija. Studé | psihoterapeite nodarbibas bérniem. Pieredze GI
RSU psihologijas | apmaciba pétnieciba.
magistratira, ari
Baltijas
psihoorganiskas
analizes centra,
apglistot bazes un
profesionalo  Iimeni
psihoorganiskaja
analizé

F S Bakalaura grads | Pedagogs Sakumskolas 30 gadus ilga pieredze darba ar
pedagogija, ilggadiga skolotaja sakumskolas bérniem, skola, garigas
kvalifikacijas attistibas veicinaSana b&rniem sava
paaugstinasana audzinamaja klas€ un bErniem sava
pedagogija gimeng. Viena macibu gada darba

pieredze izglitibas iestadeé “Milestibas
Maja”, kuras viens no centralajiem
mérkiem ir attistit berna GI.

Piezimes: V — virietis, S — sieviete.

Eksperti tika izveleti, balstoties uz vinu teorétiskajam zinaSanam un praktisko pieredzi

darba ar bérniem. P&tjjuma dalibniekiem tika piedavats piedalities petijuma ka brivpratigajiem

un vini nesanéma atlidzibu par piedaliSanos pétijuma. Atbilstosi zinatniskajai €tikai ar

ekspertiem tika nosl€gta mutiska vienoSanas par to, ka visas specialistu sniegtas atbildes tiks

izmantotas vienigi Sim pétniecibas darbam un nekur atseviSki netiks public€tas, tapat ari

specialistu vardi un uzvardi netiks publicéti bez autoru atlaujas.

Instruments un procediira

Ka jau minéts, balstoties uz gariguma un GI teorétisko izpéti, sakuma tika izdaliti raksta

pirmaja dala definétie sakumskolas vecuma bérnu GI komponenti un apakskomponenti, kuri

veido pamatu jaunizstradatas skalas pantiem. Katram apakSkomponentam tika piemekléti

atbilstos$i panti, ar kuriem varétu merit attiecigo modela apakSkomponentu. Nakamais solis
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bija izstradat strukturétu aptauju ekspertiem, kuras galvenais mérkis biitu satura pamatotibas
apstiprinasana jaunizstradatajam modelim un skalas pantiem.

Kombinéta aptauja ekspertiem sastav€ja no cetram dalam: ievada, modela
komponentu/apakSkomponentu izveértéSanas, GI aptaujas pantu izvert€Sanas, aptaujas
kvalitativas dalas jautajumiem un sociali demografiskas informacijas (akadeémiska izglitiba,
specialitate, darba vieta, pieredze darba ar bérniem, pieredze, kas saistita ar bernu garigumu).
Eksperti aptaujas ievada tika 1suma informéti par GI jédzienu un sané€ma instrukcijas aptaujas
aizpildiSanai. Aptaujas pirmaja dala tiek aprakstiti teoretiskaja modeli ieklautie bérna GI
komponenti/apakskomponenti un eksperts tiek aicinats reflektét par tiem. Aptaujas otraja dala
GI komponentiem/apakSkomponentiem noformuléti atbilstoSi panti, kas potenciali varétu
veidot berna GI izpétes skalu. Pie katra modela apakSkomponenta vai panta eksperts tika lagts
reflekt€t un sniegt kvalitativu komentaru, kas palidz&tu uzlabot instrumentu (Wynd &
Schaefer, 2002). Tapat ekspertiem tika liigts ar1 noteikt nepilnibas pantu formul&jumos, izdarit
labojumus, ja vini noveéro neprecizitates vai nesaderibas tajos (Lynn, 1986). Aptaujas
kvalitativaja dala, kas sastav€ja no trim atvertiem jautajumiem, tika noskaidrots, vai eksperti
uzskata, ka b&rniem ir raksturigs garigums, vinu domas par to, vai b&rnu garigumu var
meérktiecigi attistit un kapec tas ir nepiecieSams.

P&c personiskas, mutiskas vienoSanas ar katru ekspertu par piedaliSanos p&tijuma un péc
zinatniskas &tikas jautajumu saskanoSanas katram ekspertam tika nosiitita aptauja, izmantojot
e-pastu. Aptaujas aizpildiSanai tika dots tris ned€las ilgs laiks. Eksperti ieklavas Saja laika un
elektroniski atstitija atpakal aizpilditas aptaujas.

Datu analize
Lai ekspertu aptauja iegiitos kvalitativos izteikumus parveérstu kvantitativos raditajos,

kas lautu salidzinat dazadu komponentu un apgalvojumu atbilstibu, petijuma autori ekspertu
atbildes izverteja kvantitativaja  skala. Atbildes, kas attiecas uz modela
komponentiem/apakSkomponentiem, tika izvertétas $adi: 0 — nav viedokla vai pretrunigs
viedoklis, 1 — nav noveérots sakumskolas vecuma b&rniem, 2 — dazreiz noveérots sakumskolas
vecuma bérniem un ir attistams (atkariba no konteksta), 3 — novérots biezi, 4 — novero vienmer.
Savukart, atbildes, kas attiecas uz pantiem, tika izvertétas sadi: 0 — nav viedokla vai pretrunigs
viedoklis, 1 —neatbilst GI komponentam, 2 — atbilst (atkariba no konteksta), 3 — pamata atbilst
GI komponentam, 4 — pilniba atbilst GI komponentam. Katram modela
komponentam/apakskomponentam un katram aptaujas pantam tika aprékinata seSu ekspertu

108



vertgjuma videja balle, kas lava izvertet un salidzinat katra komponenta un panta saturisko
pamatotibu ne vien kvalitativaja, bet arT kvantitativaja aspekta. Ekspertu tekstualas refleksijas
un izvert§jums par modela  komponentiem/apakSskomponentiem un  aptaujas
pantiem(apgalvojumiem), ka arT atbildes uz trim atv@rtajiem jautajumiem aptaujas beigas tika
analiz€tas p€c biittbas un izmantojot tematiskas analizes pamatprincipus (Braun & Clarke,
20006).

Rezultati
2.tabula ir atspoguloti sakotngjie komponenti/apakSkomponenti un to vid€jie aritmétiskie

raditaji (pirms pétnieku veiktajam izmaindm) un tiem atbilstoSie panti un to vidgjie
aritmétiskie raditaji (pirms pé€tnieku veiktajam izmainam), balstoties uz jau minéto ekspertu
tekstuala vertejuma parkodesanu kvantitativaja skala. Vidgjais aritmétiskais radijums tabula

nav uzradits tiem apakSkomponentiem, kuri tika pievienoti péc specialistu aptaujas, balstoties

uz aptauja sniegtajam ekspertu rekomendacijam un ieteikumiem.

2. tabula. Sakotn€jo GI modela komponentu/apakSkomponentu un pantu izveértgjuma
vidgjie aritmétiskie raditaji
Nr. Komponents/ M* Pants M**
apakSkomponents (K/A) P)
1. Personiskas  jegas radiSana un | 3,1
apzinasanas
1.1 | Attistit bé€rnos dzivu ticibu, attiecibas sevi | 3,2 1 .Es domaju par Dievu un klusi sarungjos ar Vinu. 3,8
ar kaut ko, kas parsniedz cilvécisko limeni 2. Es klusi sarunajos ar kaut ko augstaku par sevi un
(transcendenta Dieva realitate), ietverot icklausos $aja icksgja balsi.
ticibas realitati, pieligsmi, adoraciju,
mistériju ka augstako atjaunoSanas avotu.
1.2 | Spgja radit un apzinaties dzives jégu un | 3,3 | 3. Es sapnoju par lietam, kuras darisu tikai péc ilgaka | 3,2
mérki laika vai kad paaugsos.
4. Es sapnoju par to, kas notiks nakotng.
5. Es apceru to, kapéc es esmu uz §is pasaules. 3,7
1.3 | Spgja  apzinaties savu profesionalo | 3,3 6. Es esmu parliecinats(-ta), ka man ir kads 1pass | 3,5
aicinajumu meérkis, uzdevums vai darbs, kas japaveic savas dzives
laika (piem@ram, jamaca, jaarsté, javada valsts,
japrojekté jaunas &kas, japrogrammé& vai jarada
dizains, vai kads cits).
7. Es esmu domajis(-usi) par ko es varetu klat, kad
izaugSu liels.
1.4 | Tendence dzivot, uzdodot sev jautajumu 3 8. Es esmu domajis(-usi) par to, kapec cilveki palidz | 3,8
“Kapec” viens otram.
9. Es esmu domajis(-usi) par to, kapé&c cilveki sapina
viens otru.
10.Es esmu domajis(-usi) par to, kap&c pasaulé notiek
sliktas lietas (katastrofas, kari, trag€dijas). 3,7
11.Es esmu domajis(-usi) par to, kas cilvékiem palidz
klut labakiem.
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1.5 | Pardomas par eksistencialiem jautajumiem | 2,8 | 12.Es dazreiz jiitu, ka pasaul€ kaut kas nav kartiba — | 3,7
un  spgja nonakt pie orginaliem picaugusie cilveki dara kaut ko nepareizi.
secingjumiem un personiskas dzives 13. Es dazreiz saprotu, ka kadam jarikojas citadak un, | 3,7
filosofijas pat nojausu — ka....

1.6 | Identitates apzinaSanas 3,5 14. Es médzu domat par to, kas es esmu 3
15. Es médzu domat kade] tieSi es pastavu uz §is
pasaules

2 Augsta paSapzina 3,6

2.1 | Personisko uzskatu apzinasanas 3,5 16.Es pamanu, ka ir jautajumi, par kuriem es domaju | 2,7
savadak ka citi
17. Ir brizi, kad es piedzivoju iek$€ju mieru.

18. .Es jebkura bridi varu pateikt draugam “ne”, ja ta 4
tie§am domaju.

2.2 | Pasciepas attisttba — cienu sevi, savus 2,8 19. Es vienmér draugiem saku to, ko es domaju, pat | 3,5

uzskatus, domas, talantus tad, ja domaju atskirigi.
20. Es parzinu kadi ir mani talanti. 2,6

2.3 | Spgja identificét savs stipras un vajas puses | 3,8 | 21. Es zinu, kada ir mana labaka rakstura ipasiba. 3,7
22. Es zinu, kada ir mana sliktaka rakstura ipasiba. 2,8

2.4 | Prasme sevi nodarbinat, iepriecinat 4 23. Kad man ir garlaicigi, es varu izdomat un spélét | 3,8
interesantas spéles.

24. Es vienm@r varu sevi iepriecinat, ja paliek
garlaicigi.

2.5 | Spgja pateikt né 4 25. Es vienmer draugiem saku to, ko es domaju, pat 4
tad, ja tas atSkiras no vinu domam.

26. Es jebkura bridi varu pateikt draugam “ng, ja ta
tieSam domaju.

2.6 | Prieks par saviem sasniegumiem, prasme 4 27. Es izjutu prieku, kad man kaut kas izdodas. 4

pieskirt tiem vertibu 28. Es lepojos ar sevi, kad man izdodas paveikt kaut
to, kas ieprieks tik labi neizdevas.
3 PassavaldiSanas meistariba 3,3
3.1 | Apzina, ka dzives parmainas ir iesp&jamas, 3 27.Es piekritu tam, ka cilvéks var mainities, tikai tas
bet par tam jamaksa augsta cena nav viegli.
28.Es piekritu tam, ka cilvéks var daudz ko sava dzivé
mainit, tikai tam ir nepiecieSama pacietiba, | 2,8
gribasspeks un zinasanas.
29. Es ticu, ka varésu kaut ko mainit sava dzive, ja
velos, tikai man ir japieptlas.

3.2 | Spgja cienit autoritati un sekot tai 4 30. Man patik mana klases audzinataja. 33
31. Man ir pieaugusie, kuri man patik, kuros es
icklausos un kuriem es labprat paklausu.

3.3 | Spgja palikt uzticigam savam merkim, | 3,1 32. Es varu sasniegt nosprausto mérki, neskatoties uz 4

neatkarigi no argjiem apstakliem Skérsliem un gritibam, ja esmu to nolémis.
33. Es vienmér sasniedzu to, ko esmu nolémis(-usi).
34. Citu bérnu uzvediba vai tas, ko vini saka, mani
neietekm@, ja esmu nolémis(-usi) kaut ko konkr&tu
izdartt

3.4 | Emocionalas un fiziskas pasregulacijas | 3,7 | 35. Es zinu ka sevi nomierinat, lai nesapinatu citus. 3,7

sp&jas 36. Es mé&dzu pabeigt iesakto, arT tad, ja man to | 3,5
negribas darft.

3.5 | Spgja apzinaties savu brivo gribu un tas 3 37. Es nolemju izpildit majas darbu, pat tad, ja man | 3,3

lomu lémumu pienemsanas procesa negribas, jo nevélos sarfigtinat skolotaju un gribu
dzivot ar tiru sirdsapzinu.
38. Es mé&dzu pienemt Ilemumu nesist draugam pat tad, 3

ja vin$ to ir pelnijis, jo apzinos, ja iesitiSu, vinam
sapes.
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4 Autentiskuma un unikalitates 3,5
apzinasanas
4.1 Kontakts ar sevi, prasme izjust, sadzirdét 3 39. Es varu sajust to, ka jitos. 3
sevi un to verbalizet 40. Es varu pastastit par to ka jitos tuviem cilvekiem.
41. Es protu pastastit par to, kapec esmu dusmigs(-ga)
vai aizvainots(-ta).
4.2 | Domu, jiitu, uzvedibas vienotiba 33 42. Es vienmer saku to, ko domaju vai jutu. 4
43. Es vienmér rikojos ta, ka domaju un jitu.
4.3 | Spgja ieklausities sava intuicija 4 44. Es pazistu savu iek$€jo balsi, ta man griitas 3
situacijas palidz saprast ka rikoties.
45. Man biezi gadas sajaust atbildi uzdevumam, pirms
esmu uzzinajis(-usi) ka to risinat.
46. Kad satieku svesu cilveku, es nojausu kads vins ir.
4.4 | Radosa potenciala TstenoSana 3,4 | 47. Man patik buvét vai ka savadak radit to, kas ienacis 4
prata.
48. Man patik zim&t visu, ko man gribas, no sevis ta,
ka es to iedomajos.
4.5 | Personiska pasaules uzskata apzinasanas 3,4 | 49. Man patik citiem izstastit to, ko domaju, un to, ka 4
redzu dazadas lietas.
50. Man ir sajuta, ka es redzu sev pasauli apkart 4
savadak ka citi.
5. Sociala meistariba 3,2
5.1. | Prasme piedot 4 51. Man skiet svarigi, ka cilveki ikdiena spgj piedot | 3.5
cits citam.
52. Man liekas svarigi, lai mani klases biedri spetu | 3.5
piedot viens otra paridarijumus.
53. Es cenSos piedot citiem un nepaturét sevi | 3.8
aizvainojumu.
5.2. | Mentora prasmes 4 54. Man patik macit mazakajiem to, ko maku pats(- | 3,8
ti).
5.3. | Dzives notikumu daudzpusiga uztvere, | 3,3 55. Kad ar mani notiek kaut kas slikts, es to | 2,3
tadgjadi atbrivojoties no aizvainojumiem pardomaju.
un citam negativam jutam. 56. No bédigiem notikumiem es kaut ko macos.
5.4. | Daudzveidibas “svinéSana”: sp&ja pienemt 4 57. Man patik draudzéties ar dazadu tautibu 4
dazadus uzskatus, viedoklus, tradicijas cilvékiem.
58. Es sp&ju mierigi uztvert to, ka kads cits doma
savadak ka es.
5.5. | Zelsirdiga attieksme pret pasauli un spéja | 3,4 | 59. Es labprat palidzu bérniem, kuriem klajas gritak | 3,7
pienemt l€mumus, izejot no z&lsirdibas neka man.
pozicijam 60. Es palidzetu slimam dzivniekam, ja biitu tada
nepiecieSamiba.
61. Es jutu I1dzi bérniem, kas cie§ no nabadzibas un | 3,7
bada citas valstis.
5.6. | Spgja veidot draudzigas, sirsnigas un 62. Esjutu lidzi manam draugam, ja vinam ir griitibas. -
empatiskas attiecibas ar lidzcilvékiem 63. Es priecajos kopa ar savu draugu, ja vinam veicas.
64. Es varu izrunaties ar sev svarigiem pieaugusajiem,
ja man ir kadas gritibas.

Piezime: M* (K/A) — aritmétiskais vid&jais katram komponentam un ta apakSkomponentiem, M**(P) —
aritmétiskais vid&jais katram pantam.

2.tabula atspogulotie vidg€jie aritm&tiskie raditaji parada rezultatus uzreiz péc ekspertu atbilzu

kvantificéSanas un apkopoSanas. Balstoties uz Siem raditajiem un ekspertu komentariem, tika
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uzlaboti gan komponentu nosaukumi, gan pantu formul&jumi, ar kuru palidzibu tiks mérits
atbilstosais komponents.

Ekspertu vértejums par identificeta GI modela atbilstibu teorétiskajai izpratnei
Ka norada ekspertu komentari, pamata visi izstradatie GI komponenti/apakskomponenti ir

atbilstosi teorétiskai izpratnei par GI. Darba gaita komponenti/apakSkomponenti, nemot véra
ekspertu savstarp&jo diskusiju, tika precizéti ta, lai tie butu atbilsto$aki zinatnieku
aprakstitajam idejam par konkrétu GI pazimi, ka ar1 sakumskolas vecumposma
psihologiskajam Tpatnibam.

Aplukojot visus komponentus, visaugstak un vienotak eksperti sakotngji ir novertgjusi
Pasizpratnes komponentu (3,6). ST pamatkomponenta nosaukums, balstoties uz ekspertu
viedokli, tika nomainits no “Augstas pasapzinas” uz vairak atbilstoSo “Augstu paSizpratni”.
Sikomponenta 1. apakskomponents (Identitdtes apzinasands) tika parnests no 1. komponenta
uz 2. komponentu, kuram tas ir atbilstosaks péc satura. ApakSkomponentu formul&umi tika
uzlaboti atbilstosak sakumskolas vecuma b&rnu Ipatnibam. ApakSkomponents 2.4. (Prasme
sevi nodarbinat, iepriecinat), balstoties uz ekspertu diskusiju, tika nomainits ar
apakSkomponentu Spéja brivaja laika spelet brivu, radosu un spontanu speli, kas iekséji
atbrivo un dziedina. Sads formul&jums ir tuvaks komponenta autores M. Paintones idejai par
bérna GI un par brivu, dziedinoSu spéli ka bérna centralo garigo valodu. Lidz ar to art
komponentam atbilstoSie panti tika precizéti un papildinati. ApakSkomponents 2.5. (Bérna
spéja pateikt né) tika atzits par neatbilstoSu un iznemts no modela.

Vismazako un visdaudzveidigako vértejumu no ekspertu puses ir sanémis 1. komponents
Personiskas jégas radiSana un apzinasanas (3,1). Eksperti savos vertejumos bija vienoti par
§1 pamatkomponenta nosaukumu un visi atzina to par biitisku bérnu GI sastavdalu, tomér par
apakSkomponentu saturu ekspertu domas atSkiras. Saistiba ar apakSkomponentu 1.1. (Dziva
ticiba, attiecibas ar kaut ko, kas parsniedz cilvécisko limeni (transcendenta Dieva realitdte),
adordcija, mistérija ka augstakais atjaunosanas avots) eksperts A raksta: “Sakumskolas
vecuma bérnos es esmu noverojis to, ko varétu saukt par “dzivu ticibu”, tomeér uzskatu, ka ta
ir drizak tot€émisma vai animisma limeni” un, vinaprat, mekleét “misteriju ka augstako
atjaunosSanas avotu Saja vecuma ir dazus desmitus gadu par agru”. Balstoties uz §1 eksperta
komentariem, apakSkomponents 1.1. tika pardeévets §adi: franscendentdld apzindsands
(attiecibas ar Dievu vai augstako ES). Savukart eksperti B, C, D uzskatija, ka §is ir loti biitisks
faktors berniem un, ka raksta eksperte B, “Dieva pieredze tiek apzinata un veicinata vél pirms
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ta tieck nosaukta vardos”. Eksperti uzskatija, ka jautajums par personisko filosofiju nav
atbilstoSs sakumskolas vecuma bérniem, tade] apakSkomponents 1.5 tika pardévets sadi:
vajadziba pardomat eksistencialus jautajumus (par laiku, telpu, dzives jegu utt.).
ApakSkomponents  1.6. par identitates apzinasanos tika parcelts uz PaSizpratnes
pamatkomponentu, kur tas ir atbilstoSaks p&c satura.

