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Abstract 
The aim of this study is to deepen the understanding of time qualities in Waldorf early 

childhood settings and finding ways to master them. Research findings build on the gathered 

perspectives of the educator brought into dialogue with existing theories of self-development, 

interoception, attachment and attunement, and relationship formation. In this, contemporary 

research and acknowledged theories are juxtaposed with anthroposophic viewpoints.  

Existing theories exemplify the relation between time body and soul experience, showing that 

the experience of time is closely related to the experience of being. A brief history of time 

concepts brings to light a dichotomy between time as being and time as becoming, 

introducing respectively an eternal and a transient principle. At the end of this study the 

human being is seen as being able to bridge and embody both. Next the time quality in 

Waldorf early childhood settings is explored against theories concerning a temporal crisis 

affecting our modern times. In this, a loss of coherency and meaning, as causes for 

acceleration and fragmentation are viewed as leading to symptoms such as depression, 

burnout and feeling divided. Countering the effects of the temporal crisis, the potential of the 

power of presence and attention, resonating relations and contemplative practice are explored. 

Inner health, breathing and play are viewed as ways to develop inner freedom and balance.  

Taking breathing as a lens, three time qualities surface: expansion of time, contraction of time 

and in between time. To unearth their quality, they are linked to three Greek gods: Aeon, 

Chronos/Kronos and Kairos. Each quality shows to influence educators’ observational skills, 

pedagogical approach and overall sense of well-being. In addition aspects come to light that 

support or hinder educators’ perceived role as guardians of a wholesome childhood with time 

as a gift for children to unfold in health. The intertwined relation between adults’ internal 

states and children’s building of corporeality is highlighted through theories on interoception, 

self- development and neuroscience. In addition Steiner’s ‘pedagogical law’ is used to 

critically discuss the waterfall effect between both. 

Looking for ways to master time qualities in Waldorf early childhood settings, the inner work 

of the educator is brought to the fore. In this, contemplative practices are viewed as a way to 

help educators take hold of their inner life of thoughts and feelings and thus directing their 

actions. In addition creative play, nature and music are discussed as providing natural portals 

to escape the acceleration of time and touch upon timelessness. 
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1. Introduction 
The world has changed because we have changed in our participation with it. Yet it still 

continues to change. The music of the spheres may have been silent for many in late 
modernity, yet now, at this pivotal moment, we are beginning to relearn the score. 

(Tarnas, 2015) 

Hi, how are you?  … [Deep sigh] – Busy. 

How come? … [Pffff] – It’s just too much. 

Why? … I don’t have time. 

What for? … All the things I have to do. It gets more and more and I can’t catch my breath. 

How come? … Everybody wants something of me all the time. I never have time for myself. 

Can’t you do something about that? … Don’t know what ... but if I don’t … I think I’ll break. 

Hmmm … I think I know the feeling. 

Choice of topic 

The purpose of this study is to explore time qualities in Waldorf early childhood settings. My 

motivation is stirred by increasingly observing and meeting educators that are no longer able 

to cope with the growing challenges and demands of their profession in combination with 

their own lives. It made me concerned and wonder if and how the acceleration of modern life 

has influenced life in the Waldorf early childhood setting and affects children and adults. Not 

wanting to jump to conclusions, I decided to collect fresh material by going back into the field 

myself and gather the perceptions of colleagues working in different cultural settings.  

Research Question 

How do Waldorf early childhood educators perceive, understand and describe time qualities 

in their educational settings? 

- What qualities of time do participants perceive in a Waldorf early childhood setting?  

- How do they perceive children and adults acting within these different time spheres? 

- How do they understand the educator’s role in shaping these different time qualities? 

- What are participants’ hopes and intentions for children’s immediate and future reality? 

- How can these insights inform and support Waldorf early childhood education? 

- What are possible outcomes for children, parents and their communities?  

- How can these insights expand the understanding of existing theories? 
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Aim and contribution 

With this study I hope to deepen the understanding on time qualities; what are their 

characteristics, how do they shape the social spaces in the early childhood setting and how 

can they be mastered. Along the way aspects surfaced that showed to be supportive or 

hindering a time quality that furthers the well-being of children and adults. With the insights 

highlighted in this study I aim to help educators develop a stronghold from within that can 

withstand the whirlwind of modern times and realise what they see as their mission. 

Supporting educators in their role as guardians of childhood, I hope to help create sanctuaries 

where children are given the time and space to unfold their human potential. 

Breathing as a thesis structure 

Researching time qualities in Waldorf early childhood settings, I came to gestures of 

breathing as a useful lens to deepen the understanding. In addition it showed itself to run 

through the study as a pulsing pendulum rhythm between expansion and contraction.  