3. pamatkomponents, kas sakuma tika saukts par PaSsavaldiSanas komponentu (3,3),
ienem 3. vietu ekspertu vert€§jumu ranz&juma. Nemot vera ekspertu domas, komponents tika
pardévets par “Paskontroles pamatkomponentu”, kas ir tuvaks jédziens p&c satura tam, ko
velamies merit. Diskusijas radija apakSkomponents 3.1., kur$ sakuma tika formuléts ka apzina,
ka dzives parmainas ir iespéjamas, bet par tam jamaksa augsta cena. Balstoties uz ekspertu
komentariem par to, ka termins “augsta cena” prasa precizaku defingjumu un sakumskolas
vecuma bérni to vel var nesaprast, tas tika pardévets $adi: izmainas dzivé ir iespéjamas, bet
prasa piepiili. Sads formul&jums p&c satura ir daudz atbilstosaks sakumskolas vecumam.

4. modela pamatkomponents Autentiskuma un unikalitates apzinasanas” (3,4) ienem 2.
vietu ekspertu ranz€juma tabula. Komponents tika vienbalsigi atbalstits no ekspertu puses ka
bitiska bérna GI pazime. Gandriz visi apakSkomponenti tika apstiprinati ka pilniba atbilstosi.
Nemot vera ekspertu ieteikumus, apakSkomponentu formul&umi tika uzlaboti valodas zina
un, lai tie p&c satura biitu atbilstosaki berniem.

5. pamatkomponents Sociala meistariba (3,2) saskana ar ekspertu viedokli tiek vienoti
atzits ka ceturtais atbilstoSakais komponents. Pec ekspertu domam ari §1 ir biitiska bérna GI
pazime, bet diskusija norisinas par apakSkomponentu saturu. 1. apakSkomponents sakuma tika
formuléts ka spéja piedot. Eksperti koment€ja, ka piedoSanas fenomens ir jédziens, kas ir
pétams atseviski no GI. Sim viedoklim dalgji var piekrist, bet jaatzist, ka gandriz visi GI
pétnieki piedoSanu tomér uzskata par biitisku GI sp&ju. Art vairaki specialisti — eksperti, kuri
praktiski sava ikdienas profesionalaja dzivé strada ar sakumskolas vecuma bérniem, atzist
nepiecieSamibu meérktiecigi attistit bérniem sp€ju lugt piedosanu un piedot ikdienas dzives
konfliktos sakumskola. Sadi ikdienas trenini bérniem ir svarigi un palidz pieaugt socialaja
meistariba. Balstoties uz Stm diskusijam piedoSanas apakSkomponents tika pardévéts Sadi:
spéja piedot ikdienas paridarijumus. Lidzigas diskusijas izraisija arl nakamais
apakSkomponents (Mentora prasmju attistiSana). Eksperti uzskatija, ka mentoréSanas sp&jas
nav atbilstoSas sakumskolas vecumposmam, tadel §1 sp€ja tika nosaukta atbilstoSak

sakumskolas vecuma bérnu vecumposma ipatnibam — spéja iemdcit citam to, ko maku pats.
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TreSais apakSkomponents (Dzives notikumu daudzpusiga uztvere, tadejadi atbrivojoties no
aizvainojumiem un citam negativam jitam) péc ekspertu domam bija parak plass un
neatbilstoss sakumskolas vecuma bérnu 1patnibam, tadel tas tika iznemts no beérnu GI modela.
Ta vieta tika piedavats apakSkomponents, kas sakotngji tika formuléts ka daudzveidibas
“svinésana’’- spéja pienemt dazadus uzskatus, viedoklus, tradicijas. VElak tas tika sasaurinats
un pardévets atbilstosak bérniem (Spéja pienemt dazadus, uzskatus, viedoklus un tradicijas).
Ari apak§komponents 5.4. (Zélsirdiga attieksme pret pasauli un spéja pienemt lemumus, izejot
no zelsirdibas pozicijam), tika formuléts lakoniskak (Lidzjutiba pret pasauli).
Apakskomponentu 5.6 (Spéja veidot draudzigas, empatiskas un sirsnigas attiecibas ar
lidzcilvekiem) ka atbilstoSu modela teorétiskajai izpratnei ierosindja izveidot eksperts E.
Prickslikums tika pienemts un §im apakskomponentam tika izstradati atbilsto$i panti. Sie
jaunie panti nav verteti, jo tie tika pievienoti pec ekspertu aptaujas realizéSanas.

Ekspertu profesionald pieredze saistiba ar bérnu GI modela
komponentiem/apakskomponentiem

Visi eksperti ir taja vai cita veida saskarusies ar GI komponentu attistiSanu sakumskolas
vecuma b@rniem. Piem&ram, eksperts A, izvertgjot sakotngjo apakSkomponentu 1.5 (B&rnu
pardomas par eksistencialiem jautajumiem un sp&ja nonakt pie originaliem secinajumiem vai
personigas filosofijas), norada uz to, ka runat par bérna personigo filosofiju sakumskola ir
paragri. Originali secinajumi, kurus var vértét ka personigas filosofijas aizmetnus, gan nav
retums. Tam par pieméru var kalpot eksperta saruna ar délu (apméram 8 vai 9 gadu vecuma):
“Berns: Teti, vai Dievs ir visur? Tetis: Ja. B: Ar1 §aja istaba? T: Ja. B: Ar1 mana gulta? T: Ja.
B: Super! Tad jau es gulu Dievam virsii!!” Secinajums, bez Saubam, ir originals, tacu, péc
eksperta domam, 1idz personigajai filosofijai v€l japaiet daudziem gadiem.

Savukart eksperts E apstiprina apakSkomponentu 1.4. un saistiba ar to raksta: “Loti labs
un bérna attistibas procesa pilnigi reals punkts ir bérna daudzie jautajumi “kapec?”. Seit ir
svarigi veicinat bérnu domat, analiz&t un jautat pasam. TieSi tapat, kad pieaugusais dalas ar
bérnu, stastot noteiktus faktus, ir svarigi gan stastit, gan formul&t jautajumus, ta lickot beérnam
domat arT pasam. Sada veida attistitas berna GI — sp&ja uzdot jautdjumu “Kapec?” un sp&ja
meklét uz to atbildi. Ari es to daru sava ikdiena, esot ar bérniem”.

Ekspertu vértejums GI skalas pantu formuléjumiem

Katram izstradatajam skalas komponentam/apakSkomponentam tika izveidoti atbilstosi

panti, ar kuru palidzibu varétu mérit bérnu GI. Saistiba ar GI skalas pantu formul&umiem
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eksperti sniedza dzilu analizi, pateicoties kurai pantu formul&umi tika vai nu vairak pielagoti
bérnu izpratnei vai ari tika atrasta precizaka terminologija panta formuléjumam.

Visaugstak eksperti novertéja pantus, kas paredzeti 4. pamatkomponenta (Autentiskuma
un unikalitates apzinasanas), mérisanai (3,7). Panti tika akcept€ti pec biitibas, tomér eksperti
ir analiz€jusi ar1 neprecizos formul&jumus. 4.1. apakSkomponenta pantiem sakuma versija tika
piedavati apgalvojumi, kuros atspogulojas bérna sp&ju dzirdét savu “ieks€jo balsi”.
Formulgjumu “ieksgja balss” eksperti noraidija. Tas tika nemts v&ra un ta vieta tika atrasts
vards — “jutas”, kas turpmak tika izmantots pantu formulg&jumos. Eksperts C atzimé&ja, ka
sakotngji pantos neatspogulojas “sp&ja verbalizet sevi” ka tas ir paredzets apakSkomponenta
nosaukuma, tadel tika no jauna izstradats pants “Es protu pastastit par to, ka jiitos, tuvajiem
cilveékiem”.

l.un 2. pamatkomponenta (Personiskas jégas radiSana un apzinaSanas un
PaSizpratne) panti sanéma vidjo atzimi 3,6 un ierindojas 2. vieta p&c pantu atbilstibas.
Personiskas jeégas radiSanas un apzinasanas panti no ekspertu puses tika akceptéti ka
atbilstosi p&c butibas. Pantiem tika veikti literara rakstura labojumi, ka arT tika veikti labojumi,
kas radas saistiba ar terminu preciz€Sanu pamatkomponentos 1. ekspertu aptaujas dala.
Izmainas komponentos skara ari pantu formul&umus. Ekspertu diskusiju raisija varda
“sapnoSana” lietoSana 3. un 4. panta. Eksperts C uzskatija, ka sapnis neatklaj bérna mérki. Par
So jédzienu notika saruna ar sakumskolas vecuma bérniem. Beérni savienoja Sodienas
sapnosanu ar nakotnes mérki, tad€] Sie vardi pantos tika atstati. Panti tika mazliet korigéti un
vienkarSoti: “Es sapnoju par to, ko es dariSu, kad paaugSos” vai “Es sapnoju par to, kas notiks
nakotng”. Attieciba uz apakSkomponentu 1.6, kas vélak kluva par apakSkomponentu 2.1.
saistiba ar identitates apzinaSanos, eksperts A izteica Saubas par to, vai sakumskolas
vecumposma berni izpratis So apgalvojumu péc bitibas. Ta ka panti tika izstradati kopa ar
sakumskolas vecuma b&rniem, bérni biezi vien pasi formul&ja pantus, kas velak tika pierakstiti.
Ta, pieméram, pantu “Es médzu apcerét, kadel tiesi es pastavu uz §is pasaules”, formulgja 3.
klases meitene. Sakumskolas vecuma bérni Sos apgalvojumus sapratis savadak ka pusaudzi
val jaunieSi, bet pozitiva sakumskolnieka atbilde liecinas par b&rna sp&ju domat Sadas
kategorijas. 3.1 apakSkomponenta par sp&ju biit atv@rtam parmainam panti no ekspertu puses
tika pienemti pec biitibas, bet savos komentaros vini atspoguloja viedokli, ka sakotngji panti
ir formuléti parak dramatiski, jo tiek lietots formul&ums “augsta cena, kas jamaksa par

parmainam”. Panti tika vienkarSoti un vairak pielagoti bérnu vecumposmam — “Es domaju,
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ka cilveks var mainities, tikai tas nav viegli”, vai “Es domaju, ka cilvéks var mainit savu dzivi,

ja ir pacietiba, gribasspeks un zinaSanas”. Apakskomponenta 3.4. (Emocionalas un fiziskas

pasSregulacijas spgjas) ekspertu veérteésanai tika piedavati Cetri panti, bet aptaujai derigi tika

atziti divi: “Kad esmu dusmigs, es varu pats(-ti) sevi nomierinat” un “Es m&dzu pabeigt iesakto

ar1 tad, ja man to negribas darit”. Divi panti, kas netika atziti par atbilstoSiem, tika iznemti no

aptaujas. Piektais pamatkomponents Sociala meistariba (3,3) ekspertu ranga tabula ierindojas

pedgja vieta, lai gan pamata visi apgalvojumi no ekspertu puses tika akceptéti ka atbilstosi.

Eksperta E piedavajam apakSkomponentam (Sp€ja veidot draudzigas, empatiskas un sirsnigas

attiecibas ar lidzcilvekiem) tika izstradati atbilsto$i panti. Sie jaunie panti netika vértéti, jo tie

tika pievienoti péc ekspertu vért€Sanas. 3.

tabula ir ietverti izstradatie un uzlabotie

pamatkomponenti, apakSkomponenti un apgalvojumi to mérisanai.

3. tabula. Ekspertu aptaujas rezultata uzlabotie GI modela pamatkomponenti,

apakSkomponenti un BGIS panti

1. Personiskas jégas radiSana un

apzinasanas:

1.1. Transcendentala apzinasanas
(attiecibas ar Dievu vai augstako
ES)

1. Es domaju par Dievu un klusi sarunajos ar Vinu.
2. Es domas sarunajos ar kaut ko augstaku par sevi un ieklausos ta balsl.

1.2. Spgja nospraust mérki un
apzinaties dzives jégu

3. Es sapnoju par lietam, kuras darisu tikai pec ilgaka laika vai kad paaugsos.
4. Es sapnoju par to, kas notiks nakotng.
5. Es domaju par to, kap&c es esmu uz §is pasaules.

1.3. Spgja apzinaties
profesionalo aicinajumu

savu

6.Es esmu parliecinats(-ta), ka man ir kads 1pass merkis, uzdevums vai darbs, kas
japaveic savas dzives laika (jamaca, jaarste, javada valsts, japrojekté jaunas &kas,
japrogrammge vai jarada dizains u.c.).

7.Es esmu domajis(-usi) par ko es varétu klit, kad izaugsu liels(-1a).

1.4. Vajadziba izprast c€lonus,
uzdodot jautagjumu “Kapéc?”

8. Es esmu domajis(-usi) par to, kapéc cilveki palidz viens otram.

9.Es esmu domajis(-usi) par to, kapéc cilveéki sapina viens otru.

10.Es esmu domajis(-usi) par to, kapéc pasaulé notiek sliktas lietas (katastrofas,
kari, tragedijas) .

11..Es esmu domajis(-usi) par to, kas cilvékiem palidz klut labakiem.

L.5. Vajadziba pardomat
eksistencialus jautajumus (par
laiku, telpu, dzives jégu utt.)

12.Es dazreiz jutu, ka pasaul€ kaut kas nav kartiba — pieaugusie cilveki dara kaut
ko nepareizi.
13. Es dazreiz saprotu, ka kadam jarikojas citadak un, pat nojausu — ka.

2.Pasizpratne 3,6

saviem uzskatiem, talantiem

2.1. Identitates veidoSanas un | 14.Es m&édzu domat par to, kas es esmu.

apzinasanas 15.Es médzu domat par to, kadel es dzivoju uz §is pasaules.
2.2. Savas iekSgas pasaules | 16. Par daziem jautdjumiem es domaju savadak ka citi.
apzinasanas - ciena pret sevi, | 17.Ir brizi, kad es jutos iek$gji mierigs(-ga).

18.Es jebkura bridi varu pateikt draugam(draudzenei) “ng”, ja ta ties$am domaju.
19. Es cienu savus uzskatus, tadé] draugam varu pateikt N&

2.3. Apzinas savas stipras un vajas
puses

20. Es parzinu savus talantus.
21.Es zinu, kada ir mana labaka rakstura tpasiba.
22.Es zinu, kada ir mana sliktaka rakstura Tpasiba.
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2.4. Spgja brivaja laika spelet
brivu, radoSu un spontanu spéli,
kas ieksgji atbrivo un dziedina.

23. Kad man ir garlaicigi, es varu izdomat ka interesanti sp&léties
24. Es vienm@r varu sevi iepriecinat, ja palick garlaicigi.

25. Man patik uzbiivet to, kas man patik

26. Man patik pasam izdomat spéles, kas mani aizrauj

2.5. Spgja  novertet
sasniegumus, ticiba sev

savus

27.Es izjutu prieku, kad man kaut kas izdodas.
28.Es lepojos ar sevi, ja izdodas paveikt to, kas iepriek$ neizdevas.

3.Paskontroles meistariba 34

3.1. Izmainas dzive ir iesp&jamas,
bet to sasniegSana prasa pieptli

29.Es domaju, ka cilveks var maintties, tikai tas nav viegli.

30.Es domaju ka cilvéks var mainit savu dzivi, ja ir pacietiba, gribasspeks un
zinaSanas.

31. Es ticu, ka varésu kaut ko mainit sava dzive, ja pielikSu ptles.

3.2. Spgja cientt autoritati un sekot
tai

32.Es ar prieku uzklausu savu skolotaju.
33.Parasti es labprat paklausu picaugusajiem

3.3. Spgja turpinat celu uz merki,
neraugoties uz $kér§liem

34. Es varu sasniegt nosprausto mérki, neskatoties uz sk&r§liem un gratibam.
35.Es vienmeér sasniedzu to, ko esmu nolémis(-usi)

3.4. Emocionalas un fiziskas
pasregulacijas spéjas

36.Kad esmu dusmigs(-ga), es varu sevi nomierinat.
37.Es varu pabeigt iesakto darbu arf tad, ja esmu noguris(-usi)

3.5. Spgja pienemt pardomatus
lémumus

38.Es vienmér izpildu uzdotos majas darbus, pat tad, ja man to darit negribas.
39. Es médzu pienemt lémumu nesapinat draugu(draudzeni), jo apzinos, ka
draugam(draudzenei) sapés.

4.Autentiskuma un unikalitates a

zinaSanas 3,7

4.1. Spgja but kontakta ar savu
iek$€jo emocionalo pasauli un
sp&ja to verbalizet

40.Es saprotu to, ka jiitos.
41. Es protu pastastit par to, ka jitos, tuviem cilvékiem
42 .Es protu pastastit par to, kapec esmu dusmigs(-ga) vai aizvainots(-ta)

4.2, Domu, jitu, uzvedibas | 43 Es vienmér saku to, ko domaju vai jitu

vienotiba 44 Es vienmér rikojos ta, ka domaju un jiitu

4.3. Sp&ja ieklausities sava | 45 .Mana ieks¢ja balss griitas situacijas man palidz saprast ka rikoties.
intuicija 46. Man biezi gadas nojaust uzdevuma atbildi, pirms vél saku to risinat.

4.4. Radosa potenciala TstenoSana

47.Man patik buivét vai ka savadak izveidot to, kas ienacis prata.
48.Man patik zZimé&t visu ko iedomajos.

4.5. Sava unikala pasaules uzskata

49 Man patik citiem izstastit to, ko domaju un to ka redzu dazadas lietas.

apzinasanas 50 Man ir sajiita, ka es redzu sev pasauli apkart savadak ka citi.
5.Sociala meistariba 3,3

5.1. Spgja piedot ikdienas | 51 Man Skiet svarigi, ka cilveki spgj piedot.

paridarijumus 52.Es vé&los, lai mani klases biedri spetu piedot viens otra paridarijumus.

53. Es cenSos piedot visiem un nepaturét sevi aizvainojumu.

5.2. Spgja iemactt citam to, ko
maku pats

54 Man patik citiem macit to, ko maku pats(-ti).
55. Man patik mazakiem palidz&t macities.

53. Spgja pienemt dazadus
uzskatus, viedoklus, tradicijas.

56.Man patik draudzgties ar dazadu tautibu cilvékiem.
57. Es sp&ju mierigi uztvert to, ka kads cits doma savadak ka es.

5.4. Lidzjutiba pret pasauli

58. Es labprat palidzu b&rniem, kuriem klajas grutak neka man.
59. Ja biitu nepiecieSams, es palidzétu slimam dzivniekam.
60. Es jutu lidzi b&rniem, kas cie§ no nabadzibas un bada citas valstis.

5.5. Spg&ja veidot draudzigas un
sirsnigas attiecibas ar vienaudziem
un nozimigajiem pieaugusajiem

61. Es jutu Iidzi, ja manam draugam(draudzenei) ir griitibas.
62. Es priecajos kopa ar savu draugu(draudzeni), ja vinam(-ai) veicas.
63. Es varu izrunaties ar sev svarigiem pieaugusSajiem, ja man ir kadas griitibas.

Iztirzajums un secinajumi

S1 pétijuma mérkis bija noskaidrot jaunizstradata bérna GI mériSanas instrumenta

mérama fenomena satura reprezentativitati, piemérotibu un izstradato pantu un teorijas

savstarp&jo saderibu. Ta ka zinatniskaja literatiira GI meériSanas instrumenti sakumskolas

117




vecuma bérniem nav atrodami, raksta ievada tika apskatiti ar dazadiem b&rnu gariguma
aspektiem saistiti izp&tes instrumenti. Ka paraugi jaunizstradatajai skalai tika izmantota plasi
izmantota Dz. FiSera skala b&rna garigas veselibas mérisanai (FGLL/Feeling Good, Living
Life, Fisher, 2004) un bé&rnu GI p&tnieces M. Paintones piedavatie bérnu GI izp&tes aptauju
panti, kas paredzgti gan vecakiem, gan b&rniem (Painton, 2007).

Dazadi autori atskirigi apliko centralas GI pazimes. ST pétijuma ietvaros izstradataja
bérnu GI modeli autori centas apkopot visu gariguma un GI pétnieku idejas par to, kas ir GI
sp&jas un pielagot tas sakumskolas vecuma b&rnu vajadzibam. Dz. FiSers b&rnu garigas
veselibas modelis, kas sastav no cCetriem komponentiem — attiecibas ar transcendento,
attiecibas ar dabu, attiecibas ar cilvékiem, attiecibas ar sevi, sniedza ierosmi veidot
visaptverosu un apjomigu, bet reiz€ vienkarSu un saprotamu bérna GI modeli. Laika gaita Sis
b&rnu GI modelis neapSaubami tiks precizeéts un vienkarsots, bet $aja zinatniska darba posma
tas ir kluvis par pamatu BGIS un bérnu PPI izstradei.

Ka rada pieejamas literatiras analize, Sis ir pirmais $ada veida instruments
sakumskolas vecuma bé&rniem, kas izstradats tieSi §1s vecuma grupai Gl mérisanai.
Instrumentam ir Iidzibas pamatkomponentos, salidzinot ar instrumentiem, kas izstradatu
pusaudzu vecumposma grupai (Madhumathi & Suparna, 2017), bet ir arT atSkiribas, kas
balstitas tiesi dzilaka sakumskolas vecuma b&rnu gariguma izp&te.

Sis raksts ieskicé solus, kas veicami aptaujas pantu saturiskas analizes izstrades
procesa. Sie soli bija sekojosi:

1. Tika izvirzits jaunizstradatas aptaujas mérkis, tika teoretiski izpétitas merka grupas
Tpatnibas saistiba ar garigo attistibu. Saja gadijuma tika péfita zinatniska literatiira par
garigumu un garigo attistibu sakumskolas vecuma bérniem. Ka pamata koncepcija tika
izmantota K. Kartraitas izvirzita bernu garigas attistibas teorija, kas sabalsojas ar Z. Piaza
kognitivas attistibas teoriju (Kartwright, 2001).

2. Tika veikta padzilinata literattiras analize, izveidots GI sp&u modelis, kur§ sastav
no pieciem pamata komponentiem, kuriem katram ir pieci apak§Skomponenti. Pirmais pamata
komponents - personiskas jégas radiSana un apzinasanas, sevi ietver 5 apakSkomponentus
- transcendentala apzinasanas (attiecibas ar Dievu vai augstako ES), sp&ja nospraust merki un
apzinaties dzives jégu, sp&ja apzinaties savu profesionalo aicindjumu, vajadziba izprast
celonus, uzdodot jautajumu “Kapéc?”, vajadziba pardomat eksistencialus jautdjumus (par

laiku, telpu, dzives jégu utt.). Otrais pamatkomponents - paSizpratne, sevi ietver sekojoSus
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piecus komponentus - identitates veidoSanas un apzinasanas, savas iekS€jas pasaules
apzinaSanas - ciena pret sevi, saviem uzskatiem, talantiem, apzinas savas stipras un vajas
puses, sp&ja brivaja laika spé€lét brivu, radosu un spontanu spéli, kas iek$gji atbrivo un
dziedina, spg€ja noveértét savus sasniegumus, ticiba sev. Savukart treSais komponents —
pasSkontroles meistariba, sevi ietver $adus piecus apakSkomponentus - izmainas dziveé ir
iesp&jamas, bet to sasniegSana prasa piepili, sp&ja cienit autoritati un sekot tai, sp&ja turpinat
celu uz mérki, neraugoties uz §kérsliem, emocionalas un fiziskas pasregulacijas sp&jas, sp&ja
pienemt pardomatus lémumus. Ceturtais komponents — autentiskums un unikalitates
apzinasanas, sevi ietver sekojoSus piecus apakSkomponentus - sp&ja biit kontakta ar savu
iek§€jo emocionalo pasauli un sp&ja to verbalizét, domu, jitu, uzvedibas vienotiba, sp€ja
ieklausities sava intuicija, rado$a potenciala TstenoSana, sava unikala pasaules uzskata
apzinasanas. Piektais komponents — sociala meistariba sastdv no pieciem
apakSkomponentiem -sp€ja piedot ikdienas paridarijumus, sp€ja iemacit citam to, ko maku
pats, sp&ja pienemt dazadus uzskatus, viedoklus, tradicijas, lidzjutiba pret pasauli, sp&ja veidot
draudzigas un sirsnigas attiecibas ar vienaudZiem un nozimigajiem pieaugusajiem.

Modela labojumi tika veikti, balstoties uz izraudzito specialistu analizi par katru bérna
GI modela komponentu un apakSkomponentu ka ar1 par katru skalas pantu. Analizgjot ekspertu
iesniegtas idejas par katru GI komponentu un apakSkomponentu, skalas autori ieguva vertigu
viedoklu pieredzi, kas palidzgja gan padzilinatak izstradat bérna GI modeli, gan slipét skalas
pantus. Bérnu GI modela komponenti un skalas panti, balstoties uz eksperta viedokli, tika
laboti un precizeéti.
3.Balstoties uz ekspertu aptaujas rezultatiem, tika precizéts un vecumposmam pielagots gan
izstradatais teoretiskais modelis ar ta pamatkomponentiem/apakskomponentiem, gan So
komponentu mérisanai domatie toposas aptaujas panti
Raksta tika izvirziti tris petijuma jautajumi, un uz tiem raksta tiek sniegtas sekojoSas atbildes:

1. Vai eksperti atzist identificetos GI komponentus/apakS§komponentus ka

atbilstoSus teorétiskajai GI izpratnei?

Ka norada ekspertu komentari, pamata visi izstradatie GI komponenti/apakSkomponenti ir
atbilstosi teor&tiskai izpratnei par GI. Darba gaita komponenti/apakskomponenti, nemot véra
ekspertu savstarp&jo diskusiju, tika precizéti ta, lai tie butu atbilstoSaki zinatnieku
aprakstitajam 1idejam par konkrétu GI pazimi, ka arT sakumskolas vecumposma

psihologiskajam Tpatnibam.
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2. Vai eksperti sava profesionalas darbibas pieredze ar bérniem ir novérojusi

attiecigo GI modela komponentus/apak§komponentus?
Visi eksperti ir saskarusies ar GI komponentu izpausmi un to attistiSanu sakumskolas vecuma
b&rniem, gan personiskaja dzive, gimeng, audzinot savus bérnus, gan profesionala konteksta
audzinot bérnus, istenojot viniem dazadas attistoSas programmas ka ar1 veicot terapeitisku
darbibu.

3. Ka eksperti verte GI skalas pantu formuléjumus: vai tie ir bérniem saprotami
un péc satura atbilstosi bérnu GI komponentu/apak§komponentu mérisanai?

Katram izstradatajam skalas komponentam/apakSkomponentam tika izveidoti
atbilstosi panti, ar kuru palidzibu varétu meérit be&rmu GI. Saistiba ar GI skalas pantu
formul&jumiem eksperti sniedza dzilu analizi, pateicoties kurai pantu formul&jumi tika vai nu
vairak pielagoti bérnu izpratnei vai ari tika atrasta precizaka terminologija panta
formul&jumam. P&c biitibas skalas panti tika vertéti ka atbilstosi.

legiitie petijuma rezultati tiks izmantoti bérnu skalas GI meériSanai izstrade, ka ari
jaunizstradatais modelis kalpos par pamatu psihopedagogiskas intervences programmas, bérnu
GI attistisanai.

Ka uzsver vadoSie garigas attistibas pétnieki, butiski ir radit instrumentus, kurus var
izmantot multikulturala vide, p&tot bérnu GI dazadu valstu un kultiiru berniem (Fisher, 2004;
Gilman & Huebner, 2000). Patreiz skala ir izstradata Latvijas kultirai raksturigajam
sakumskolas vecuma beérnu dzives kontekstam un §1 vecumposma Tipatnibam. Lai
jaunizstradato bérnu GI skalu var€tu izmantot citu kultiiru un valstu b&€rniem, GI mériSanai,
svarigi ir veikt [1dzigu satura pamatotibas parbaudi katra valsti, kura eksperti ir konkréto naciju
specialisti.

Petfjuma rezultati atspoguloja skalas komponentu un pantu saturisko atbilstibu un bija
butiski jaunizstradatas skalas izveidei. Nakamais skalas izstrades posms ir skalas pantu
savstarpgjas saderibas statistiska izstrade. Méramajiem elementiem ir jabiit vienoti saistitiem
ar mainigajiem. Ja tie nav savstarp€ji atbilstoSi saistiti, tas radis SkérSlus izp€tes metodes
konstrukcijas ticamiba (Marsh, 1984). Prognozgjot skalas pantu talako attistibu, janorada, ka
aptaujas pilotazas ar bérniem rezultata skalas panti var iegiit precizakus formul&umus, bet

psihometriskas analizes posma skalas pantu skaits vartu biitiski sarukt.
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Abstract

The paper aims to describe the development of the Children Spiritual Intelligence Scale (CSIS),
focusing on the stage of primary validation of the scale. Based on the five components of the theoretical
model (Creation and awareness of personal meaning, Self-understanding, Mastery of self-control,
Awareness of personal authenticity and uniqueness, and Social mastery), a 63-item scale with validated
content was developed to measure children’s spiritual intelligence. The validation sample consisted of
200 pupils from grades 1 - 4 representing comprehensive education schools situated in different
regions of Latvia. The exploration resulted with the psychometric properties of CSIS, showing the item
difficulty and discrimination indices of items, interpretation of the factorial structure and internal
reliability of the scale. The final set of 23 CSIS items, measuring children spiritual intelligence in a
framework of a one-factor model with four included subcomponents, showed acceptable psychometric
properties, enabling to pursue the next steps of scale development.

Keywords: CSIS; elementary school pupils; primary validation; spiritual intelligence.

Introduction

Spiritual intelligence (SI) is the essential prerequisite to our psychological health and social
functioning. The science of psychology would profit from the inquiry into the possibilities,
determinants, and mechanisms for the development of SI, particularly appropriate at the early
stages of life. Such an inquiry would be impossible without the relevant tools. However, the
analysis of research literature reveals the lack of instruments for the measurement of children
SI. The development of such instruments would accelerate the research on children SI,
including the elaboration of research-based interventions for the development of SI in
elementary school.

The development of the theoretical model, items, and also the validation of such an
instrument in a form of self-report inventory is a complex problem, as 1) there is no consensus
on the definition of spirituality and SI in different scientific disciplines and professional fields,
including psychology, 2) despite the diversity of SI theories, by and large, there seems to be a
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lack of theoretical framework in place describing the SI of elementary school children, and 3)
development of valid instruments for children on complex and unexplored constructs always
is a difficult task (Bell 2007). The beginning of the challenging process of instrument
development for the measurement of children SI, assumed by the authors of this paper, has
already been illustrated in publications (Grasmane and Pipere 2020a, 2020b), while the given
paper shows the especially important and demanding stage of instrument development. In
particular, this study aims to describe the process of the ongoing development of the Children
Spiritual Intelligence Scale (CSIS) focusing on the primary validation of the scale, providing
the results of the item difficulty and discrimination indices, internal reliability as well as
factorial structure of the initial scale. Thus, the main part of the presentation pertains to the
empirical validation of the theoretical model of children SI.

The paper will start with a short insight into the concept and model of children SI designed
by the authors, following with a brief outline of previous stages of CSIS development. The
research questions for the current stage of CSIS development lead to the method section and
subsequent joint presentation of results and discussion. The paper ends with conclusions,
insights into the further research, and practical implications of study results.

Concept of SI and model of children SI

In the literature, SI is recognized as “a set of mental capacities which contribute to the
awareness, integration, and adaptive application of the nonmaterial and transcendent aspects
of one’s existence, leading to such outcomes as deep existential reflection, enhancement of
meaning, recognition of a transcendent self, and mastery of spiritual states” (King 2008, as
quoted in King 2010, 69). SI is characterized as a collection of adaptive mental abilities,
applicable to daily life, that can be developed and improved and can assist in efficiently dealing
with daily problems, thus enhancing the quality of life.

The concept of SI is inevitably connected with the concept of spirituality, and in the
scientific discourse of psychology, spirituality can be detached from religion, focusing more
on the investigation of human individual spiritual experience. In terms of intelligence, the
conceptualization of SI has rooted in the idea of multiple intelligence proposed by Gardner at
the end of the 20th century. Initially, SI in these studies was described as moral intelligence,
later this term was substituted by the specific name of SI (Gardner, 1999).

Currently, the concept of SI is conceptualized in more than 11 theories (Regzdina, 2017).

Although the authors discern different capacities associated with the spiritually intelligent
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individual (e.g., Emmons 2000; Nasel 2004; Noble 2001; Sisk 2008; Zohar and Marshall 2000;
Wolman 2001; Vaughan 2002, etc.), the definition by King mentioned above provides the
generally agreed theoretical foundations of this construct (King 2008; King 2010; King and
DeCicco 2009) adopted in this study.

The world-wide relevance of studies on the children SI is undergirded by the fact that
nurturing and developing of well-rounded, spiritually mature, and harmonious personality is
one of the main aims of education not only in Latvia but also in many other countries. Though,
the research on children’s spirituality in contemporary psychology has a short history yet.
Reviewing the studies on children’s spiritual development from 2005 to 2015, Mata-McMahon
(2016) concludes that research in this area remains underdeveloped, the tools for the
development of children spirituality are in big demand, and the researchers lack the
instruments to study the SI of children.

To design a new, theoretically and empirically valid scale for the research on children SI,
initially, it was necessary to design the theoretical model including the whole set of specific
qualities of this construct. Considering the issues, noticed by the researchers in the content and
structure of newly created instruments in this field, and given that frequently, because of the
lack of theoretical validity, we can not be sure that given instrument measures the construct it
supposes to measure (Gilman and Huebner 1997; Gomez and Fisher 2003; Huebner 1994), we
conducted the theoretical analysis of previous studies. This analysis laid the foundation for the
integrative model, gathering the major complementary features of SI and providing the
detailed description of the models’ components. A theoretical model of children SI consisted
of five main components, each of them explained with the five theoretically justified
subcomponents (Grasmane and Pipere 2020a).

The first component of the children’s SI model relates to the ability o create and be aware
of the meaning. This component stems from the idea by King, although this quality is
mentioned almost by all other researchers. SI envisages an ability to critically reflect on the
meaning and purpose of life as well as other existential or metaphysical questions (e.g., reality,
Universe, space, time, death) (King and DeCicco 2009). This is also a capacity to produce
personal meaning and purpose in all physical and spiritual experiences, including
determination and achievement of life goals (Zohar and Marshall 2000). Zohar and Marshal
(2000) describe the necessity to develop the habit of life to ask yourself “why” and to

understand what lays “behind”. Summarizing the ideas of SI researchers and adapting them to
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the specific age, this main component was divided into 1) transcendental awareness
(relationships with God or higher Self), 2) ability to set goals and to be aware of the meaning
of'life, 3) awareness of one’s professional calling, 4) necessity to understand the causes, asking
“why?”, 5) aspiration to contemplate the existential questions (about time, space, the meaning
of life, etc.).

The second component of the children’s SI model is the ability for self-understanding. This
component emerged from the studies related to children’s spirituality (e.g., Mata-McMahon
2016). Painton, who defines the children SI as the awareness of one’s inner world, indicates
that working with children’s psychopathologies and helping them to reach self-awareness,
awareness of their inner world — talents, power, peace, and faith, she was able to improve
children’s psychological health and reduce their pathologies (Painton 2009). The five
subcomponents of this component are: 1) shaping and sensing one’s identity, 2) self-respect,
respect for own beliefs, talents, 3) awareness of personal strengths and weaknesses, 4) free,
creative, spontaneous play, affording inner freedom and healing, in one’s spare time, 5) ability
to assess personal achievements and self-confidence.

According to Wigglesworth, the list of abilities of SI includes also the developed emotional
intelligence that is the important prerequisite for the development of SI in the first place: both
types of intelligence are interrelated. The significant ability, laying at the boundary between
the emotional and spiritual sphere and grounding the development of SI, is the ability of self-
control (Wigglesworth 2011). Drawing on Wigglesworth’s model, containing the mastery of
self-control as one of the essential components of SI, as well as on the ideas from the other
authors, the third theoretical component of children SI was linked with the mastery of self-
control. The subcomponents of this component are 1) belief that change of life is possible,
however, requires efforts, 2) ability to respect the authority and follow him/her, 3) persistence
toward the goals despite the difficulties, 4) developed abilities of emotional and physical self-
regulation, as well as 5) capacity to make the conscious decisions.

The fourth component in the model of children SI is awareness of personal authenticity
and uniqueness. This quality of SI is also suggested by the majority of SI researchers. King
argues that awareness of one’s uniqueness is a principal quality of SI. It fosters contact with
human’s real nature, which, in its turn, helps in understanding the meaning of life, nurtures
transcendence, and enhances the limits of consciousness. Opening for the creativity,

spontaneity, and ability to change reality ensure the development of authenticity, manifesting
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in the skills to feel and hear oneself. This contributes to developing awareness of personal
meaning, solving daily problems, and expanding the ability for abstract argumentation (King
2010). Zohar and Marshall believe that SI aids in making decisions in tune with one’s inner
world and values. Thus, the SI establishes the link between the unique world view of an
individual and his/her conscious choices, attitudes, behaviors, grounded in his/her value
system (Zohar and Marshall 2000). This main component also has five subcomponents: 1)
ability to get in touch with one’s emotional world and verbalize it, 2) unity of thoughts,
feelings, and behavior, 3) ability to listen to one’s intuition, 4) implementation of creative
potential, and 5) awareness of one’s unique worldview.

The fifth component of the children’s SI model is social mastery. In this regard,
Wigglesworth acknowledges another important feature of SI — well-trained leadership skills.
In this regard she stresses the ability to treat oneself, others, and events of life with compassion
and wisdom, keeping the internal and external peace regardless of circumstances. In the model
by Wigglesworth, the ability to be a wise and effective spiritual teacher and mentor is
mentioned as the essential quality of SI. Efficient agent of change who makes wise decisions
grounded in merciful attitude toward the world comforts and heals just by his/her presence
(Wigglesworth 2011). For the personality to develop in this direction, it is important to create
the appropriate conditions for such development already from the elementary school age.
Already in childhood, it is essential to develop the understanding about the close interpersonal
relationships and the realization that daily life is saturated with spiritual, social training
enriching the heart and developing the ability for the decision-making, grounding on love,
forgiveness, justice, hope, and faith (Fisher 2009). The component of social mastery was
described by five specific abilities: 1) ability to forgive the ordinary offenses and abuses, 2)
ability to teach others what you are good at yourself, 3) acceptance of different views, beliefs,
traditions, 4) compassion toward the world, 5) friendly and sincere relationships with peers

and significant adults.