The thesis as a whole can be seen as relating to the threefold step of inbreath – holding – 

outbreath with the pause as the other intermediary moment before a new breath is taken. From 

the perspective of time, the sevenfold structure of the thesis encompasses the seven steps of 

the life processes relating to the etheric body as time body: breathing (taking in), warming 

(adapting), nutrition (breaking down), secretion (sorting), maintaining, growing and 

reproduction or bringing into being (concepts in brackets by Schoorel, 2004).  

On the inbreath we find the first three chapters: introduction, literature review and methods 

respectively opening the scene, warming the air with existing knowledge and using the right 

methods to turn the air into nutrition. In holding we arrive at the fourth chapter, the findings, 

bringing forth the new insights through a process of transformation and secretion of the old. 

On the outbreath we can place the last three chapters: discussion, conclusion and future 

horizons respectively digging out what can be maintained, taking what can be used for growth 

and identifying the new domains that can generate new thoughts.  

Also within each chapter a breathing gesture can be found with an introduction as the start of 

the inbreath, the expansion by going deep into the topic and the holding by keeping the 

thoughts for a moment. The summary follows like an outbreath, recapitulating the different 

aspects viewed and in contracting, bringing them to a closing point. The pause as the 

important other ‘in between’ turning moment in breathing lies between the chapters and offers 
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an opening space for the reader to recollect, reflect and get new inspiration. The pendulum 

rhythm of breathing gestures weaves through the study as a whole and offers micro 

experiences of being moved. Working with breathing as an image I’ve tried and hope that the 

overall experience of engaging with this study will be one of deep breath and well-being. 

Conceptual Framework 

Key concepts used in this study are breathing, time qualities, lived time, self, inner work and 

corporeality. Agreeing with Jung that, “archetypes are vessels that can never be filled or 

emptied” (Tarnass, 2015), I only briefly touch upon the archetypes standing behind each one 

of them. The descriptions below thus only lift a tip of the veil.  

Breathing as a physical and existential bodily rhythm of expansion-hold-contraction-pause, is 

used to explain the quality of the soul’s interchange with the world. In this study both images 

merge to open new understandings of how bodily and soul processes are intertwined. 

Time qualities refer to the experience of time and point from an anthroposophic view to the 

relatedness of the astral body as the bearer of qualities and the etheric body as time body.  

Lived time is used to express how children and adults experience the passage of time, which 

is often different from clock time or operational time.  

Self with capital S refers to the anthroposophic view of the human being having an eternal 

principle that informs the transient self (with small s) or persona working in life on earth. 

Inner work encompasses the work of adults needed to learn to master their inner world of 

thoughts and feelings. Practices include various ways of contemplation and deepening insight 

through study and reflecting on their pedagogical practice. 

Resonance is used to refer to the inner vibration that arises in encountering the other and the 

world. It sets forth the precondition of opening oneself to be touched and changed.  

Corporeality refers to the intertwined relation between soul experience and body formation. 

The development of this physical foundation in the first seven years of life is seen here as the 

vessel on which all other experiences are built. 
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2. Literature Review 

2.1 Introduction 

The literature brought to the fore is by no means a complete record but is chosen because of 

its relevance in relation to the research question and from my lens as a Waldorf early 

childhood educator, mentor and trainer. To widen the horizon, I juxtapose insights from 

anthroposophy, developed by its founder Rudolf Steiner, to other existing theories. Rudolf 

Steiner (°1861-1925) Austrian philosopher, artist, social reformer and esotericist mastered 

conceptual and logic thinking at the university of Vienna. His great respect for the clarity of 

thought applied in natural science together with his awareness of super-sense perceptible 

phenomena urged him to develop anthroposophy as a spiritual science. With it he built a 

bridge between knowledge derived from mysticism and religion and that coming from natural 

science (Almon in Steiner, 1997).  

2.2 Time body and soul experience 

2.2.1 Birth and genealogy of time 

The following subthemes present a brief historical line of time perception. First we look at 

pre-historic and mythical time, introducing Steiner’s anthroposophical view. From there we 

journey into Greek and Roman antiquity, presenting three Gods ruling different time qualities. 

Next we view the dichotomy between time as being and time as becoming dominating the 

philosophical debate from Plato and Aristotle to Kant. At the end, Heidegger’s deconstruction 

of this dichotomy in Being and Time (Sein und Zeit, 1927) is shortly touched upon.  