Stages of CSIS development
This chapter will shortly outline already performed stages of CSIS development and their
results, as to make the introduction for the research questions, leading the next stage of the

scale development reflected in this paper:
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Stage 1. The elaboration of the children SI model, focusing on the description of model
components, was briefly presented in the previous chapter and in a more detailed way was
reflected in previous publications (Grasmane and Pipere 2020a, 2020b).

Stage 2. The development of items for CSIS. The authors constructed the relevant items
matching each subcomponent of the theoretical model (Grasmane and Pipere 2020b).

Stage 3. The assessment and improvement of CSIS content and face validity. The
assessment of theoretical model and content validity of CSIS items were performed, inviting
a panel of six experts, selected based on their theoretical and practical knowledge and
professional experience in the field of children’s spirituality. The experts filled out the survey,
providing the descriptive evaluation for the theoretical components and subcomponents of the
children SI model, items representing subcomponents, and commenting on the research
problem in general. It allowed identifying the adequacy of construct’s content and the
compliance between the theory and designed items. The appropriate content validity of the
developed scale was reached, implementing the suggestions from the experts, thus opening the
way for further work on the validation of the instrument (Grasmane and Pipere 2020b).

The CSIS, improved through the work on the content validity, was used in a study with a
small sample of elementary school pupils to evaluate the scale’s face validity. The children’s
answers regarding the quality of items initially were obtained in a verbal form and then fixed
in a written form by one of the researchers (Boateng et al. 2018). Afterward, the other small
sample of same-age children filled the questionnaire in written form. Analysis of answers from
both studies as well as the questions of children regarding the items, stated after the
administration of the scale, allowed us to improve the face validity of CSIS items (Grasmane
and Pipere, 2020b).

Stage 4 . This stage, described in present paper, includes the primary validation of CSIS in
a sample of Latvian elementary school pupils. The main aim of the study is to provide the
answers to the following research questions:
1. Which items of the created version of CSIS do not comply with the psychometric
requirements, based on the analysis of the item difficulty and discrimination indices?
2. What is the factorial structure of CSIS, the statistical validity of theoretical model and items,
based on the CFA?
3. What is the internal consistency of CSIS?

Method
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Instruments
Grounding on the five components of the SI model, the final set of CSIS after the

content and face validation consisted of 62 items. Table 1 provides the initial scale in reduced
form, showing the components of the theoretical model and illustrating each component with

the examples of three relevant items.

Table 1. The components of the theoretical model of SI and reduced set of CSIS items

Components Items
Creation and awareness of personal | I think about God and silently talk with Him
meaning I use to wonder why I am here on Earth
I have thought about what will I become when growing up
Self-understanding I use to think about who am I

I know what is my best character trait
When [ am bored, I can come up with some exciting play

Mastery of self-control I can reach the set goal, despite obstacles and difficulties
When I am angry, I can calm myself down
Usually, I willingly obey the adults

Awareness of personal autenticity and | I know how to describe the reasons for my anger or insult

uniqueness My inner voice helps me to deal with difficult situations
I like to build or make something I just thought about
Social mastery It seems important to me that people can forgive

I like to teach others what [ am good at myself
I like to make friends with people of different ethnicities

Respondents were requested to give their answers for each item using a 6-point Likert-
type scale of 1 (no, never), 2 (no, usually not, but sometimes it just happens), 3 (no, usually
not), 4 (yes, sometimes it happens), 5 (yes, it usually happens), and 6 (yes, it happens very
often). The midpoint neutral answer was avoided to minimize response bias observed if

participants are indecisive, reluctant to answer, or the given item does not apply to them.

Sample
CSIS was administered to 136 boys and 64 girls living in the cities situated in four

regions of Latvia (Riga, Zemgale, Kurzeme, and Vidzeme). The pupils with the mean age of
9.5 years represented grades 1-4 of comprehensive education schools. The sample size
(N=200) was fairly sufficient for the CFA with a theoretical model containing five constructs
(Hair et al. 2010).

The children filled the instrument indicating only their grade, age, and gender.
Permission for the study project was obtained from schools’ authorities, while class teachers

coordinated the procedure of questionnaire administration and participation of children in this
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study with the parents. The anonymity and confidentiality of research data along with the
insurance of data safety were implemented as the main principles of research ethics. Children
filled in the scale as a part of natural and social science lessons.
Procedure
To assist in the data collection process, 17 class teachers volunteered to participate in the

study and administer the CSIS in Latvian in their classes. To help teachers and pupils in filling
in the scale, the researchers outlined the detailed instruction for volunteering teachers. The
instruction contained a brief description of the research, the main characteristics of the scale,
the expected time of filling in the scale, and clarified the main requirements for the scale
administration. Teachers were asked to explain the terms or phrases, hard for the understanding
of children, in simple, understandable words (for instance, a pupil from grade 2 asked “What
is the old memories?”). Also, the teachers were instructed to write down the terms difficult for
the children, questions posed by the children, and submit this list to the researchers together
with the questionnaires filled out by the children. These data were used for the additional
improvement of the scale’s face validity. The average time for filling in the scale was about
20 — 30 minutes.
Results and discussion

The stage of the primary validation of CSIS consisted of three substages, based on the
analysis of item difficulty and discrimination indices, confirmatory factor analysis, and
analysis of internal consistency. Due to space limitation, the results with the presented together

with the discussion.

Item difficulty and discrimination indices

The arithmetical bounds for the item difficulty indices were assessed using the formula
suggested and corrected by Jandaghi and Shaterian (2008). The minimal and maximal range
of item difficulty indices for the majority of CSIS items varied from 2 to 5. Given that
arithmetic mean for the given item lays within the range of this interval, the item has an
acceptable item difficulty index.

The initial analysis of items showed that only five items exceed the required critical
interval. These were items 13 (I wish my classmates could forgive each other), 29 (I have

thought about what will I become when growing up), 60 (I am happy for my friend if he/she
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succeeds), 61 (I am happy if I succeed), and 63 (I am proud to accomplish something I could
not do before). These items did not provide a suitable measure of the respective research
variable as they had a common trend toward the positive bias, eliciting similar answers from
different research participants. Accordingly, these items were removed from the scale.

The next step was the calculation of discrimination indices for the items of CSIS. Low
discrimination index indicates that given item provide a week contribution to the scale,
measuring certain variable. Calculation of discrimination indices for CSIS using the Spearman
correlation showed that all items in the scale, after the removal of five items with an
unacceptable difficulty index, are statistically significant and acceptable with the
discrimination indices for the scale ranging from 0.33 to 0.64.

Confirmatory factor analysis

The calculation of CFA enabled us to test the relevance of the theoretical model to the
empirical data and clarify the structure of the scale. Considering the theoretical model of
children SI described above, initially the analysis was performed for the five main components
of this model with 57 remaining items. The statistical indices for this model were low: CFI
was only 0.59 (the appropriate values start from 0.9), RMSEA, CFI, y2 for this model were
not acceptable too.

To improve the validity of this model, items with inappropriate standardized residual
covariances coefficients, unacceptable modification indices, and low regression weights for
predicting were removed. Taking away the items with inappropriate indices, the model was
designed, still keeping all five main components and including 25 items (5 items for each
component), thus preserving the structure of the scale according to the theoretical model.
However, the CFA indices of this model also were unsatisfactory.

The decision was made to design the model, measuring one main factor — children SI
and five subfactors of this model would present five interconnected subcomponents of the
model. This model also matched the structure of the theoretical model and it included 24 items.
The indices for this model were better, although not quite appropriate yet.

To improve the indices, one more model was designed, measuring one main factor with
four included subfactors, joining main components of Self-understanding and Social mastery
in one component of Self-understanding and social mastery. This model had the sufficiently
appropriate indices and at the present stage of the scale development, it was accepted as the

preliminary model, to be developed further in the next stage of the scale development.
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The number of items in this model and version of the scale was reduced, based on the
analysis of standardized residual covariances coefficients, modification indices, and low
regression weights for predicting. Also, the items were selected based on the analysis of
correlation coefficients. If the coefficient has high values, the item measures some third
variable, outside the scale or given component. An item with inappropriate indices was
removed from the scale, leaving 23 items. Table 2 reflects the CFA indices for each of the
models described above.

Table 2. CFA indices for elaborated models

Type of model df a CF1 RMSEA GFI
Five-factor model with 57 items 1372 3063.85 0.585 0.079 0.601
Five-factor model with 25 items 265 464.922 0.850 0.063 0.837
One-factor model with 5  included 270 447.32 0.858 0.064 0.841
subcomponents with 24 items
One-factor model with 4  included 226 320.52 0.902 0.046 0.882
subcomponents with 23 items

One of the most significant indices for scale validity is RMSEA (Root Mean Square Error
of Approximation). It shows the average of the residue of covariation or the square root of this
average — differences between the observed and predicted elements of the covariation matrix.
Zero means the perfect fit, but maximum values are unlimited. It is recommended that the
value of this index should be 0.08 or less (Koen et al. 2008; Mannerstrom et al. 2017). The
higher the RMSEA index, the lower the coherence of the model and the larger possibility that
the model simultaneously measures several variables. As in Table 2, in the process of model
validation, RMSEA was gradually lowered and the best fit of RMSEA was found for the one-
factor model with 4 included subcomponents with 23 items (0.046).

The recommended value of GFI (Goodness of Fit Index) is 0.9 and higher. The index
compares the given model with the parameters of the null (ideal) model. As it is shown in
Table 2, in the given stage of CSIS development, we have not reached the fully acceptable
indices of GFI, although for the one-factor model with the four included components it is
0.882, which is very close to the acceptable value.

%2 (Chi-Square Index) is an index for the comparison of the theoretical model with the
matrix of empirical model. The lower values of indices, the more appropriate is the given

model (Abell, Springer, and Kamata 2009; Brown 2006; Byrne 2010; Mastrotheodoros and
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Motti-Stefanidi 2017). Comparing with other models, the one-factor model with included four
components has the lowest value of y2 (see Table 2).

CFI (comparative fit index) is an index, comparing the match of a given model and basic
independent indices with the covariation matrix of empirical dispersion. The recommended
value of CFI starts with 0.90 (Ridgon 1996). This value was reached in the case of the one-
factor model with four included subcomponents.

In further work on the scale development, it was decided to use the one-factor model
with the included four subcomponents and 23 items. Table 3 shows the empirical components,
theoretical subcomponents, and relevant items of CSIS, constructed in line with the indices
described above.

Table 3. Empirical components, theoretical subcomponents and relevant items for CSIS

Items | Theoretical subcomponents
Component 1. Self-understanding and social mastery
5. It seems important to me that people can forgive | 5.1. Ability to forgive the ordinary offenses and abuses
35. 1 know what is my best character trait 2.3. Awareness of personal strengths and weaknesses
47.1like to draw everything that comes to my mind. | 2.4. Free, creative, spontaneous play, affording inner freedom and
healing, in one’s spare time

52. 1 like telling others about my thoughts and | 2 2. Self-respect, respect for one’s beliefs, talents
views on different things

5.2. Ability to teach others what you are good at yourself
5.5. Friendly and sincere relationships with peers and significant
adults.

57. 1 show empathy toward my friend having | 54 Compassion toward the world
problems

5.5. Friendly and sincere relationships with peers and significant
adults

Component 2. Awareness of personal authenticity and uniqueness

17. My inner voice helps me to deal with difficult | 4.3. Ability to listen to one’s intuition

situations
22. I can tell others why I am angry or insulted 4.1. Ability to get in touch with one’s emotional world and verbalize
1t

4.2. Unity of thoughts, emotions, and behavior

23. 1 try to forgive everybody and do not harbor | 41 Ability to get in touch with one’s emotional world and verbalize
resentment towards anyone it

4.5. Awareness of one’s unique worldview
28. I like to teach others what I am good at myself | 4.4. Implementation of creative potential
33. I like to support younger children in learning.

41. I can finish my work even when I feel tired 4.2. Unity of thoughts, emotions, and behavior
Component 3. Creation and awareness of personal meaning
2. T use to think who am I 1.2 Ability to set goals and to be aware of the meaning of life

1.3. Awareness of one’s professional calling
1.5. Aspiration to contemplate the existential questions (about time,
space, the meaning of life, etc.).

7. Luse to wonder why I am here on Earth 1.2. Ability to set goals and to be aware of the meaning of life
1.4. Necessity to understand the causes asking “why?”

1.5. Aspiration to contemplate the existential questions (about time,
space, the meaning of life, etc.).

9. I dream about the things I will do in the distant | |2 Ability to set goals and to be aware of the meaning of life
future or as a grown-up

1.3. Awareness of one’s professional calling
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10. I often silently talk with God and ask Him
something

1.1. Transcendental awareness (relationships with God or higher
Self)

1.5. Aspiration to contemplate the existential questions (about time,
space, the meaning of life, etc.).

14. I dream about the future

1.5. Aspiration to contemplate the existential questions (about time,
space, the meaning of life, etc.).

39. T have thought about why do people hurt each
other

1.4. Necessity to understand the causes asking “why?”

Component 4. Mastery of self-control

4. I understand how I feel

3.4 Developed abilities of emotional and physical self-regulation

11. I believe that with some effort I will be able to
change something in my life

3.1 Belief that change of life is possible, however, requires efforts
3.3. Persistence toward the goals despite the difficulties

15. There are moments when I feel inner peace

3.4 Developed abilities of emotional and physical self-regulation

16. I gladly obey my teacher

3.2. Ability to respect the authority and follow him/her

20. I can easily say no to my friend if I think so

3.5 Capacity to make the conscious decisions

34. 1 can reach the set goal, despite obstacles and
difficulties

3.4 Developed abilities of emotional and physical self-regulation
3.5. Capacity to make the conscious decisions

Figure 1 reflects the CFA model for CSIS, attaining the solution of a one-factor model

with four subcomponents and 23 items.
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Figure 1. CFA: a one-factor model with four subcomponents solution for CSIS

Internal consistency

The overall Cronbach’s alpha value for all 23 items of CSIS was 0.87, which could be

viewed as sufficient internal consistency of the scale. The reliability analysis for the Self-

understanding and social mastery subcomponent was 0.65, Awareness of personal authenticity
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and uniqueness subcomponent was 0.75, Production and awareness of personal meaning
subcomponent was 0.72, and Mastery of self-control subcomponent was 0.70. For the merged
subcomponent of Self-understanding and social mastery, the Cronbach Alpha was a little lower
than appropriate (Matsunaga 2010) and it is planned to improve this index during the next
stage of scale development.

Designing the model of the scale, in this stage of validation, we did not succeed in
creating normal distribution, which would enable us to transform the scale in any standardized
scale and provide the possibilities to easily calculate and interpret the results of the study. The
next stage of the scale development will also include the attempts to create the normal
distribution of the scale.

Conclusions

The paper has outlined the complex process of ongoing development and, particularly,
the stage of primary validation of CSIS, providing the results of the item difficulty indices,
discrimination indices, internal consistency, and the factorial structure of the initial scale. The
paper contains the description and interpretation of the results for the empirical validation of
the theoretical model of children SI.

The constructs of spirituality and SI has been defined and theorized in different scientific
disciplines and using different frameworks. In this study, the construct of SI is defined as an
adaptive collection of mental capacities related to existential reflection, enhancement of
meaning, recognition of a transcendent self, and mastery of spiritual states. The constructed
model of children SI summarizes the ideas from the studies on spirituality and SI, adapting
them to the elementary school age. The model contained the five basic components each with
five subcomponents. The basic components were 1) creation and awareness of personal
meaning, 2) self-understanding, 3) mastery of self-control, 4) awareness of personal
authenticity and uniqueness, and 5) social mastery.

The glimpse of the initial stages of CSIS development shows how the designed five-
component theoretical model of children SI allowed for the elaboration of matching items for
each of 25 subcomponents of the theoretical model. Attempts to validate scale both through
the experts’ panels and two samples of children resulted in sufficient content and face validity
of the scale.

The current study pictures the primary validation of CSIS in a sample of Latvian

elementary school pupils. The analysis of item difficulty indices suggested the removal of five
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items with inadequate indices (exceeding the upper bound of an interval), while the calculation
of discrimination indices for CSIS showed that all items in the scale (after removing the five
items) were statistically significant and acceptable. Since the CFA indices, calculated for the
initial model of CSIS with five main components and 54 items were low, inappropriate items
were removed and five main factors of model with the rest of 25 items were tested again.
However, this model also did not show the acceptable CFA indices. Finally, the model with
the most appropriate CFA indices was constructed (a one-factor model including four
subfactors and consisting of 23 items) to be used in the further development of the scale.

The calculation showed the acceptable overall internal consistency of the CSIS, however,
the subcomponent of Self-understanding and social mastery had insufficient reliability that is
planned to improve in the next stage of the scale development. During the next stage of the
scale development, the improvement of Cronbach Alphas for the scale is planned along with
the attempts to create the normal distribution of the scale.

Thus, the given study has reflected the challenges and difficulties of the scale
development measuring the children’s SI. Nevertheless, despite the complexity of this task,
the construction of such an instrument is essential to enrich our understanding of spirituality
in the early stages of life.

Although the development of the scale is not over yet, the availability of this scale in the
future would bring the opportunities to explore the SI of children and elaborate the methods
for the development and integration of SI in the educational process. This, hopefully, will
enrich the learning environment with the interventions, developing and strengthening the
personality of children, improving quality of their life, and helping to deal with daily problems
(Fisher 2009; Panzini et al. 2017).
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Abstract

Spirituality is a broad and multidimensional concept, while spiritual intelligence (SI) is an
important prerequisite for the psychological health and social functioning of the individual.
This article theoretically frames a psycho-pedagogical intervention (PPI) program for the
development of SI in primary school students (age 7-10) in Latvia, describing the conceptual
and procedural principles of the program. According to the literature, PPI is considered the
most efficient form of instruction that, integrated into the learning process, may facilitate the
rapid development of children in various fields. The article introduces the concept of SI and
substantiates the theoretical model of SI in children. It discusses the types and functions of
intervention programs, the main conditions for elaborating PPI; and reflects on the content,
structure, and methods of a program applied to develop SI. The procedural dimensions of the
PPI and the preparation of teachers to implement a given program are described. It is hoped
that this study and its continuation may inspire the integration of the PPI into educational
systems in other countries.

KEYWORDS: children, psycho-pedagogical intervention, spirituality, spiritual intelligence (SI).

Introduction

Spirituality is a broad and multidimensional concept. In the current context of complex and
multidimensional social, cultural, economic and political processes, we often need innovative
and original ways to deal with problems. Traditional types of intelligence - our ability to solve
problems and think about them in different contexts — such as rational intelligence (IQ) or
emotional intelligence (EI), remain insufficient to the task of enabling people to deal with the
increased change, ambiguity, and complexity of our times (Zappala 2021). ‘Suprarational’
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thinking is part of a whole-brain mode of thinking known as spiritual intelligence (SI), the
cognitive ability to find higher meaning, value and purpose in life through a deeper, more
expansive rational intelligence (Zohar and Marshall 2004; Zohar 2016; Zappala 2021). This
thinking underpins the emerging participatory spiritual worldview which explicitly
acknowledges the possibility that consciousness does not just reside in the brain (Walton
2017). That the mind should be open also to the spiritual dimension is an urgent necessity in
modern times in order to provide more scope for problem solving by looking at problems from
a different perspective.

Neglecting the spiritual dimension of the educational system can pose serious threats in
the political, social, and cultural spheres of life. Integration of spiritual values into education
builds a generation able to serve higher values and engage in relations based on human values,
including respect for all life (Boyatzis 2005). Nurturing SI requires multiple ways of knowing,
a pedagogy based on engaging the head, heart, and accessing our inner experience and intuitive
voice. Traditional approaches to education primarily privilege the head and need to be
balanced by approaches that facilitate the ‘cocreative participation of all human dimensions at
all stages of the inquiry and learning process ... body, heart, mind and consciousness’ (Ferrer,
Romero, and Albareda 2005, 313, in Zappala 2021).

The development of a balanced and spiritually healthy personality is a major goal of
education in many countries around the world, including Latvia where this study took place.
Psycho-pedagogical intervention (PPI) is one of the means of such development. PPI programs
may be the most efficient means of developing spirituality at primary school age (children
between the ages of 7 and 10). The present study was prompted by the need for a theoretically
and empirically validated PPI program to develop SI for children in the context of school
education (Moulin-Stozek 2020). The theoretical justification of such a program and the
empirical verification of its efficiency are a long, complex, and multidimensional process. This
article focuses only on the first stage of this process, with the objective of theoretically
justifying the opportunities to develop SI for primary school children and to describe the basic
conceptual and procedural principles of PPI.

The first section shows the emergence of the notion of SI from the theories of multiple
intelligence, followed by a brief description of a theoretical model of SI in children. The
subsequent sections include an explanation of the intervention method and the specifics of a

PPI created for the development of SI in children.
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Spiritual Intelligence (SI)

Until the end of the last century, theories of intelligence were built on the idea of intelligence
as a set of cognitive abilities, and few of them dealt with social, emotional, or spiritual factors.
The first attempts to develop the theory of intelligence were made by Spearman (1904). He
suggested the two-factor theory of intelligence, stating that cognitive capacities consist of
general cognition (g factor) and other specific abilities, i.e., task specific cognition (s factor),
acquired during life and specific to a particular activity.

The multidimensional nature of intelligence became an object of scientific inquiry at the
end of the twentieth century when Gardner (1993) proposed that traditional 1Q testing does
not fully and accurately depict a person’s abilities and suggested that intelligence comprises
seven components: linguistic, logical-mathematic, bodily-kinesthetic, spatial, musical,
interpersonal, and intrapersonal intelligence. The notion of spiritual intelligence was
theoretically expanded later, but was first termed ‘existential intelligence’ (Gardner 1993).

Following Gardner, other studies explored different dimensions of intelligence: social
(Albrecht 2006; Weis and Sii3 2005), emotional (EI) (Goleman 1995), later also spiritual (SI)
(e.g., Wigglesworth 2014). While the term ‘emotional intelligence’ was first coined by Mayer
and Salovey (1990), it became more popular after the publication of Goleman’s model in 1995.
Mayer and colleagues subsequently described four fundamental emotion-related abilities
comprising EI: (1) perception/expression of emotion, (2) use of emotion to facilitate thinking,
(3) understanding of emotion, and (4) management of emotion in oneself and others (Mayer
and Salovey 1997; Mayer et al. 2016).

In his consideration of the multiple nature of intelligence, Zappala (2021) proposes that
I1Q i1s the foundation of materialistic thinking, oriented toward the search for an answer to the
question 'What do I think?'; it is consequently used in solving logical or strategic problems. EI
is connected with associative thinking, seeking the answer to the question "What do I feel?'
This type of intelligence is used to empathize with someone else’s situation, allowing an
adaptive response and appropriate behavior in different situations and contexts. SI is connected
with holistic thinking that looks for the answer to the question 'What am I?' This type of
intelligence can be used to address and solve meaning and value problems. All these types of
intelligence are interrelated and, while developing, have a mutual impact. Although IQ and EI
work within certain limits, SI allows people to change rules and alter situations, allowing for

a change of boundaries (Gheorghita 2014; Wigglesworth 2011; Zappala 2021).
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Regzdina (2017) suggests that the notion of SI is developed by authors such as Emmon
(2000), Noble (2001), Nasel (2004), Mayer (2000), Zohar and Marshall (2004, 2011), Wolman
(2001), King (2010), Vaughan (2002), Amram (2007), Sisk (2008, 2016), and Wigglesworth
(2011, 2014). In general, all of their theories treat SI as a total of adaptive, commonly used
abilities that are prone to cultivation and improvement and may help deal with daily life issues,
thus raising the quality of human life. In this article, we propose an SI model for children that
is based on previous research on SI in both adults and children.

Spiritual Intelligence in children

Research on children’s spirituality and SI is at an early stage. There are some studies on SI
and its development in adolescence (Hosseini et al. 2010; Mishra and Vashist 2014), but not
for younger children. To extend empirical research on SI by studying primary school children,
as well as to clarify conditions and design methods for SI development, it is important to
elaborate a theoretical framework for SI in children. Analysis of the literature on the topic
revealed five components of SI for children that comprise the theoretical model of SI recently
elaborated by the author of this article (Grasmane and Pipere 2020).

This SI model in children was created, based on the analysis and integration of the SI
theories mentioned above, most closely focusing on the ideas of Emmon, Mayer, Zohar and
Marshal, King, Vaughan, Sisk, and Wigglesworth respectively, as well as integrating the ideas
of other authors on spirituality and SI adaptable for the age of primary school pupils (see Fisher
2009; Mata-McMahon 2016; Moriarty 2011; Painton 2007, 2009). It also seems self-evident
that the concept of children’s SI has to be analysed considering the specifics of a given age
(Cartwright 2001), thus, in this model particular emphasis is put on the adaptation of theories
and approaches to the psychological context of SI in primary school age children (7-10 years).
Components of the model
In what follows, the components and subcomponents of the model will be explained using
references to relevant theories.

1. Ability to create meaning and be aware of it.

The component has five subcomponents: 1) transcendental awareness (relationships with God
or the higher Self), 2) ability to set goals and be aware of the meaning of life, 3) awareness of
one’s professional calling, and 4) need to understand causes, asking why? 5) aspiration to

reflect on existential issues (time, space, meaning of life, etc.).
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SI comprises the ability to reflect critically on the meaning and goal of life as well as
other existential or metaphysical issues (King and DeCicco 2009). It is the ability to construct
personal meaning and purpose in the totality of physical and spiritual experience, including
the ability to set and achieve life goals (Emmon 2000; Vaughan 2002). This component also
includes the need to develop an inclination to live by asking an inner question 'why?' and the
need to understand what lies 'beyond' (Zohar and Marshall 2011).

2. The capacity for self-understanding.

The five subcomponents here are 1) identity awareness, 2) development of self-respect: respect
for oneself, views, talents, 3) awareness of personal strengths and weaknesses, 4) free, creative,
spontaneous play, affording inner freedom and healing, and 5) ability to assess personal
achievements and self-confidence.

Self-understanding and awareness of identity are essential themes prevalent in several
studies on children’s spirituality (Mata-McMahon 2016; Moriarty 2011). Wigglesworth
(2014) discerns the high level of self-awareness among the main traits of SI, while Fisher
(2009) suggests that awareness of identity is the foundation for spiritual health in children. In
this context, the idea by Painton (2007, 2009) that the SI of children is characterised by their
ability to play freely and creatively, thus exposing their inner world and providing the function
of healing, is especially important.

3. Mastery of self-control.

This involves the following subcomponents: 1) awareness of the possibility of changing
behavior and improving academic performance by making effort, 2) ability to respect authority
and follow it, 3) persistence toward the goal despite the difficulties, 4) emotional and physical
self-regulation, 5) ability to make conscious decisions.

Wigglesworth (2014) emphasizes EI as a major prerequisite for the development of SI
and holds that both are interrelated. She highlights the ability to self-regulate as essential for
the development of SI where emotional borders on spiritual.

4. Awareness of personal authenticity and uniqueness.
This component entails: 1) the ability to get in touch with one’s emotional world and verbalise
it, 2) unity of thoughts, feelings, and behavior, 3) ability to listen to one’s intuition, 4) creative
potential, and 5) awareness of one’s unique worldview.

King (2010) suggests that awareness of human uniqueness is an essential feature of SI that

facilitates contact with the real human nature, which in turn helps to understand the meaning
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of life, promotes transcendence, and expands the limits of consciousness. SI helps to make
decisions that are consistent with one’s inner world and values. Therefore, SI forms a bond
between the individual’s unique perception of the world and intentional choices, attitudes, and
actions based on their system of values (Zohar and Marshall 2011).
5.Social mastery.
This component involves 1) ability to forgive daily offences, 2) ability to teach others what
one has learned, 3) ability to accept various opinions, views, traditions, 4) compassion for the
world, and 5) friendly and sincere relationship with peers and significant adults.
Wigglesworth (2014) mentions different leadership abilities as significant features of SI.
She defines a leader as a person with the ability to treat oneself, others, and life events with
compassion and wisdom, preserving inner and outer serenity regardless of conditions.
According to her model, the ability to be a wise and efficient spiritual teacher and mentor is
an essential quality of SI. An efficient bearer of changes who makes wise and merciful
decisions is a personality whose presence is soothing and healing. Already in childhood, it is
essential to create an understanding of deep interpersonal relationships and awareness that
daily life is saturated with spiritual and social trainings that enrich the heart and develop the
ability to make decisions based on love, forgiveness, justice, hope, and faith (Fisher 2009).
According to Wigglesworth, a leader is also a person who makes an impact on others, can
teach what s/he has learned, and can bring about change.
Therefore, a significant conclusion to be drawn when defining a PPI for the development of
children’s Sl s this: SI'in children is based on particular spiritual abilities that can be developed
at primary school age in a specific way, incorporating the five components listed above. These
components were incorporated into an SI model for children which underpinned the PPI
program described here, and which was used in developing the Children’s Spiritual
Intelligence Scale (CSIS) (Grasmane, Rascevskis, and Pipere 2022).
Psycho-pedagogical interventions for children
Before describing the PPI for the development of children’s SI, a brief description is included
of the history and types of PPI, and criteria for their successful development. Integrated into
the learning process, PPI is regarded as one of the most efficient forms of instruction to ensure
the rapid development of children in various fields.
The history of PPI began within cognitive behavioral psychology and the development of

various programs to develop children’s mental abilities (Costa 1985). Among the most
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interesting of such PPIs are the 'Californian Writing Project', where critical thinking is
developed through writing exercises (Olson 1985) and 'Future Problem Solving' that prepares
children for creative dealing with global problems of the future (Osborn 1963; Parnes 1981).
Children’s philosophical programs, based on the idea that children are interested in
philosophical questions such as truth, justice, and identity, were the first to be recognized as
programs that develop children’s SI. Philosophical programmes comprise stories for the
development of children’s philosophical thinking, grounding further discussion with children
and the search for common answers to various questions (Lipman 1976).

Another approach to the development of PPI is the integration of academic and
socioemotional learning, which is the foundation of emotional learning programmes. The PPI
to reinforce the affective sphere is based on psychological training to develop the emotional
aptitude of children and young people (Durlak et al. 2011). These PPI programs offer, for
example, the correction of aggressive behaviour, the development of social and emotional
skills, and the promotion of mental health. Emotional development programs are broadly
integrated into the pedagogical process at school, and learners who have participated in such
programs have a more positive microclimate in class, fewer clinical symptoms, including less
anxiety and social stress (Mayer and Salovey 1990), as well as fewer symptoms of depression
(Castillo, Ruth, et al. 2013).

The following list of seven important criteria for creating efficient PPI was assembled
drawing on the suggestions from Stanszus and his colleagues:

1) using valid methods to measure the phenomena developed by PPI,

2) PPI is implemented for at least several weeks,

3) throughout the PPI, the focus is kept on the main objective, to develop a specific
psychological quality,

4) PPI entails exercises based on theoretical knowledge, practical experience, and
feelings,

5) PPI provides an opportunity to combine complementary themes, methods, and secure
overall development in a particular sphere,

6) it is important to include in PPI cognitive, emotional, spiritual training entities that
are tended to the development of major competencies,

7) PPI is envisaged for a particular age group. Stanszus et al. (2017)
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It should be stressed that the participatory and multisensory approach to PPI is well aligned
with the ways in which SI can be promoted through the forms of multisensory knowledge,
including the use of intuition, meditation, and visualization, to access one’s inner knowledge
to solve different problems (Sisk 2008; Zappala 2021).

The development of PPI programs is especially significant for the Latvian education
system, which is in the stage of active reform. Martinsone (2016) recently conducted an
experimental study in Latvian schools, evaluating the effectiveness of the elaborated PPI for
socioemotional learning. She emphasizes that schools in many countries are forced to assume
greater responsibility for the spiritual and emotional education of children, which was
previously more a function of the family. This is related, for example, to changes in family
structure, weak contact with a larger family and local community, and the impact of the media.
As a result, many children come to school with insufficient skills in regulating behavior and
emotions and little social awareness, or awareness of spiritual identity. Similar studies
demonstrate that PPI can become an efficient tool for balancing the inner world of children
and addressing these problems.

A psycho-pedagogical intervention (PPI) to develop children’s Spiritual Intelligence
The content and structure of the PPl

The PPI for developing SI in children which is described here is for children of primary school
age (7-10 years). It is designed to give them the opportunity to think, express their opinion,
cooperate, ask questions, and look for answers, apply knowledge and skills in a complex way,
and express attitudes when solving problems in changing real-life situations.

The development of the program was based on the program efficiency criteria discussed
above (Stanszus et al. 2017). The program is intended to run for 10 weeks, focusing on the
gradual development of various abilities related to SI. The program includes a set of exercises
based on practical and theoretical knowledge and contains stories, rituals, and meditative
reflections adjusted to the child’s age, related to art therapy, movement therapy, and other
psychotherapy exercises.

The content of the program is implemented within a cycle of 10 classes or sessions in
which classes are united by a common rhythm, comprising rituals repeated during each class.
Each class has a specific objective, and although the content of the classes is different, their

structure and rhythm remain unchanged throughout the entire program:
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The ritual of starting the class in silence. The teacher lights a LED candle in a lantern
(5 mins)

The story of the day. The teacher reads or tells a story (15 mins)

The teacher invites the children to discuss a certain topic that was highlighted in the
story. Questions are asked, and discussion is initiated (15 mins)

Performing specific exercises to reach the set goals (45 mins)

Final meditation that allows children to practice remaining in contact with their inner
world and develops their transcendental awareness and sense of life (5 mins)

Finally, a pre-selected quotation is chanted in chorus (5 min)

“Star minutes” — a teacher-driven motivation system. In the first class, the rules to
observe are formulated, and the children receive a star for every rule observed at the
end of the day. Children who collect a complete set of stars receive gifts upon
completing the program. Those children who get fewer stars receive an honorary
record stating the number of stars, and all children may watch a movie after

completing the classes, as the whole group are ‘winners’. The movie is selected about

a person who overcomes himself/herself, grows, and reaches his/her goals.

Each exercise in the program has a specific aim and develops several features of SI. It is clearly

stated in the program what abilities of SI are expected to be developed through each particular

exercise. To develop each of the five components of SI for children, two classes are assigned

for each component. Each class in the program is scheduled to last 90 minutes, and each

exercise within the program has its optimal timing. To achieve the objectives of the program,

various methods are prepared for use in the exercises. Some examples of these exercises are

provided in Table 1.

Table 1. Examples of SI exercises

Methods

Aim

Silence, listening to oneself

Exercise “A few minutes of silence”

The teacher leads a group of children into silence and lets the
group remain in silence for a while. In silence, s/he lights a
lantern. Children are invited to guard light in silence. When the
lantern is lit, the children in chorus softly chant the text created
specifically for the beginning of the class.

Develop self-control and self-awareness and the
ability to identify one’s feelings.

Cards of feelings
Exercise “Draw your feelings”

Develop self-understanding, build the ability to
verbalize one’s feelings, and be aware of one’s
uniqueness.
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Children draw their feelings of a given moment as a coloured
imprint on a small leaflet. The teacher invites them to draw
intuitively, letting their hands move freely across the page. When
the children have drawn their feelings, everyone speaks about
them, naming the feeling. After the class, the cards can be
laminated and used in other activities, talking about feelings, to
develop emotional awareness. Later, the children can select a card
that best reflects how they feel.

Free creation and construction game

'The ship of my life’

Children use different materials: chairs, cloth, shells, tyres, etc.
(free game materials) and create 'a scene of construction' - 'The
ship of my life.' Construction is free and creative. Children are not
given instructions on how to construct but are invited to creatively
engage in active thinking about their life, talents, and what they
wish to achieve in life. The creative activity is completed by
discussing the topics of my life, my goal, and my resources.

1. Create awareness of one’s unique vision of the
world, developing creativity and the ability to integrate
thoughts, feelings, and behaviour, listening to one’s
intuition.

2. Develop self-understanding that includes
awareness of one’s identity and personality resources,
the habit of participating in free and spontaneous
creation games that liberate and heal;

3. Develop the ability to set a goal and become aware

of the meaning of life, relating it to one’s professional
calling.

Preparation for PPI

To test the efficiency of PPI empirically in developing SI, this program must be conducted
with several groups of children, so a number of teachers are required. For this reason, primary
school teachers from different regions of Latvia were offered the opportunity to develop this
work in a framework of professional development courses, organizing PPI in their classes, and
thus participating in research on a voluntary basis. The theoretical section of the professional
development courses was related to the development of SI in children and of the emotional
sphere; therefore, this practicum served as part of the preparatory training for the
implementation of the program.

After completing the courses, the teachers were invited to volunteer for the study.
Individual interviews were organized with seven volunteers and agreement was reached on
participation in the research, with teachers agreeing that they will conduct the elaborated PPI
program in their class and integrate it into the learning process.

The teachers who volunteered to implement the intervention represent various larger and
smaller towns in different regions of Latvia. To complete the preparation for the intervention,
support teachers during the study, and obtain feedback, four group sessions are planned for
teachers: two before starting PPI, the third is a support session in the middle of the intervention,
and the last has to be conducted after completing the programme, to summarize the acquired

experience. Each session lasts three hours and involves the following topics:

Session 1 — Introduction to the program, its organizational aspects (e.g. consent

procedures for school administration and parents), familiarization with the conditions
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and principles of efficient PPI operation and mastering the implementation of the
methods included in the intervention.

Session 2 — Formulating the rules for guiding a group of learners, acquisition of work
ethics, increasing awareness of personal resources for the successful implementation
of PPL.

Session 3 — Answering teacher questions that arise in the course of the program,
organizing the sharing of experience and ideas. The researcher acts as a mentor in the
group by moderating the discussions of the teachers and summarizing the ideas.
Session 4 — Focus group on teachers’ experience with PPI execution. Summarizing

feedback, outcomes, ideas, and findings.

After each session, teachers write notes in a PPI diary that reflect, among other things, what
was successful and what caused difficulties. The recorded material is analyzed in the last
teacher session (in a focus group). The following methods will be used to measure the

efficiency of the program:

1) Measuring the SI — CSIS (Grasmane, Rascevskis and Pipere 2022),

2) Fisher’s (2004) children’s spiritual well-being scale for children of primary school
age (Feeling Good, Living Life),

3) The Oxford Happiness Questionnaire (Hills and Argyle 2002).

Conclusion

Spirituality makes a major contribution to mental health and the creation of a happy, healthy
and sustainable development-oriented society Therefore, the development and approbation of
efficient programs, instruments, and methods toward this aim seems to be a relevant objective
for contemporary psychology research. This article reflects on the origination and preparation
of a program for the development of SI for children that, integrated into the education system,
would aim to develop mentally and spiritually healthy and resilient individuals.

The theoretical model of SI for children, framing the theoretical basis for the new PPI,
comprises five components of SI for children (each having five subcomponents) — the ability
to create and be aware of meaning, the capacity of self-understanding, the mastery of self-
control, the awareness of personal authenticity and uniqueness, and social mastery. To design
a PPI for the development of SI, the theoretical underpinnings of SI, as well as the principles

and conditions for the design and implementation of an efficient PPI, were examined. Such a
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program requires a detailed understanding of the components of SI in development, attention
to the way that the given component is to be developed at a certain age, and an understanding
of specific developmental objectives, including the specificity of internal and external impact
factors.