Prehistoric and mythical time 

Steiner (1997) sees a tight connection between the evolution of the world and human 

consciousness. He describes how until the 8th century BC, the human being still experienced 

the three dimensions of space as the divine trinity and even further back, time as the divine 

union (1918). Steiner states that for the gnosis in ancient Persia the living nature of time was 

not regarded as a line running from the past to the future, but as the creation of Aeons passing 

on the impulses for creation, with the earlier more divine than the later (Steiner, 1918). He 

further states the importance of uniting both: “Everything would fall apart if one were not to 

weave the divine and the non-divine to a unity. That is identical with our modern abstractions 
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of past and future” (1918, p. 8). Linking the experience of time to a dialectical principle of 

divine and non-divine is seen as a way to bridge past and future. Steiner further sees both time 

streams at work in the human being with a current moving towards the future related to the 

day consciousness and a current running backwards connecting to the past and previous lives 

related to the night consciousness (2011). Up to the Greek period the forces at work in the 

world, such as physics, were directly accessible to man who lived and worked with them as a 

lived reality. With the dawn of the Greek age, the possibility of forming concepts about these 

forces started to develop and with it a distancing from being one with them, began (Almon in 

Steiner, 1997). According to Simms (2008), pre-Socratic philosophers already held different 

viewpoints on time. Heraclitus (535 - 475 BC) used the metaphor of the river to symbolise the 

continuous changing and moving forward gesture of time as becoming. Opposing to this, 

Parmenides (540 - 470 BC) described time as being: “What ‘Is’ has no beginning and never 

will be destroyed: it is whole, still, and without end. It neither was nor will be, it simply is - 

now, altogether, one, continuous” (Wheelwright, 1966, as cited in Simms, 2008, p. 141). Both 

pre-Socratic philosophers from two opposing directions describe time experience: Heraclitus 

takes ‘transience’ as the basis and Parmenides ‘permanence’ (Savitt, 2002).  

Three Greek Gods of time: Aeon, Chronos/Kronos and Kairos  

In Timaeus (2008), Plato (427-347 BC) describes time arising from the rhythmic dance of the 

seven planets, which allowed eternity to enter time. In his view the cosmic order was seen as 

a mathematical harmony between the movement of the seven planetary spheres and the eighth 

superplanetary sphere of the fixed stars. According to Segall (2016), the ancient Greeks 

referred to this highest sphere as Aeon or Aion. Where Aeon was considered the God of 

Eternity, Chronos was considered as the God of Time and the father of time as hours (Horae) 

rather than seasons (Parada, 1997). The power of Chronos lies in his all-consuming nature, 

which inseparably bound to human experience, rules the soul that would not be able to 

understand things without him. With Time, the past, present and future enter into the lived 

reality of man (Parada, 1997). Aristotle opposes Plato’s view of time arising from the motion 

of planets arguing that time itself is used to measure this motion and concludes that therefore 

time needs to be there first (Segall, 2016). Segall sees this image of time relating to the God 

Chronos and considers it as the start of the later scientific view of time as merely a temporal 

measurement. In Renaissance and onward, time is often depicted as Kronos or Father Time 

with an hourglass, a scythe and wings, all symbolizing its fleeting and transient character. 
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According to scholars in iconology like Erwin Panofsky (1939) this image of time resulted 

from a (con)fusion between the Greek god Chronos who in early mythology was still the God 

of Time with a big ‘T’ and the titan Cronos who appeared later in the mythological genealogy 

line and is said to have devoured his children out of fear to be overruled (Kiefer, 1999). 

Kairos or Caerus, the youngest God of Zeus, represents in Greek mythology ‘Opportunity’ or 

in Roman antiquity ‘Occasio’ indicating ‘the good time or good season’. Imaged standing on 

his tiptoe, with wings on his feet and holding a razor or scale, he symbolises the short instance 

by which he appears and takes his leave again. Those who want to catch him have to take him 

by his forelock that hangs over his eyebrows because on the back of his head he is bold so 

that no one can seize him once he’s gone (Parada, 1997). Another earlier aspect related to the 

concept of kairos is found in the Iliad where it is referred to as ‘poroi’, vulnerable or porous 

spots in the body or openings in the skeleton (Hawhee, 2004; Sipiora, 2002). This opening 

later on was seen as spiritual passage, leading to a transformative experience (Stevens, 2007; 

White, 1987). The story of the famous Zen archer Awa Kenzo, who takes his pupil into a dark 

room, illustrates this: “Kenzo, after a long time of silence, shot two arrows at the invisible 

target, both of which hit the center of the target, the second arrow splitting the first in half ” 

(Shoji, 2001, in Meyers, 2008, p. 61). Looking beyond the target is described as shifting the 

outward focus of attention to one coming from within. Meyers elaborates on the 

transformative quality of Kairos and brings Metanoia and Pronoia as his two helpers to the 

fore symbolizing respectively aftersight and foresight. The first comes from the regret when 

one realises to have missed the right opportunity, and leads to repentance, the second helps to 

keep pace with Kairos. Meyers states that reflection or aftersight, offers besides repentance 

also a learning trajectory that can lead to the development of foresight that catches Kairos by 

his forelock. However “just as the kairotic moment requires a certain level of navigational 

savvy and cunning (metis), the missed moment calls for a commitment to navigating the 

realm of reflection and transformation” (Meyer, 2008, p. 95). Meyer refers to the need of 

developing an orientation and knowledge through practice in order to use the possibilities 

offered by Metanoia and Kairos and concludes, “foresight, afterthought and opportunity all 

work together” (Meyer, 2008, p. 105).  