When conducting PPI to develop the SI of children, it is essential to observe the unique
developmental path of each child and to be able to build an individualized and developing
communication with children. The program described here envisages a balanced development
of children, working with children of the same age in the context of the group, and providing
space for the individual and unique development of each child. This PPI takes into account the
major criteria for efficient PPI: appropriate duration of program execution, preservation of a
certain developmental focus throughout the program, diversity of the impact brought about by
exercises, use of cognitive, emotional, and spiritual learning, thus developing various
competences, etc. To prepare for the implementation of the program, it is essential to organize
the selection of teachers and the special preparation of the teachers to carry out the PPIL.

Further research perspectives for this study are the implementation of PPI designed
within a framework of quasi-experiment and qualitative study (teachers’ focus groups) to
measure the efficiency of PPI and identify suggestions for improving the program in terms of
its content, structure, and implementation. This intervention for the development of SI offers
a wide range of potential opportunities to integrate it into the school learning process, thus
enriching the learning environment with tools for the development of the child's personality.
After completing the validation and measuring the efficiency of this program, this research
could help create a similar PPI for the development of SI also in other countries, thus fostering

a multicultural dimension of the program.
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Abstract

This experimental study aimed to determine the effect of psycho-pedagogical intervention on spiritual
intelligence, happiness, and spiritual well-being of primary school students in Latvia. Three
measurements (pre-intervention, post-intervention, and three month follow up) were administered for
83 children (n=41 experimental group, n= 42 control group). The experimental group participated in
intervention sessions that met once per week for 10 weeks. The results indicated that participation in
the intervention program led to a statistically significant increase in spiritual intelligence, happiness,
and spiritual well-being in the experimental group compared to the control group. The intervention
had the most significant effect on spiritual intelligence and spiritual well-being. Gender differences in
spiritual intelligence, spiritual well-being, and happiness were softened after the intervention. The
effectiveness of the intervention was consistent between all participants in the experimental group,
regardless of the frequency of church attendance. Children who occasionally attended church showed
slightly higher improvements in both groups, although not statistically significant. The given study not
only validated the effect of the designed programme for primary school students, but also showed that
the given intervention can improve spiritual intelligence, happiness and spiritual well-being
irrespective of gender or church attendance. Integrating spiritual development into the primary school
curriculum nurtures a harmonious and mentally healthy personality, which is one of the main goals of
education.

Key words: spiritual intelligence, happiness, spiritual well-being, primary school children, psycho-
pedagogical intervention

INTRODUCTION

In 1995, the World Health Organisation pointed to the spiritual dimension as one of the
six main dimensions that ensure the quality of human life (WHO, 1995). In turn, since among
the main aims of education are the provision of quality of life (Zhan et al., 2022) and the
harmonious development of mentally and spiritually healthy personalities (Fisher, 2010), the
formulation and validation of concepts, models, training programmes, and interventions
related to spirituality becomes an important task for scientists and practitioners. Integrating
spiritual values into education builds a generation to serve higher values and engage in
relations based on human values, including respect for all life (Boyatzis, 2005). School should
not only develop intelligence, but also advance spiritual capacities, shape personality and
ensure its participation in the sustainable development of society (Baxen et al., 2014). In
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addition, excluding the spiritual dimension from educational processes can have serious
consequences in many fields of modern society, such as politics, social life, and culture
(Zappala, 2021).

Spirituality is a subject that has always been tied to one’s inner world and a set of beliefs
that guide your interpretation of the meaning of life, the purpose of existence and the
connection to greater things beyond human experience. In the case of children and youth,
researchers have argued that encouraging spiritual growth is important, as it is related to
nonmaterial, ethical, and self-awareness aspects of their development (Ruddock & Cameron,
2010). Spirituality may or may not be a core component of religion (Hill et al., 2000) and, in
the scientific discourse of psychology, spirituality can be disjointed from religion, focussing
on the individual secular spiritual experience.

To approach the conceptual analysis of spiritual intelligence (SI), it should be mentioned
that the multidimensional nature of intelligence became an object of scientific inquiry when
Gardner (1993) proposed that traditional 1Q tests do not fully and accurately represent a
person’s abilities and suggested seven components of intelligence: linguistic, logical-
mathematic, bodily-kinesthetic, spatial, musical, interpersonal and intrapersonal intelligence.
The notion of SI was theoretically expanded later but was first termed ‘existential intelligence’
(Gardner, 1993). Following Gardner, other studies explored different dimensions of
intelligence: social intelligence (Albrecht, 2006), emotional intelligence (Goleman, 1995),
and, finally, spiritual intelligence.

The definition of SI (King & DeCicco, 2009: 69) as “a set of mental capacities that
contribute to awareness, integration, and adaptive application of nonmaterial and transcendent
aspects of one’s existence, leading to such outcomes as deep existential reflection,
enhancement of meaning, recognition of a transcendent self, and mastery of spiritual states”
provides the theoretical ground of this construct used in our study, although various
dimensions of SI are conceptualized in several other theories (e.g. Sisk, 2016; Vaughan, 2002;
Wigglesworth, 2011; Zohar & Marshall, 2011, etc.). From a functional point of view, SI is
characterised as a collection of adaptive mental abilities, applicable to daily life, that can be
developed and improved and help efficiently deal with daily problems, thus improving quality
of life. The research on SI in children is in an early stage; there are some studies on SI and its

development in adolescence (Mishra & Vashist, 2014), but not for younger children.
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Psychological research on spirituality sees spiritual well-being (SWB) as an essential trait
and indicator of spirituality (Egbert et al., 2004; King & Krowther, 2004). Research on SWB
was initiated by the National Interfaith Coalition on Ageing (NICA), defining SWB as a
positive assessment of one’s life, grounded in four aspects: relationships with God, yourself,
community and environment (NICA, 1975). Fisher used this definition as a foundation for his
theoretical model with personal, communal, environmental, and transcendental domains
(Fisher, 2009, 2013; Fisher et al., 2000). Some studies have proven the connections between
spirituality / SWB and the experience of religious life, showing the positive impact of religion
on well-being (Boyatzis, 2005). Religion, undoubtedly, impacts many dimensions of SWB,
awareness of identity and sense of life, providing the practical tools to grow in relationships
with other people, and training to forgive and accept. However, it is important to look at
spirituality and its development separately from religion and church to be able to construct
theoretical models of spirituality as a background for training programmes for educational
institutions, counseling centres, and other professional institutions dealing with improving
children's well-being without being related to religion (Lerner et al., 2003).

As an essential aspect of child well-being, researchers stress the child’s ability to
experience an age appropriate spiritual life, where the child learns to cope with his reactive
emotional self, thus improving awareness, increasing well-being and allowing a respectful life
(Painton, 2009). Research on children’s SWB focuses on different aspects of child
development, such as the impact of childhood experiences (Mustard, 2008), the development
of child spirituality as a structural component of SWB (de Souza et al., 2009), the need for
age-relevant education that improves well-being and joy (Mata-McMahon, 2016).
Furthermore, studies show that learning and developing spirituality must be experienced
through participation in free and creative plays, art, and music (Painton, 2009). Gender
differences in spirituality were reported predominantly from early adolescence with the trend
of higher scores for females (e.g. Lee et al., 2019; Mirkovic et al., 2021). Religious affect
among 8- to 11-year-old students was significantly predicted by sex and age: girls hold a more
positive attitude toward religion than boys and younger children hold a more positive attitude
than older children (Francis, 2009). Religious affect was also predicted by Eysenck’s three-
dimensional model of personality (Francis et al., 1995) and recent work has shown that
Fisher’s domains of spiritual health are significantly related to these personal and

psychological factors (Francis & Fisher, 2015).
154



Another important concept closely intertwined with spirituality is happiness. In
contemporary psychology, the concept of happiness is examined primarily in the context of
positive psychology. Founder of positive psychology M. Seligman, his colleagues, and several
other researchers interpret happiness in line with the theories of hedonism as experience of
pleasure and avoidance of pain (e.g. Bernecker & Becker, 2020; Veenhoven, 2008). A happy
life is filled with positive emotions, feelings, and related behaviour (Diener & Seligman,
2002; Kahneman, 1999), feeling happy means how much one likes life and if he/she evaluates
it positively (Veenhoven, 2008). On the other hand, feelings of happiness are also related to
spirituality and well-being (Deb et al., 2020; Holder et al., 2010; Pandya, 2017; Rajasekhar et
al., 2022; Raghuveer et al., 2023; Vitorino et al., 2022) indicating that happiness is the essential
component of these concepts. Satisfaction with life and happiness are viewed as indicators of
SWB (Diener, 2000).

Few theories of child happiness distinguish the external and internal impact factors.
External factors are the demographical situation, the external situation of the family, the
richness of social experience, the material conditions, etc. Internal factors have a greater
impact on happiness development than external factors. Personal (i.e., meaning and value in
one’s own life) and communal domains (quality and depth of interpersonal relationships) of
spirituality were particularly good predictors of child happiness (Holder et al., 2010). No
significant gender differences were found in the subjective happiness levels of children
(Baiocco et al., 2019; Uusitalo-Malmivaara & Lehto, 2013). In the study by Holder et al.
(2010), the frequency of religious practice by children was not significantly correlated with
happiness measures.

According to Erricker (2009), researchers should investigate the determinants and contexts
that allow us to promote the well-being and happiness of children in the educational process.
In our study we will test the effectiveness of the designed psychopedagogical intervention
programme for primary school-age children for the development of their SI, concurrently
exploring if such a programme would enhance not only SI but also SWB and happiness, which
could be probable, considering the close links between these constructs mentioned above. As
stated by Ryff (2021), scientific efforts to link spirituality and well-being (in our study,
happiness) are more valid if each domain is defined and measured as separate and distinct. On
the other hand, she also emphasises that “a worthy objective in research on spirituality and

well-being going forward is to better capture human wholeness” (p. 5). Thus, the created
155



intervention programme is designed for the whole child to be involved, and as in any
synergistic programme, it is very difficult to separate the specific moments of the programme,
influencing separate variables, measured before and after the intervention. Furthermore, the
program could influence variables not measured in a given study. Thus, we could assume that
this programme, among other things, possibly ensures both the separate development and point
of convergence of SI, SWB, and happiness.

Considering previous studies on relationships between SI, SWB, and happiness, even in
terms of studies focused on adolescents, youth, and adults, this topic has not elicited a large
amount of research (e.g. Faribors et al., 2010). SWB predicted levels of subsequent happiness
and psychological well-being (positive relationship) in adults (Rowold, 2011), while one other
study showed the cross-cultural relevance of spirituality programmes in 15 countries, where
the increase in spirituality due to the spirituality programme affected adolescents’ happiness
and psychological well-being (Pandya, 2017).

Although theoretical and empirical studies on the relationships between children’s
spirituality or SI, well-being or SWB, and happiness/spiritual happiness are still in their
infancy (e.g. Eaude, 2009; Francis et al., 2021), in the study of children aged 8-12 years,
spirituality significantly contributed to happiness above religiosity (Holder et al., 2010). Based
on the studies mentioned above, in this research based in Latvia, we will also attempt to
identify possible positive correlations between SI, SWB, and happiness in children of primary
school age in the experimental group at all measurements.
On Psychopedagogical Intervention for Spiritual Intelligence
Researchers and practitioners representing psychology, health care, medicine, education have
described psychopedagogical interventions (PPI) as one of the most effective forms of training,
fostering the rapid development of children, adolescents, and youth in different areas
(Grasmane, 2023). Already four decades ago, PPI was defined in a general way as the
development of some kind of competence, grounded in the flexible ability to use personal and
environmental resources to reach adaptive outcomes (Waters & Sroufe, 1983). Such
interventions encompass a broad range of activities that combine education and other activities
such as counseling and supportive interventions, and they may be delivered individually or in
groups and may be tailored or standardised (ONS, 2024).

Since SI, SWB, and happiness have been found to be an essential determinant of children’s

quality of life (Cornah, 2006; Wallander & Koot, 2016), it is important to design efficient and
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synergistic programmes for the development of SI. Such programmes could promote the
development of SI while simultaneously developing other phenomena (e.g. SWB and
happiness). By developing methods, promoting inner peace, compassion, social mastery, and
helping a child develop self-awareness, we can achieve the inner transformation of a child
(Burrows, 2009). According to Moulin-Stozek (2020), “spiritual development is supposed to
occur when students can experience, create, inquire, and enjoy things beneficial to life’s
meaning and purpose” (p. 507).

A study to test the efficiency of PPI for the development of primary school children
requires a theoretical foundation and an instrument to measure SI. The theoretical model of SI
for children (Grasmane & Pipere, 2020a) and the Children’s Spiritual Intelligence Scale (CSIS,
Grasmane & Pipere, 2020b; Grasmane et al., 2022) elaborated by the authors of this article
ensured the theoretical background of the intervention and gave the opportunity to determine
the efficiency of PPI. Since the concept of SI in children must be framed considering the age
concerned (Cartwright, 2001); therefore, in this model, particular emphasis is placed on the
adaptation of theories and approaches to the psychological context of SI in children of primary
school age (7-10 years). The theoretical model consists of five main components with five

subcomponents for each of them (see Table 1).

Table 1. Components and subcomponents of the ST model for children (Grasmane, 2023; Grasmane
& Pipere, 2020; Grasmane et al., 2022)

N | Components of the SI | Subcomponents
model

1. | Ability to  create | Transcendental awareness (relationships with God or the higher Self),

meaning and be aware | Ability to set goals and be aware of the meaning of life

of it Awareness of one’s professional calling

Need to understand causes, asking why

Aspiration to reflect on existential issues (time, space, meaning of life, etc.)

2. | The capacity for self- | Identity awareness

understanding Development of self-respect: respect for oneself, views, talents

Awareness of personal strengths and weaknesses

Free, creative, spontaneous play, affording inner freedom, and healing

Ability to assess personal achievements and self-confidence

making an effort

3. | Mastery of self-control | Awareness of the possibility of changing behaviour and improving academic performance by

Ability to respect authority and follow it

Persistence towards the goal despite the difficulties

Emotional and physical self-regulation

Ability to make conscious decisions

4. | Awareness of personal | The ability to get in touch with one’s emotional world and verbalise it

authenticity and | Unity of thoughts, feelings, and behaviour

uniqueness Ability to listen to one’s intuition

Creative potential

Awareness of one’s unique worldview
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5. | Social mastery Ability to forgive daily offence, ability to accept various opinions, views, and traditions

Ability to teach others what one has learnt

Ability to accept various opinions, views, and traditions

Compassion for the world

Friendly and sincere relationship with peers and significant adults

Since PPIs and training programmes for SI of younger shool age are unavailable, potential
comparisons are impossible. However, it should be mentioned that the last two decades
interventions for the development of SI were widely represented by the studies conducted in
Iran, which illustrated the positive effects of such interventions on adolescents, youth and in
the field of nurse education. The training protocols were based on various studies, namely
Zohar and Marshall, King and Bowell (Pinto et al., 2023).

Thus, the purpose of the current study was to establish the effectiveness of PPI in
developing SI for primary school children in general education schools, using a non-
randomised controlled trial research design. Based on the literature on the research topic and
the outcomes of SI interventions in other contexts, we set the following hypotheses.

H1. Participation in PPI would increase SI, SWB, and happiness of the children in the
experimental group;

H2. Children in the experimental group would report greater improvements in SI, SWB,
and happiness than children in the control group, maintained at follow-up;

H3. The positive correlation between SI, SWB, and happiness would be found in
experimental group at all measurements (pre- /post- / follow-up).

In addition, we set the following research questions regarding the sociodemographical
indices of the sample:

RQ1. What gender differences exist in SI, SWB, and happiness between the experimental
and control groups at all measurements (pre-/post-/follow-up)?

RQ2. What differences related to church attendance exist in SI, SWB, and happiness between
the experimental and control groups at all measurements (pre-/post-/follow-up)?
MATERIALS AND METHODS
Study Design

In this study, a non-randomised controlled trial was conducted. The study included two
groups, namely, the experimental group, which received the intervention of interest, and the

control group. Data from both groups were collected at three time points: pre-test, post-test,

158



and follow-up test three months after completion of the PPI. This design was selected instead
of the RCT due to logistic and logical constraints of the school environment. The specificity
of this environment predetermines the structure of classes, and since this PPI is created to be
integrated in the general educational process, this structure should not be deconstructed, thus
retaining the ecological validity of the study (Schmuckler, 2001).
Participants and Setting

Seven teachers volunteered to implement the PPI in their schools for 100 children
(experimental group) and 100 children were planned to recruit for the control group. Despite
the advanced preparation, the PPI was correctly implemented only by 3 teachers from 2 classes
in 2 schools. Due to various organisational challenges, other teachers implemented the
programme incompletely or in discord with the requirements (e.g., in one school programme
was implemented during the summer holidays), thus the results of these pupils were not
included in the study. Ultimately, 83 children (n =41 experimental group; n =42 control group)
concluded the study with all three measurements (pre-intervention, post-intervention and
follow up). A sociodemographic survey ensured data on the grade level, age, gender, and
attendance of the church. The experimental group consisted of 16 girls and 25 boys from 1 and
4th grade, with an age range of 7 to 11 years (M = 8.09; SD = 0.9), 7 often, 8§ sometimes, and
26 never attending church. The control group consisted of 20 girls and 22 boys of grades 2 and
3, with an age range of 8 to 9 years (M = 8.09; SD = 0.8), 5 often, 26 sometimes, and 11 never
attending church. Since this was the first use of the Latvian version of CSIS, an evaluation of
41 participants per group was needed for a 95% confidence level, a power of 95%, a ratio
between samples (experimental:control) of 1:1, a one-tail consideration (in favour of the
experimental group) (Rondon-Ramos et al., 2020).

Ethics
During the teacher professional development programme aimed at developing

children’s spirituality, teachers were recruited for voluntary participation in a given study.
Recruited teachers who succeeded in obtaining written informed consent from both school
authorities and parents on the participation of children in a given study (PPI and
measurements), were able to launch the study. The assembly of the control group was also
coordinated with the school administration and parents and written informed consent was

obtained for the three measurements. All procedures were reviewed and approved by the
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Department of Social Psychology of X University and the Scientific Council of X University
(Protocol No 12).
Procedure

The groups of children participated in 10 1.5-h sessions that met once a week over the
course of 10 weeks. The sessions consisted of activities of suggested duration and were
intended to develop the five components of SI (two sessions for each component). The
programme maintained a focus on the gradual and steady development of different capacities
of children’s SI, using cognitive, emotional, and spiritual learning (Grasmane, 2023). Each
programme activity simultaneously developed several capacities of SI. The sets of activities
ensured the mastery of both theoretical knowledge and practical skills. Ten sessions included
stories, plays, rituals, age-appropriate meditative contemplation, tasks related to art therapy,
movement therapy, and also some aspects of child psychotherapy. The themes and

development objectives of 10 PPI sessions are shown in Table 2.

Table 2. Themes and development objectives of PPI sessions

awareness of personal uniqueness

Session/theme Development objectives of session
1. Introduction, self- | Introduction to the topic of SI and PPI sessions, development of rules, promotion of self-
control,  self-awareness, and | control, self-awareness, awareness of personal authenticity and uniqueness, fostering the

ability to verbalise emotions and feelings.

2. Social mastery (identity and
uniqueness)

Social training, encouraging discussion of forgiveness and developing self-awareness —
awareness of identity and personal uniqueness.

3. Personal meaning and self-
awareness

Fostering awareness of meaning of life, stressing the importance of transcendental
awareness and awareness of personal resources.