The dichotomy between being and becoming continues 

The philosophical discussion that started in pre-Socratic times on time as being or 

permanence and time as becoming or transcience continued altough taking on different names 
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and giving focus on various aspects. Augustine (354-430), unable to grasp time with 

conceptual thinking, sees time both as subjective or existing only in the human mind and as 

objective as a creation of God, giving it an independent existence (Hernandez, 2006). Seeing 

past and future time beyond measure, Augustine states that they only exist in the mind 

through respectively memory and expectation. The present although perceptible through sight, 

has no duration, which makes Augustine conclude that “the being of time depends on its non-

being” (Augustine, 2006, p. 242-243). A century later Thomas Aquinas (1225-1274) in On 

Being and Essence takes up Aristotle’s Metaphysics IV, introducing the science of being as 

being (Sokolowski, 2012). Renaissance philosophy took up and continued the philosophical 

debate between opposed views derived from Plato and Aristotle, with Petrus Ramus (1517-

1572) and Jacopo Zabarella (1533-1589) as key figures (Beany, 2016). The Renaissance 

paved way for the Scientific Revolution, which saw the birth of great scientific thinkers and 

astronomic discoveries such as those from Copernicus (1473-1543), Galileo (1564-1642) and 

Kepler (1571-1630), shifting the view on the universe from a geocentric to a heliocentric one. 

With the advance of natural science, the attempt to understand time focused increasingly on 

time’s measurability through the laws of physics and mathematics. Isaac Newton (1643-1727) 

an English polymath was instrumental for his development of the laws of motion. The 

separation from the cosmic religious view on time increased and the latter retreated into the 

shadows. A scientific view on time with a small ‘t’ as something that can be measured 

became the general way of thinking of time. After the introduction of the first mechanical 

clocks in the 14th century, the invention of the pocket watch in the 17th century increased the 

awareness of the passage of time measured by the clock. Albert Einstein (1879-1955), 

following in Newton’s footsteps, brought with his theory of relativity a perspective of time 

and space being intimately related (Segall, 2016). Martin Heidegger (1889-1976), digging up 

the philosophical debate on time, aimed to deconstruct the myth of being. According to John 

Tietz (2001) one of the reasons Heidegger wrote Being and Time (1962) was to show how 

Western philosophy is based on Being as understood by Plato and Aristotle in the 

metaphysical dialectic between substance and attribute. Heidegger opposing, explains Being 

as a human activity of inquiry into the existence of ‘beings’ (phenomena or things in the 

world) and into the Self. Linked to its living nature of inquiring and acting, Heidegger 

understands time as an aspect of Being, and an objective characteristic of the world.  
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Time continued to capture the interest of philosophers in the twentieth century such as Alfred 

North Whitehead (1861 - 1947) and Lefebvre (1901-1991) and stays until today closely 

connected to the question of ‘being’ as an internal principle or ‘becoming’ as a transient one. 

2.2.2 Making the blueprint of time experience 

Exploring how the quality of time in early childhood can be influential in making a blueprint 

for the experience of time later in life, we now view key concepts on the physiological 

development of the time body from an anthroposophical point of view. Continuing, we look at 

relevant aspects from contemporary theory and research that relate to the experience of time 

in children and adults. Finally, we touch upon the distinction between operational time as 

understood by Piaget and lived time as understood by Merleau-Ponty. 

The life body as time body 

Building on Steiner’s (1996b) insights of the human being, the Dutch paediatrician Edmond 

Schoorel (2004) explains the physiological process that takes place in the building of 

corporeality from an anthroposophical point of view. Looking at the development between 

pre-birth and twenty-one from a time perspective, Schoorel describes a fourfold bodily nature 

also referred to as the four members. The development of these four bodies takes place in the 

course of four consecutive 7-year phases and can be seen as an unfolding process of these 

four layers: the physical body, the etheric body, the astral body and the I-body or I-

organisation: the physical body relates to space (where a physical body is, no other physical 

body can be at the same time); the etheric body relates to the life processes such as vitality, 

growth, healing, propagation (also referred to as time body or life body) and has formative 

powers (therefore also referred to as formative body); the astral body is related to quality (it 

carries our abilities such as thinking, feeling, willing but also our desires, wishes, sympathy 

and antipathy and the experience of pain, joy…); the I- body or I-organisation can be 

understood as the inner framework we develop through our intentions, decisions and goals. 