4. Awareness of personal
uniqueness (resources and barriers
preventing to be yourself)

Facilitation of creativity and initiative, developing awareness of personal uniqueness and
verbalising personal unique resources and barriers that prevent authentic self-expression.

5. Social mastery (collaboration
and acceptance)

Development of the ability to teach others what you are good at yourself, to accept different
views about yourself, to reveal the personal uniqueness and that of any other person.

6. Self-awareness and self-esteem

Fostering awareness of one’s inner world, strengths and weaknesses, the capacity to
participate in free, creative, spontaneous play, the ability to respect personal achievements
and strengthen self-confidence.

7. Existential awareness

Development of the capacity to look at the difficult life situation from different
perspectives, asking 'why', promoting the capacity for philosophical contemplation and
search for answers to existential questions.

8. Self-awareness and identity

Development of a sense of one’s identity, confidence in his/her own abilities and resources,
promotion of self-control.

9. Awareness of  personal
uniqueness (unity of thoughts,
feelings and behaviour)

Verbalisation of the inner world and emotions, developing the ability to listen to one’s
intuition, implementing creative potential, and growing awareness of one’s unique
worldview.

10. Closure: integrative and
focused development of children’s
SI

Closure with activities that develop SI in the children in an integrated way.
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Considering the criteria for efficient PPI (Stanszus et al., 2017), the recruited teachers
received training for the implementation of programme. The first stage of preparation occurred
during the professional development courses on children’s spirituality. Subsequently, teachers
attended the special training course, which included introduction to the programme, principles
of its implementation, mastering of methods included in PPI, acquaintance with efficient
programme management, requirements for leading children groups while developing
spirituality, professional ethics, and developing awareness of personal resources necessary for
the successful implementation of the programme. Furthermore, during the implementation of
the programme, teachers were invited to participate in the supervision session. After
completion of the PPI, all teachers, implementing the programme (even incompletely),
participated in the closing session to share the challenges and best practice, analyse the
implementation process, and summarise the experiment experience. A more detailed
description of PPI and teacher preparation is provided in a recent publication (Author A, 2023).
Outcome Measures
The Children Spiritual Intelligence Scale (CSIS; Grasmane et al., 2022). CSIS is a 23-item
questionnaire in Latvian that assesses the SI of the child based on components of a theoretical
model of the SI of the children (Grasmane et al., 2022). Four subscales of CSIS are 1) self-
understanding and social mastery (for example, “It seems important to me that people can
forgive”), 2) awareness of personal authenticity and uniqueness (for example, “I can tell others
why am I angry of insulted”, 3) creation and awareness of personal meaning (for example, “I
use to wonder why am I here on Earth”), 4) mastery of self-control (for example, “I can easily
say no to my friend). The children responded indicating the degree of agreement with the item
in a 6-point Likert format, ranging from 1 to 6 (“no, never” to “yes, very often”). The scale
shows a suitable level of internal consistency (o = 0.87) among children (Grasmane et al.,
2022). The internal consistency of the subscales ranges from 0.65 (self-understanding and
social mastery) to 0.75 (awareness of personal authenticity and uniqueness). This measure was
administered at pre-intervention, post-intervention, and follow-up.

Feeling Good, Living Life (FGLL; Fisher, 2004, 2015) is the SWB measure for younger
children. Based on Fisher’s model of spiritual health, items reflect the relationships with self,
others, environment and a God. The children’s ideals of spiritual health and well-being

measured by 16 items (Feeling Good: what makes them feel good, for example, knowing that
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they belong to the family) are compared to their lived experience (Living Life, for example,
really knowing that they belong to the family) — 16 items, measuring their levels of spiritual
health and well-being. Each item is answered on a 5-point Likert scale ranging from No (scored
as 1) through no (2), not sure or sometimes (3), yes (4), to YES (5). The original Cronbach
alpha values range from .71 to 84 and the test-retest values were all significant (p <.000) for
the four factors in each of the two components of FGLL (Fisher, 2004, 2015). The measure
adapted for Latvian children shows a suitable level of internal consistency (o = 0.91), while
the internal consistency of the subscales range from .90 to .92 for Feeling Good (FG) and from
.90 to .91 for Living Life (LL). Questionnaire was filled out at pre-interven post-intervention,
and follow-up.
The Oxford Hapiness Questionnaire (short form) (OHQ; Hills & Argyle, 2002) is an
improved self-evaluation instrument, derived from the Oxford Happiness Inventory (OHI).
The OHQ provides a general measure of happiness, appropriate for different situations of
limited time or using with smaller children, however, the reliability estimates have been quite
modest (Holder & Classen, 2010). The statistical indices of both questionnaires are similar and
psychometrically valid (Hills & Argyle, 2002). OHQ uses eight items (for example, “I don’t
think I look attractive™) that are assessed on a 6-point scale where 1 =strongly disagree and
6 = strongly agree, with a possible range of 8 to 48 points. The short version of OHQ adapted
in a sample of Latvian children shows quite low internal reliability (a0 = 0.54) which is still
satisfactory internal consistency and this result can be perceived as sufficient for using the
questionnaire in the study (Hinton et al., 2004). OHQ was filled out at pre-interven post-
intervention, and follow-up.
Data Analysis

To test H1 that participation in PPI would increase SI, SWB, and happiness of the children
in the experimental group, pre- and post-intervention measurements in the experimental group
were compared. To test H2 that the experimental group would report greater improvements in
SI, SWB, and happiness than the control group, maintained at follow-up, measurements were
also taken 3 months after the experiment and the effect was studied — whether the results were
persistent over time. To determine changes in measurements before the experiment, after the
experiment and 3 months after the implementation of the PPI programme in the experimental

and control groups, repeated measures ANOVA was applied to the normally distributed data.
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Analysis of covariance (ANCOVA) was applied as to calculate the effect of experimental
exposure. Friedman test was applied to data for which it was impossible to apply the statistical
tools of the normal distribution. To test H3 that the positive correlation between SI, SWB, and
happiness would be found in the experimental group at all three measurements (pre- /post- /
follow-up), the Spearman rank correlation coefticient was applied.

The study data processing was carried out using SPSS 27.0. Initially, necessary
assumptions of normality, linearity, and homoscedasticity were tested and descriptive statistics
were determined including means, standard deviations, and ranges for variables of interest. In
cases of the non-normal distribution of data, nonparametric tests were used. Interpretation of
effect sizes (n2 values) in in-group measurements was as follows: n2 < 0.01: negligible; 0.01
< n2 < 0.06: small; 0.06 < 12 < 0.14: medium; n2 > 0.14: large (Cohen, 1988). The
interpretation of the effect sizes that determined the effects between the groups was as follows:
small (d = 0.2), medium (d = 0.5) and large effect (d = 0.8) (Lakens, 2013).

RESULTS

Intervention Effects

One of the main tasks of the first stage of analysis of the results was to determine the
effectiveness of the PPI program for the development of children’s SI. At the beginning of this
stage of analysis, statistically significant differences in SI(CSIS) between control group
(M=101.6, SD=17.8) and experimental group (M=89.4, SD=15.7) (t=-3.76, p<.01) were
detected already before the intervention (see Fig. 1). Thus, before the intervention, the control
group members had a statistically significantly higher SI. This difference can be justified by
the fact that the study was conducted in real conditions — different schools with real groups of
children, which may naturally vary.

Statistically significant differences in OHQ between the control group (M=26.5) and the
experimental group (M=24.3) (t=-1.86, p>.05) were not detected before the intervention. Also,
significant differences in FGLL LL between the control group (M=59.9) and experimental
group (M=60.0) (t=0.05, p>.05) were not detected before the intervention and no differences
were discovered in FGLL FG between the control group (M=61.4) and experimental group
(M=62.7) (t=0.67, p>.05).
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Fig. 1 Average SI(CSIS) scores for the experimental and control groups before, after the experiment,

and at 3 months of follow-up

Based on this, the assumption was made that the differences between groups in SI(CSIS)
before the intervention could be attributed to the influence of other variables related to SI on
SI. The statistical method ANCOVA was used to test this assumption. Children's SI (CSIS)
before the intervention was set as the dependent variable, the independent variable was group
membership (experimental and control group), and covariates were Feeling Good (FGLL FG)
and Living Life (FGLL LL) before the intervention. The results of ANCOVA show that the
effect of group division (experimental, control) on the dependent variable SI (CSIS) disappears
(F=0.06, p=.811) when taking into account the influence of covariates: Feeling Good
(FGLL_FG pre), Living Life (FGLL LL pre), and their interactions (Table 3 in the
Appendix).

The statistical analysis method ANCOVA was also used to analyze the effect of
experimental exposure. SI after the intervention (CSIS post) was set as a dependent variable,
belonging to a group (control or experimental) was determined as independent variables and
SI before the intervention (CSIS pre), Feeling Good (FGLL FG post) and Living Life
(FGLL_LL post) were set as covariates. ANCOVA results indicate that independent variables
— group affiliation (control, experimental) have a statistically significant effect on the
dependent variable SI (CSIS) after the intervention (F=15.28, p<.00), taking into account the
influence of other independent variables (CSIS pre, FGLL FG post) (see Table 4 in Appendix).

After the intervention, we can observe statistically significant differences in children's
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SI(CSIS) readings in the control group (M=95.5, SD=16.8) and the experimental group
(M=114.9, SD=15.24) (see Fig 1). The increase in 17% SI (CSIS_post) (Eta2=0.17) can be
explained by the intervention effects in the experimental group. These results validate
Hypotheses 1 and 2 concerning the experimental effect of the intervention on SI.

Repeated measures of ANOVA was used to assess whether the experimental effect lasted
for 3 months after the intervention. In this case, we were interested in the overall effect of
changes in both the control and experimental groups. As shown in Table 5, all ANOVA (F)
scores for CSIS in the experimental group are statistically significant (p<.01), with Eta2>0.39,
indicating a large effect. PostHoc analysis revealed statistically significant differences for all
CSIS scores before and after the experiment, with all readings showing statistically significant
growth. In contrast, in the control group, a statistically significant effect of changes for the
general CSIS score (F=7.54, p<.01) and CSIS subscale 2 (F=11.5, p<.01) can be interpreted
as a small effect with Eta2<0.16. For children in the control group, these indicators decreased

over time (see Fig 1).

Table 5. Mean values (SD) and differences between pre-experimental, post-experimental and follow-
up measures of CSIS in experimental and control groups

Scales/subscales a Pre-experimental Post-experimental Three month follow-up GLMM (F) 12
Mean (SD) Mean (SD) Mean (SD)

Experimental group

CSIS 41 89.4 (15.7) 114.9 (15.2) 109.9 (16.1) 45.209%** 0.53
CSIS 1 41 18.4 (4.5) 243 (4.1) 24.00 (4.1) 41.85%%% 051
CSIS 2 41 23.1 (6.1) 30.1 (4.2) 28.7 (5.4) 32,6 039
CSIS 3 41 229 (5.1) 29.7(4.6) 27.8 (6.0) 40.1%%% 048
CSIS 4 41 24.8 (3.7) 32.0(11.3) 29.2 (6.2) 36.2%%* 0.44

Control group

CSIS 42 101.6 (17.8) 95.4 (16.8) 95.1 (16.7) 7.54%%  0.15
CSIS1 42 20.6 (4.1) 19.4 (4.2) 19.7 (4.05) 4.09 0.04
CSIS 2 42 27.2(5.7) 30.1 (4.7) 24.8 (5.4) 11.50%%  0.13
CSIS 3 42 25.8 (5.3) 242 (5.2) 24.5(5.5) 27 0.03
CSIS 4 42 26.7 (5.9) 25.2(10.2) 24.8(6.1) 47 0.06

CSIS: Children Spiritual Intelligence Scale; CSIS 1: Self-understanding and social mastery; CSIS 2:
Awareness of personal authenticity and uniqueness; CSIS 3: Creation and awareness of personal
meaning; CSIS 4: Mastery of self-control

The descriptive statistics indices and the differences between OHQ, FGLL LL and FGLL
FG at pre-experiment, post-experiment, and follow-up in the experimental and control groups
are reflected in Table 6 in Appendix. The results corroborate Hypothesis 1 that participation

in PPI would increase SWB and happiness in the experimental group. For the experimental
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group, the differences in pre / post / follow-up measurements on all scales are of medium or
high statistical significance. On all the scales and subscales measured in the experimental
group, mean values in post- and follow-up measurements are higher than those before the
experiment. The change in mean values between the post-experimental and follow-up scores
in the experimental group is small or absent. In contrast, in the control group, almost all scales
and subscales (post-experimental measures) show a decrease in mean values (except for FGLL
LL Nature). Only statistically significant changes in the control group were observed (with a
decrease over time) in OHQ and two scales of FGLL FG in post-experimental measurements.
The other changes in the control group are not statistically significant. This confirms
Hypothesis 2, that the experimental group would report greater improvements in SWB, and
happiness than the control group, maintained at follow-up. In terms of OHQ, FGLL LL and
FGLL FG, the intervention had the highest impact on FGLL LL (Eta®=0.53). The intervention
also had a significant impact on FGLL GL (Eta?=0.42) and OHQ (Eta?=0.38).

Secondary Analyses
To prove H3 the Spearman rank correlation coefficient was applied to create correlation

tables for all three measurements. Table 7 shows the correlations between the measurements
before the intervention.

Table 7. Correlations between the variables before the intervention in experimental group

Variables n M SD 1 2 3 4
1 | CSIS 41 89.4 15.7 -

2 | OHQ 41 242 5.8 0.239%* -

3 | FGLL FG 41 62.7 8.2 0.286 0.050 -

4 | FGLLLL 41 60.0 10.5 0.433%* 0.134 0.688** -

CSIS: Children Spiritual Intelligence Scale; OHQ: Oxford Hapiness Questionnaire; FGLL FG: Feeling Good Living
Life/Feeling Good; FGLL LL: Feeling Good Living Life/Living Life. Significance levels: **p<0.01

Statistically significant relationships between the variables measured before the
intervention are found in half of the correlations: strong correlation was found between FGLL
FG and FGLL LL (r=.688, p<.01), medium strength correlation between FGLL LL and CSIS
(r=.433, p<.01), and weak correlation between OHQ and CSIS (r=.239, p<.01). Correlations
between the other variables were positive, though non-significant.

Table 8. Correlations between the variables after the intervention in experimental group

Variables n M SD 1 2 3 4
1 | CSIS 41 114.9 15.2 -

2 | OHQ 41 28.6 4.6 0.535%* -

3 | FGLL FG 41 71.6 6.6 0.383* 0.237 -

4 | FGLLLL 41 70.3 7.9 0.496** 0.359* 0.720%** -

CSIS: Children Spiritual Intelligence Scale; OHQ: Oxford Hapiness Questionnaire; FGLL FG: Feeling Good Living
Life/Feeling Good; FGLL LL: Feeling Good Living Life/Living Life. Significance levels: *p<.05, **p<.01
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After the intervention, the values and statistical significance have increased for all the
indices (see Table 8). Similarly to Table 4, the strongest correlation was found between FGLL
FG and FGLL LL (r=.720, p<.01), followed by medium strength correlations between OHQ
and CSIS (r=.535, p<.01) and FGLL LL and CSIS (r=.496, p<.01), which were weak before
the intervention. Weak correlations have also emerged between FGLL FG and CSIS and FGLL
and OHQ, which were not statistically significant prior to the intervention. Also, the
correlation between FGLL FG and OHQ), previously very weak (r=.05), after intervention has
increased to reach the level of weak correlation (r=.237), though still not significant.

Table 9 shows the correlations between the variables measured 3 months after the
intervention.

Table 9. Correlations between the variables 3 months after the intervention in experimental group

Variables n M SD 1 2 3 4
1 | CSIS 41 109.9 16.1 -

2 | OHQ 41 28.6 4.7 0.404** -

3 | FGLLFG 41 71.3 5.4 0.385* 0.324* -

4 | FGLLLL 41 69.4 5.5 0.407** 0.422%%* 0.911** -

CSIS: Children Spiritual Intelligence Scale; OHQ: Oxford Hapiness Questionnaire; FGLL FG: Feeling Good Living
Life/Feeling Good; FGLL LL: Feeling Good Living Life/Living Life. Significance levels: *p<.05; **p<.01

Three months after the intervention, the values and strength of four correlations have
increased compared to those immediately after the intervention, while the values for two
correlations have decreased, still showing the medium-strength relationships.

Thus, the results obtained show not only the retention of position correlation between all
variables in pre/post/follow-up measures, but also the increase of strength and statistical
significance of correlations after the intervention and, in major cases, also three months after

the intervention.

Differences Related to Gender and Church Attendance

To answer RQ1, we calculated the scores for both genders and gender differences in CSIS,
OHQ, and FGLL. Table 10 in Appendix shows these results for pre-experiment, post-
experiment and three months follow-up measures in experimental and control groups. In all
22 measurements (except for two), females show the higher mean values. In terms of
differences between measured scales, the indices of female in CSIS (before the intervention)

in both groups are statistically significantly higher than those of male with a large effect (d=0.7
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and d=0.68, respectively). In all other variables in both groups, the disparities remain, though
they are not statistically significant anymore and effect sizes have diminished by medium size.
Concerning OHQ, only one measurement in the control group (before the intervention) showed
statistically significant gender differences (with high effect size d=0.65). None of the FGLL
FG and FGLL LL measures in this study showed statistically significant gender differences.

Regarding the chronology of measurements, we discovered the statistically significant
gender differences (in favour of females) only in CSIS pre-intervention measures in both
groups; in post and follow up measurements in both groups these differences are no longer
apparent. In the experimental group, almost in all variables measured at all three stages of the
study, a gradual decrease in effect size was observed, which also confirms the amelioration in
gender differences in SI, SWB, and happiness after the intervention.

To answer RQ2, we calculated the scores for each church attendance group and differences
between these groups for CSIS, OHQ, and FGLL. Table 11 in Appendix shows these results
for pre-experiment, post-experiment, and three months follow-up measures in experimental
and control groups. Observing all 24 average values, in general, both in experimental and
control group the highest values in all four scales are showed by those, who sometimes attend
church. The only exceptions for the experimental group are highest values for CSIS (never
attend church) and OHQ (often attend church) in the post-experiment situation and OHQ (often
attend church) and FGLL LL (never attend church) in three-months follow-up. In the control
group (three-months follow-up) the only measurement, where the highest value was found for
those who often attend church, was for CSIS. However, statistically significant differences
were found only in pre-experimental measures on two scales: FGLL FG (experimental group),
(F=3.39, p<.05) and OHQ (control group) (F=4.85, p<.05), confirming the highest value for
those who sometimes attend church. No statistically significant differences were found in all
other cases, proving that the efficiency of the intervention is similar for all participants in the
experimental group, regardless of the frequency of church attendance.

DISCUSSION AND IMPLICATIONS

The main purpose of this study was to establish the effectiveness of PPI in developing
SI for primary school children in general education schools, using a non-randomised controlled
trial research design. The study examined differences between the experimental and control
groups in terms of SI, happiness, SWB (ideals and real experience) at three time points in

relation to PPI. The study showed that participation in PPI increases SI, happiness, and SWB
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in the experimental group. Furthermore, children in the experimental group reported greater
improvements in SI, happiness, and SWB than children in the control group, maintained at
follow-up. The intervention had the highest impact on SI and SWB (real experience). In the
experimental group, the position correlations between SI, happiness, SWB (ideals) and SWB
(real experience) in the pre- / post- / follow-up measures, showing the increase in strength and
statistical significance of the correlations after the intervention and, in most cases, also three
months after the intervention. Finally, the study shows a softening of the gender differences in
SI, SWB, and happiness after the intervention, especially in SI, which was significantly higher
in girls before the intervention. Furthermore, the efficiency of PPI was similar for all
participants in the experimental group, regardless of the frequency of church attendance;
however, a slight non-significant difference (higher values) was demonstrated for children who
sometimes attend church (both in the experimental and control group).