Schoorel continues that this I-organisation acts as the bodily foundation of the eternal I (or 

Self), which is “on the way to learning how it can do good out of free choice. When the 

human being dies, the fourfold body is left behind and the I follows its way toward the next 

incarnation” (2004, p. 18). Schoorel describes how each of these bodies knows two births: an 

inner birth from where it further develops and prepares its outer birth when it is born into the 

world. As an example he gives the picture of the birth of the physical body that first has an 
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inner birth shortly after conception and from there continues its physical development 

throughout pregnancy enveloped by the sheath of the maternal body. The outer birth takes 

place when the child is born into the outer world that can now exercise direct influence on its 

further development. Schoorel describes as two main aspects of this development, the process 

of maturing and that of transformation. Building on Steiner’s ‘pedagogical law’ (2004c), he 

describes the next or ‘higher’ member as the transforming or educating principle of the 

developing body: the physical body is transformed through the etheric body; the etheric body 

through the astral body and the astral body through the I. Schoorel refers to Steiner illustrating 

the interconnectedness between the etheric body and the physical body in the first seven years 

of life, with the image of the seal (the etheric body) impressing the wax (the physical body). 

Linking this view to the development of the etheric body as time body, it is relevant to take 

the image of Steiner one step further and ask what influences the seal or the making of the 

imprint? Going from Steiner’s pedagogical law, we come to the astral body as the bearer of 

qualities and from there to the ‘I’ as the captain setting the course. 

Time experience  

The Swiss psychologist and genetic epistemologist, Jean Piaget (1896-1980) took up 

Einstein’s question posed to philosophers in the late 1920: “Is our intuitive grasp of time 

primitive or derived? Is it identical with our intuitive grasp of velocity?” (cited in Simms, 

2008, pp. 127-128). Wanting to contribute to the question with empirical data that showed 

how the child’s understanding of time duration and synchronicity develops, Piaget designed 

various experiments and interviews with children. One of the most famous ones was an 

experiment called ‘Yellow and Blue’ referring to the colour of two mechanical driven snails 

put on a track, both moving forward and stopping at the same time but with different velocity. 

Simms states: “When Piaget asked the younger children if the snails stopped at the same time, 

they insisted that Yellow had stopped first because Blue went on longer because it was 

further” (2008, p. 128). Piaget (1970) concludes from these experiments that children initially 

confuse time (duration) with space (trajectory covered). He further states that the concept of 

operational time develops parallel to their understanding of velocity in middle childhood, 

from whereon time becomes “homogenous and continuous, even on the qualitative plane” 

(Simms, 2008, p. 128). Challenging Piaget’s conclusions, Simms states that adults’ lived time 

worldwide is not homogenous but differs. Depending on their cultural and geographic setting 

they need to adjust their lives to the rhythms of the day, week and seasons and to the cultural 
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rituals that influence the temporal realities applied to work and leisure. “Beyond Piaget’s 

operational time concept, which defines time by scientific parameters, there is lived time. In 

our experience we live time pre-reflectively and often without particular awareness of its 

manifestation” (Simms, 2008, p. 129). Simms makes the distinction between operational time 

and lived time that lives in us mostly unconsciously and argues that also adults develop 

concepts of time based on how they experience the passage of time. Simms maintains: 

Our heartbeat and our breathing measure out the rhythmic passage of organic 
time, our steps leave past places behind, and our eyes scan the horizon for things 
that are not yet present. We remember the past and anticipate the future, and 
sometimes we mourn what has been and dread what is to come. (2008, p. 129) 

 Organic or lived time is described being connected to our bodily and mental organs of 

perception and our inner life of feelings, giving us a sense of the passage of time. Exploring 

children’s understanding of the past, present and future, Simms (2008) opposes Piaget’s view 

that sees children’s time perception as not yet developed. “Young children have a clear sense 

of time, but it is intuitive rather than logical-operational: It is now afternoon because I have 

had my nap” (Simms, 2008, p. 159). Contrary to Piaget, she views children’s time concept 

different instead of underdeveloped. Closely linked to their lived experience it forms the basis 

for developing logic reasoning in making sense of past, present and future. Piaget discussing 

his findings with Einstein ultimately also came to the conclusion that experiences and 

concepts of time between children and adults differ, respectively referred to as lived time or 

event time versus time conceptualized and ruled by the clock (Simms, 2008, p. 134). Where 

Einstein was seriously troubled not being able “to grasp the present through science” (Carnap, 

1963, as cited in Savitt, 2017, para. 3), Piaget sees the young child’s “intuitive time … limited 

to succession and duration given by direct perceptions” (cited in Simms, 2008, p. 134). 

Simms argues that children’s intuitive time is not a phenomenon that needs to be surpassed 

and replaced in adulthood by operational time and brings Merleau-Ponty to the fore who 

argues, “the pre-reflective, perceptual experience of lived time is not vanquished and 

supplanted by operational time but remains the central mode of experiencing time in 

adulthood as well” (Merleau-Ponty, 1962, as cited in Simms 2008, p. 134). The lived time in 

early childhood is given its intrinsic value closely connected to the inner bodily experience 

and a time experience that continues to be our inner clock throughout life.  

In the next subchapter we explore this inner world of self and the interrelation with the world. 
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2.2.3 Self-development and interoception 

The following subthemes explore the reciprocal relation between self and world. First, we 

explore from an anthroposophical point of view, corporeality as the physical basis on which 

the self develops. Next, we briefly touch upon the development of the eternal Self in the light 

of karma and reincarnation as understood in anthroposophy. From this widened horizon, we 

view the difference between the personal self and the eternal Self as described by Steiner. 