To our knowledge, this is the first trial that analyses the effectiveness of PPI in developing
SI for primary school children. The results of our study on the impact of PPI on SI are
consistent with the latest evidence in other age groups. SI training has had a significant impact
on the increase of SI levels in adolescents and university students (Dami et al., 2019; Maryam
et al., 2012) as well as on the decrease in stress, anxiety, and depression in high school and
university students (Dami et al., 2019; Ebrahimi et al., 2015). The strong potential of PPI was
shown also in a statistically significant increase of happiness and SWB both regarding the
ideals and real experience (for all subscales), which also acknowledges the previously found
relationships between SI, happiness, and SWB (Deb et al., 2020; Eaude, 2009; Holder et al.,
2010; Pandya, 2017). This impact in a given study was also illustrated by the increase in the
positive correlation between SI, happiness, and SWB after the programme, implicitly
suggesting the similar impact of the programme on both genders. This increase was consistent
with and even exceeded expectations expressed in the H3 (the positive correlation between SI,
SWB, and happiness would be found in the experimental group at all measurements), based
on previous studies (de Souza et al., 2009; Holder et al., 2010; Pandya, 2017; Rowold, 2011).
In addition, it also confirmed our theoretical idea that such a programme could ensure both the
separate development and point of convergence of SI, SWB, and happiness. Furthermore, such
convergence was maintained for at least three months after the intervention.

Gender differences in spirituality were reported predominantly from early adolescence

with the trend of higher scores for females (Lee et al., 2019; Mirkovic et al., 2021). No
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significant gender differences were found in subjective happiness levels of children (Baiocco
et al., 2019; Uusitalo-Malmivaara & Lehto, 2013).The evidence regarding gender differences
in SWB, measured by FGLL, has been rather contraversial (Eaude, 2009; Fisher, 2015). Our
findings provide evidence in this direction, showing a higher SI in girls (experimental and
control group) before the intervention, while at the same time trending towards a decrease in
gender differences after the PPI. This is also confirmed by the larger effect sizes of gender
differences in post- and follow-up measures for the control group. It seems that given that PPI
is especially compatible with ways boys internalize and practice spiritual value (Lee et al.,
2018), e.g., boys spirituality focuses more on self-identity (Engebretson, 2006) and most of
PPI sessions contained the tasks on self-identity. PPI tasks and activities also allowed boys to
safely enjoy the development of new skills of emotional expression, which are usually more
developed for girls (Steinberg, 2005).

The similar impact of PPI regardless of the frequency of church attendance affirms the
possibility of spiritual development for children not only in church, but also in secular forms.
Our results also resemble the lack of significant correlation between the frequency of religious
practice and measures of happiness (Holder et al., 2010). However, finding that in both groups
the highest values in all four scales were reported by those who sometimes attend church calls
for further research.

Strength, limitations, and further research. Speaking of the theoretical strength of this study,
the exploration was based on the theoretical model of SI in children, developed by the study
authors. This model corroborates the newly created PPI for the development of SI in children
and the instrument for the measurement of SI in children (CSIS), used in this study. Theoretical
limitations are related to the scarcity of research in the field of SI, especially for children, as
there is a gap in scientifically valid theories and rigorous research on SI and its development
in primary school age. The empirical strength of this research in terms of design is follow-up
measurements three months after the intervention, which is a longer period of time compared
to other studies (Pinto et al., 2023).

Empirical limitations relate to the design, sampling, and organisation of the study. The
given study was a non-randomised controlled trial, which can lead to systematic bias from
confounding with other variables and, without random allocation, development effects are
possibly affected not only by systematic bias, but also by increased uncertainty (Reeves, 2008).

However, randomised trials as precisely organized and monitored experimental activities in a
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school environment are quite challenging, although possible (Connolly et al., 2018). In a given
study, PPI was integrated into the primary school curriculum and real school life interfered
with the rigorous implementation of the intervention. Some teachers were unable to implement
the programme according to the requirements due to different external factors; therefore, the
size of the experimental group was reduced from 100 to 41 students. Further research, using a
larger sample, is necessary, based on the theoretical and methodological formulations used in
this study. In addition, other confounding variables, potentially related to SI and
implementation of PPI, such as impact of family, individual factors of students, relationships
with teacher, conducting PPI, etc. should be included in future studies. Due to the small sample
size, it was impossible to apply the normal distribution to all data. Consequently, the non-
parametric statistical methods were combined with parametric ones, which limits the drawing
of clear, uniform conclusions.

In future studies, schools should receive greater support for the intervention, and teachers’
feedback should be considered to improve the content of the PPI. In this study, the researchers
were also the creators and implementers of the program. For more unbiased results, these parts
of the study should be separated. Social desirability bias should also be considered, as all
outcome measures were assessed using self-report tools. In the future, the outcomes would be
measured both by self-reported tools and by the assessment of parents and/or teachers.

Practical implications. Designed and empirically validated PPI for the development of
primary school children SI is the first step in creating a set of validated tools for the
development of SI in children within the school environment. Although the created PPI will
be improved in the future, the programme is already licensed and recommended for education
policy makers in Ukraine to integrate it into school curricula, thus improving SI, happiness,
and SWB and providing psychological support to the young generation affected by war trauma
in Ukraine. In Poland, work has also begun on the adaptation of the CSIS, thus preparing the
environment for studying and implementing the effectiveness of the PPI in this country.
Studies in Ukrainian and Polish schools will provide additional data on the effectiveness of
the PPI in cross-cultural aspects. Furthermore, Latvian teachers spontaneously established the
children’s well-being interest group and continued their work, improving methods for the
development of SI for children.

The obtained results can be used to advocate for policymakers to give more attention to

integrating spirituality into the primary school curriculum. Conducting more cross-cultural
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research and engaging policymakers with it would benefit practitioners. Despite the potential
benefits, implementing PPI presents some practical issues that need to be considered. For
example, it requires time-consuming planning, special rooms, lengthy teacher preparation, and
changes in the school day schedule. To ensure the maintenance and support for the children’s
SI during and after the PPI, a whole school approach should be applied to provide the logistics
and a safe environment for PPI and to support teachers in preparing to implement such a
program. Additionally, teachers and other school personnel should be role models in practicing
SI.

Conclusions
The study aimed to assess the impact of psychopedagogical intervention on SI, happiness,

and SWB in primary school children. The results indicated that participation in the intervention
programme led to a statistically significant increase in SI, happiness, and SWB in the
experimental group compared to the control group. The intervention had the most significant
effect on SI and SWB. The gender differences in SI, SWB, and happiness were softened after
the intervention. The effectiveness of the intervention was consistent between all participants
in the experimental group, regardless of the frequency of church attendance. Children who
occasionally attended church showed slightly higher improvements in both groups, although
not statistically significant. As a psychological science-based recommendation for
practitioners, the programme ensures greater social justice and the implementation of inclusive
education for all children, but especially for the most vulnerable. Integration of spirituality
development into education balances the process of education, nurturing a harmonious and
mentally healthy personality, which is one of the main goals of education today.

Appendix

See Tables 3, 4, 5,6, 7.

Table 3. ANCOVA for SI before intervention by Group Membership (Experimental and Control) with FGLL FG_and
FGLL LL before intervention as covariates (Tests of Between-Subjects Effects)

Source SS df MS F p n2
Corrected Model 7731.40* 7 1104.49 5.31 0.000 0.33
Intercept 317.82 1 317.82 1.53 0.220 0.02
Group 11.97 1 11.97 0.06 0.811 0.00
FGLL FG pre 60.99 1 60.99 0.29 0.590 0.00
FGLL LL pre 52.95 1 52.95 0.25 0.615 0.00
Group * FGLL FG_pre 94.83 1 94.83 0.46 0.502 0.01
Group* FGLL LL pre 0.16 1 0.16 0.00 0.978 0.00
Group * FGLL_FG pre * FGLL LL pre 177.2 2 88.62 0.43 0.655 0.01

a. R Squared = .334 (Adjusted R Squared = .271)
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Table 4. ANCOVA for SI (CSIS) after intervention by Group Membership (Experimental and Control)
with CSIS before, FGLL FG and FGLL LL after intervention as covariates (Tests of Between-

Subjects Effects)

Source SS df MS F p n2
Corrected Model 14761.19* 4 3690.30 24.87 0.000 0.56
Intercept 576.27 1 576.27 3.88 0.052 0.05
FGLL-FG post 4.59 1 4.59 0.03 0.861 0.00
FGLL-LL post 1488.18 1 1488.18 10.03 0.002 0.12
CSIS pre 2371.01 1 2371.01 15.98 0.000 0.17
Group 2267.49 1 2267.49 15.28 0.000 0.17

a. R Squared = .564 (Adjusted R Squared = .541)

Table 5. Mean values (SD) and differences between measures of OHQ and FGLL at pre-experiment,
post-experiment and follow-up in experimental and control groups

Scales/subscales . . Three month  GLMM (F) or n?
Pre-experimental Post-experimental .
follow-up Friedman test
n Mean (SD) Mean (SD) Mean (SD)
Experimental group
OHQ 41 24.3 (5.8) 28.6 (4.6) 28.6 (4.7) 24.72%* 0.38
FGLL FG 41 62.7 (8.2) 71.6 (6.6) 713 (5.4) 29.73%* 0.42
FGLL FG Self 41 15.1 (3.1) 17.4 (2.5) 17.4 (1.9) 19.82%* 0.24
FGLL FG Family 41 16.8 (2.7) 19.1 (1.3) 18.8 (1.1) 25.9%* 0.31
FGLL FG Nature 41 14.5 (2.6) 17.1 (2.5) 172 (2.2) 24 5%* 0.30
FGLL FG God 41 16.2 (2.7) 18.0 (2.7) 17.8 (1.9) 11.8%*%* 0.15
FGLL LL 41 60.0 (10.5) 70.3 (7.9) 69.4 (5.5) 46.38%* 0.53
FGLL LL Self 41 143 (2.7) 16.9 (3.0) 16.7 (2.3) 30.2%%* 0.37
FGLL LL Family 41 16.5(2.4) 18.8 (1.7) 18.5(1.3) 28.4%%* 0.35
FGLL LL Nature 41 13.8(2.4) 16.5 (3.3) 16.2 (2.4) 17.8%** 0.22
FGLL LL God 41 15.3 (2.6) 17.9 (2.6) 17.9 (1.7) 25.77H%* 0.31
Control group
OHQ 42 26.5 (4.8) 23.7 (4.6) 24.8 (4.6) 6.26** 0.13
FGLL FG 42 61.4(10.2) 58.4(9.3) 59.9 (6.4) 2.71 0.06
FGLL FG Self 42 14.8 (3.5) 13.5(3.5) 13.8(2.3) 54 0.06
FGLL FG Family 42 16.4 (3.5) 16.6 (3.0) 17.7(2.2) 0.7 0.01
FGLL _FG_Nature 42 14.5 (3.0) 13.3 (2.8) 14.7 (2.0) 7.4% 0.09
FGLL FG God 42 15.4 (3.0) 14.8 (3.1) 14.5(2.1) 7.1% 0.08
FGLL LL 42 59.9 (10.5) 57.7(9.8) 57.5(8.2) 1.73 0.04
FGLL LL Self 42 145 (3.4) 13.7 (3.8) 13.9 (2.7) 4.2 0.05
FGLL LL Family 42 16.4 (2.4) 16.2 (3.1) 15.9 (2.5) 34 0.04
FGLL LL Nature 42 143 (3.1) 16.5 (3.3) 13.5(2.6) 3.1 0.04
FGLL LL God 42 14.6 3.4 144 (3.4 14.1 (2.5) 1.6 0.02

OHQ: Oxford Hapiness Questionnaire; FGLL FG: Feeling Good Living Life/Feeling Good; FGLL LL: Feeling Good Living
Life/Living Life. Significance levels: *.05 <p <.1, ¥*.01 <p <.05, ***p <.01

Table 6 . Gender differences in CSIS, OHQ, and FGLL measures at pre-experiment, post-experiment and three months follow-
up in experimental and control groups

Pre-experimental measures

Experimental group

Scales/subscales

Female (n=16)

Male (n=25)
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CSIS

OHQ

FGLL FG

FGLL LL

Control group
Scales/subscales

CSIS
OHQ
FGLL FG
FGLL LL

Experimental group
Scales/subscales

CSIS

OHQ

FGLL FG

FGLL LL

Control group
Scales/subscales

CSIS
OHQ
FGLL FG
FGLL LL

Experimental group
Scales/subscales

CSIS

OHQ

FGLL FG
FGLL LL
Control group

CSIS
OHQ

FGLL FG
FGLL LL

T-test or Mann-

M (SD) Mdn M (SD) Mdn Witney test
96.2 (13.8) 90.5 85.1 (15.5) 84 2.32%
25.6 (5.1) 25.5 23.3(6.2) 23 1.25
62.4(7.9) 61.5 62.9 (7.6) 60 -0.17
61.2(7.3) 58.5 59.3 (6.8) 59 0.82

Female (n=19) Male (n=23)

M (SD) Mdn M (SD) Mdn
106.7 (18.4) 109 95.1 (15.9) 95 2.20*
28.1 (4.6) 29 25.1 (4.6) 25 2.10*
62.2 (10.2) 63 60.7 (10.5) 63 0.45
60.6 (8.3) 58 59.4 (12.3) 64 0.34

Post-experimental measures
Female (n=16) Male (n=25) T-test or Mann-

M (SD) Mdn M (SD) Mdn Witney test
119.8 (14.1) 123 111.8 (15.4) 110 1.67
28.3 (5.0) 29 28.8 (4.5) 29 -0.32
71.6 (6.2) 71.7 71.6 (6.9) 74 -0.03
71.2(7.8) 73 69.8 (8.2) 71 0.55

Female (n=19) Male (n=23)

M (SD) Mdn M (SD) Mdn
99.7 (14.5) 99 89.8 (17.6) 91 1.96
24.8(5.1) 26 229 (4.1) 24 1.35
58.4 (10.0) 59 58.3(9.0) 58 0.024
58.2 (10.7) 59 573 (9.4) 60 0.27

Three-months follow-up measures
Female (n=16) Male (n=25) T-test or Mann-
Witney test

M (SD) Mdn M (SD) Mdn
114.0 (15.8) 120 107.2 (15.9) 112 1.32
29.1 (4.9) 30 28.4 (4.7) 28 0.5
71.4 (5.2) 71 713 (5.7) 71 0.09
69.9 (5.7) 70,5 69.2 (5.5) 70 0.35

Female (n=19) Male (n=23)

M (SD) Mdn M (SD) Mdn
99.8 (14.1) 100 89.0 (17.4) 89 2.17
25.8(4.9) 26 24.1 (4.4) 24 1.15
60.2 (7.2) 61 59.7(5.7) 56 0.25
59.9 (8.7) 61 55.6 (7.5) 56 1.73

0.7
0.4
0.05
0.26

0.68

0.65

0.14
0.1

0.53
0.1
0.011
0.17

0.6
0.41
0.007
0.08

0.42
0.16
0.03
0.11

0.56
0.35
0.07
0.53

Notes: CSIS: Children Spiritual Intelligence Scale; OHQ: Oxford Hapiness Questionnaire; FGLL FG: Feeling Good Living
Life/Feeling Good; FGLL LL: Feeling Good Living Life/Living Life. Significance levels: *.05 <p <.1, **.01 <p <.05, ***p

<.01

Table 7. Differences related to church attendance in CSIS, OHQ, and FGLL measures at pre-experiment, post-experiment and

three months follow-up in experimental and control groups

Pre-experimental measures

Experimental group

Scales/subscales

CSIS

OHQ

FGLL FG
FGLL LL
Control group

Never attend church (n=26)

Sometimes attend church  Often attend church

(n=8) (=7

M (SD) Mdn M (SD) Mdn M (SD) Mdn
87.3 (16.3) 84 99.7(13.2)  103.5  85.5(12.4) 89
242 (5.8) 25 252 (5.1) 24,5 23.7(6.2) 25
61.4(7.1) 60 69.1 (9.9) 70 60.1 (7.7) 60
59.4 (7.2) 58 62.5(9.3) 63 58.5(5.2) 59
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ANOVA (F) or
Friedman test

2.27
0.14
3.39%
1.16



Scales/subscales Never attend church (n=12) Sometimes attend church Often attend church

(n=25) (n=5)
M (SD) Mdn M (SD) Mdn M (SD) Mdn

CsIS 95.9 (12.6) 99,5 104.2(16.1) 105 91.4 (31.6) 88 1.66

OHQ 25.3 (4.9) 25 27.9 (4.0) 28 21.6 (5.0) 22 4.85%

FGLL FG 58.5 (10.0) 59 62.5(9.3) 63 62 (15.7) 66 0.60

FGLLLL 553 (11.6) 55,5 62.2(7.3) 63 59.6 (18.6) 69 1.81

Post-experimental measures
Experimental group

Scales/subscales Never attend church (n=26) Sometimei :_tg;nd church Often aglegl‘;]) church

M (SD) Mdn M (SD) Mdn M (SD) Mdn
CSIS 115.6(15.5) 113 99.7 (13.2) 103.5 112.8 (19.2) 112 0.09
OHQ 27.8 (4.4) 29 25.2(5.1) 245 31.0(3.1) 30 1.25
FGLL_FG 71.0 (5.9) 69.5 73.6 (5.7) 71 71.26 (5.4) 72 0.47
FGLL LL 69.8 (7.2) 68 71.6 (7.3) 70 70.4 (11.8) 70 0.14
Control group
Scales/subscales Never attend church (n=12) Sometimes attend church  Often attend church

(n=25) (n=5)

M (SD) Mdn M (SD) Mdn M (SD) Mdn
CSIS 100.3 (17.8) 100 104.2 (16.1) 94.5 79.4 (26.4) 77 2.46
OHQ 23.0 (4.5) 27 27.9 (4.0) 245 21.4 (4.7) 23 1.19
FGLL FG 57.2(9.7) 58 60.3 (8.6) 58.5 51.2(9.9) 50 224
FGLL LL 58.4(9.4) 57 58.8 (8.9) 59 50.8 (14.6) 52.5 1.43

Three-months follow-up measures
Experimental group

Scales/subscales Never attend church (n=26) Sometimes a_ttend church Often atte_nd church
(n=8) (n=7)
M (SD) Mdn M (SD) Mdn M (SD) Mdn
CSIS 109.4 (15.1) 111.5 114.1 (10.3) 114 106.7 (24.7) 115 0.41
OHQ 279 (4.4) 28 29.3 (5.6) 29 30.4 (4.4) 30 0.86
FGLL FG 71.6 (4.6) 72.5 71.8 (5.3) 72 69.1 (8.0) 72 0.64
FGLL LL 69.6 (4.8) 70 69.1 (6.5) 71 69.1 (7.4) 71 0.046
Control group
Scales/subscales Never attend church (n=12) Sometimes attend church Often attend church
(n=25) (n=5)
M (SD) Mdn M (SD) Mdn M (SD) Mdn
CSIS 94 (10.1) 96 96.9 (15.6) 100 78.4 (27.3) 76 2.79
OHQ 24.5 (4.9) 24.5 25.6 (4.3) 26 21.8 (5.1) 22 1.53
FGLL FG 57.7 (6.9) 55.5 61.3 (5.6) 61 57.8 (7.5) 56 1.62
FGLL LL 56 (7.3) 56 59.1(7.8) 61 53.6 (11.9) 494 1.24

Notes: CSIS: Children Spiritual Intelligence Scale; OHQ: Oxford Hapiness Questionnaire; FGLL FG: Feeling Good Living
Life/Feeling Good; FGLL LL: Feeling Good Living Life/Living Life. Significance levels: *p<0.05
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