Next we explore a distinction between the ‘bodily self’ and the ‘conceptual self’ in 

contemporary research. We then highlight theories on ‘the sense of life’ from an 

anthroposophical point of view and its contemporary counterpart ‘interoception’ as the 

‘awareness of internal states’. Finally, we explore the formation of identity from attachment 

and attunement theories. 

Building a corporeality 

One of the most pictorial and significant images Steiner uses, is the one by which he describes 

the child in the first seven years of life as being one big sense-organ (1996, 1996a). With this 

image he lays the ground to develop a more than merely scientific understanding of how 

children are completely surrendered to their surroundings and how taking in the world 

without questioning, the latter shapes their corporeality. Steiner refers to their oneness with 

the world, as “a religion in bodily disguise” (Steiner, 1996, lect. 3, para. 7). The child’s ability 

to be ‘as one’ with the world is understood as a continuation from pre-birth existence where 

the human being still lives in unity with the cosmical forces. Steiner states:  

We set up this barrier between ourselves and the world as soon as consciousness 
lights up within us. But we never lose the feeling that we do belong to the world, 
that a link exists that connects us to it, that we are creatures not outside, but within 
the universe. (1995, p.19)  

Steiner characterises the pre-consciousness of the child preserving the possibility to feel one 

with the world. In addition to the deep impact the environment has on the child, he describes a 

difference between our personal self and our higher Self (Steiner, 1975). The latter he sees as 

our eternal essence that knows returning cycles of life with the intention to each time further 

develop our humanity and informing our transient personal self with which we work in the 

life on earth (Steiner, 1977).  
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Bodily self and conceptual self  

The dominating paradigm today still disposes the idea of a higher principle working through 

multiple lives, but the notion of different aspects of self is increasingly viewed as a reality. A 

commonly made distinction is the one between the bodily self or phenomenal self and the 

conceptual self (Farmer & Maister, 2017; Welch, 2014; Zahavi 2005). The bodily self is seen 

as the basis of subjective experience and intertwined with the inner and outer state of our 

body. The conceptual self or narrative self develops tightly connected to this and is formed 

from the encounters and interactions with the world and others. Welch (2014) in addition, 

refers to a minimal self, as the core of self, being rooted deep in the bodily reality and forming 

the ground on which further experiences develop. He stresses: “We have an identity, but it 

emerges from relational and dynamic processes” (Welch, 2014, p. 2). Identity is seen here as 

having a core, grounded in corporeality and growing through social interactions. Findings 

from trauma research agree and building on neuroscience state that our sense of self is rooted 

“in a vital connection with our bodies” (van der Kolk, 2014, p. 412). Van der Kolk goes one 

step further and states that unless we are aware and understand the messages of our internal 

bodily state, we cannot really know who we are or how to “navigate safely through life” 

(2014, p. 412). The bodily self and the conceptual self are seen as intertwined with the 

understanding of the bodily signals and a basis for self-identification and orientation. 

Sense of life and interoception  

The idea that humans have a sense that perceives the internal bodily state was already stated 

by Kant referring to the “vital sense” as “encompassing sensations that pervade the entire 

system of the body” (Makreel, 1990, p.95). Steiner (1916) describes the human being having 

twelve senses as organs of perception, which he divided in three groups of four: those relating 

to the body, soul and spirit. Linked to the etheric body, the sense of life is seen as an antenna 

for monitoring our internal state, which in the case of an overall sensation of inner well-being 

remains silent. Steiner in addition describes the sense of life as the foundation for the 

development of the sense of thought, which enables humans to grasp the meaning of things. 

Learning to understand and make meaning of ones own inner world is understood as the basis 

for learning to understand the outer world through thinking. In the fields of neuroscience and 

psychotherapy this inner monitoring sense organ is today referred to as interoception. Having 

expanded its meaning in the last century, it is presently mostly used referring to the more 

general internal state of the body as sensations produced by the central nervous system 
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(Ceunen, Vlaeyen & Van Diest, 2016). The neurobiologist Bud Craig (2015) explored the 

relation between feelings and brain activity in mammals and discovered the insular cortex as 

the place where the bodily sensations are processed and create feelings. He explains 

experience of time depending on the functioning of the brain, particular the front part of the 

insular cortex. In addition Craig points to rhythmical and emotionally laden music having the 

potential to promote inner well-being. Van der Kolk (2014), referring to this part of the brain 

as “the emotional brain”, evokes the concept of “limbic system therapy” as a way to bring it 

back “to its ordinary job of being a quiet background presence that takes care of the 

housekeeping of the body, ensuring that you eat, sleep, connect with intimate partners, protect 

your children, and defend against danger” (2014, p. 309). Building on LeDoux (2000) he 

states that this part of the brain can only be “accessed through self-awareness” (van der Kolk, 

2014, p. 309). The brain, being highly connected to the internal organs, gives possibilities in 

training our “arousal system” through breathing, music and movement (van der Kolk, 2014, p. 

310). Van der Kolk continues that yoga (limbic system therapy) in the case of alexithymia or 

inner numbing, proofed itself to be very effective in restoring the inner sensory awareness and 

thus bringing “the everyday sensory delights such as music, touch and light” back within the 

reach of the self (p. 412). The ability to ‘read’ one’s inner state is described here as a 

condition and first step in learning to master it. Breathing exercises such as yoga and music 

are seen as gateways to reconnect and strengthen the self with its inner bodily state.  

Attachment and attunement: becoming me through you 

The roots of resilience…. are to be found in the sense of being understood by and existing in 

the mind and heart of loving, attuned and self-possessed other. – Diana Fosha 

In the first three years of life the selfless nature of the child is totally open to absorb what 

lives in the surrounding as soul and spiritual reality (Steiner, 1996a). Steiner states that when 

children learn to come into uprightness and from there conquer walking, they take what lives 

as spiritual morality in their surroundings, into their being. In learning to speak the child 

absorbs what lives as soul reality in his environment and only when thinking develops out of 

speaking, the child’s perception is directed to the natural world surrounding him (Steiner, 

1996a). Steiner makes direct connections with physical functions: “Metabolic illnesses arise 

from learning to walk without love; digestive problems may result from untruthfulness while 

the child is learning to speak; and nervousness comes from confused thinking in a child’s 

surroundings” (Steiner, 2004b, p. 97). Understanding that what lives as spiritual morality and 
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soul reality in the environment is being absorbed in the growing forces of the child and 

influences physical health, puts an enormous responsibility on the way of ‘being’ of the adults 

accompanying the child. The Jewish philosopher and theologian Martin Buber (1878-1965) 

also referred to the importance of the other in the formation of self. Buber describes in I and 

Thou the “the twofold attitude of man” in accordance with how he perceives the world being 

also twofold (1970, p. 53). He theorizes that on the basis of this man expresses himself in two 

basic word-pairs: I-You and I-It and explains that when we adress the other with You or It, the 

I as the other half of the pair is always co-existing. Buber makes the distinction between 

subject-subject or I-You and subject-object or I- It, stating that the first involves the whole 

being coming into a relation, and the other needing to keep distance in order to be able to 

identify it as an object with which one can have an experience. Agreeing to the importance of 

relations van der Kolk describes them as spaces “in which we can safely explore what’s going 

on inside of us, in which we are not being prescribed to behave in a particular way, but are 

invited to really get to know ourselves” (2015, p. 31). Relationships are described here, as a 

social space providing bedding for the inner security that is needed to go on a path of self-

exploration. The effect of experiences in early childhood on relationship formation later on, 

was already earlier researched (Bowlby, 1988; Bronfenbrenner, 1979; Winnicot, 1971). 

Findings showed how “our intimate sense of self is created in our minute-to-minute 

exchanges with our caregivers” (van der Kolk, 2014, p. 164). Illustrating this intimate 

relation, van der Kolk states that children are “captivated by faces and voices and are 

exquisitely sensitive to facial expression, posture, tone of voice, physiological changes, tempo 

of movement and incipient action” (2014, p. 166). Especially the primary attachment person 

is influential in the child’s communication building process, who through his own 

responsiveness towards the child strengthens the bond between them. The child in turn will 

develop “healthy ways of responding to people around him” (van der Kolk, 2014, p. 166). 

Following in Bowlby’s footsteps, Donald Winnicot (1971), researched the physical adjusting 

process between mothers and children, in what he framed as attunement. Winnicot started his 

detailed observation with observing “how mothers hold their babies” and argued that this fine 

sensing and adjusting to what the baby needs, forms the basis for “a baby’s sense of self – and 

with it a lifelong sense of identity” (as cited in van der Kolk 2014, p. 170). The ability of a 

primary caregiver to sense what a baby needs, and to adjust the body posture and the holding 

of the baby towards providing comfort is seen as a cornerstone laid down in identity 

formation. Bronfenbrenner (1979) pointed to the importance of a primary attachment person 
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in facilitating learning and maintained that “the participation of the developing person in 

progressively more complex patterns of reciprocal activity with someone with whom that 

person had developed a strong and enduring emotional attachment" can be seen as key (p. 

136). Building on research findings from Spitz (1946), Bronfenbrenner points to a crucial 

time window for infants between six and eight months, in which longer maternal separation 

can have traumatic effects leading to developmental retardation. In addition he states: “The 

regressive trend can be prevented and reversed by providing the child with a parent substitute 

in an environment that allows for locomotion and spontaneous activity on the part of the 

child” (Bronfenbrenner, 1979, p. 138). The possibility to counter the negative effects of 

separation in early infancy, by introducing an alternative primary attach person, gives way to 

qualitative childcare as a good alternative for substituting parental care. However as Spitz 

points out, the possibility for the child’s self-movement is an additional condition: “If active 

attempts at substitution are to be initiated through social contact, locomotion is a necessary 

prerequisite for such an attempt” (cited in Bronfenbrenner, 1979, p. 137). The importance of 

locomotion that allows the child to interact, explore and engage with the environment is seen 

as a condition to build secure bridges from the child to the other and with the surrounding 

environment. In Bowlby’s (1988) later developed version of attachment theory, secure 

exploration is seen as the other function: “One attachment role is to deliver love and security, 

and the other role is to participate in exciting and challenging practices” (Cosentino, 2017). 

Cosentino arguing for the role of fatherhood in attachment building, explains that where the 

first is often seen as a maternal role, the latter can be seen as a bond that gives the child the 

secureness to explore the world. Although the father-child dyad is much less researched than 

the mother-child dyad, recent studies found father’s sensitivity and involvement key in the 

development of young children’s secure attachment (Brown, Mangelsdorf & Neff, 2012).  

The next subchapter explores the effects of modern life on children’s and adults’ togetherness. 

2.3 The loss of meaning and coherency 

2.3.1 Acceleration, allienation and atomization 

In the following subthemes, we view literature analysing the effect of an accelerated way of 

life on children’s and adults’ mental well-being. First we look into the theory of ‘acceleration 

and alienation’ as posed by Rosa Hartmut and with it the drives he sees behind this push 

forward, leading to an estrangement of our own lives. Next we explore the view of Byul-
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Chung Han, arguing that we are beyond a time of acceleration and are experiencing now the 

dispersal of time, leading to an ‘atomized time’ and an ‘atomized I’.  

Running be-for-e our lives 

The German sociologist Hartmut Rosa, developed in his book Alienation and Acceleration 

(2010) a critical analysis to display the mechanics responsible for the increasing fast pace of 

our modern societies and the effects it has on our lives. Rosa identifies the technical; the 

social and the dynamic of life itself as the three main fields where acceleration can be 

observed. Pointing to the motors behind this push he identifies three different ones. Coming 

from the outside he sees “the social motor of competition” and “the cultural motor of the 

promise of eternity”; coming from within he relates it to “the self-accelerating forces of late-

modernity” (Spatcheck, 2015, para. 2). The latter is seen as an intern feedback system at work 

that continuously seeks to optimise our lives but which is often deprived of meaning 

(Spatcheck, 2015). Although Rosa also identifies “natural limits of speed, oases of 

deceleration, deceleration as dysfunctional by-products, intentional deceleration and cultural 

and structural deceleration” as five phenomena of deceleration, he sees them less forceful at 

work (Spatcheck, 2015, para. 2). As a result of the acceleration of life, Rosa sees that we are 

becoming strangers to ourselves, which he identifies as alienation, and aims to unveil the 

systems at work behind the phenomena of acceleration in order to find ways to counter them.  

Falling to pieces 

The South Korean born German theorist and professor Byung-Chul Han (2017) disputes in 

his philosophical essay, The Scent of Time: A Philosophical Essay on the Art of Lingering, 

that we find ourselves in a time of increasing acceleration. Having moved beyond the 

maximum of acceleration, he sees acceleration as only an aspect of the ‘temporal dispersal’ 

we experience (Han, 2017, p. vi). Han sees modern time missing rhythm and as a 

consequence loosing order and creating the “temporal crisis” we experience, which in turn is 

caused by “the atomization of time” (2017, p. vi). “The right time, or the right moment, only 

arises out of the temporal tension within a time that has a direction. In atomized time, by 

contrast, all temporal points are alike. Nothing distinguishes one point in time from another” 

(Han, 2017, p. 3). Han refers to the disappearing of a narrative in our social and work life as 

one of the reasons why things fall apart and become meaningless to the individual having to 

deal with it. A meaningful life according to Han does not depend on its length or compilation 

of things, but on the “possibility of reaching a meaningful conclusion” (2017, p. 10). Han sees 
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the lack of bringing things to a conclusion as the underlying reason for the restlesness and 

nervosity that marks life today: “One begins ever anew; one zaps through ‘life possibilities’, 

precisely because of an inability to bring any single possibility to a conclusion. The 

individual’s life is not informed by a story or meaningful totality” (Han, 2017, p. 10). The 

atomized character of life through the lack of meaning and conclusiveness, lead to the loss of 

one’s own narrative or the story of self. Han continues that due to the lack of narrative, the 

tension that is needed to hold our attention is also failing, which leads to an “atomized time” 

in which “the senses are constantly provided with new or drastic perceptions” (2017, p. 18). 

He further sees that a life ruled by atomized time goes hand in hand with the “atomization of 

our identity” (2017, p. vii). The loss of narrative is described as losing the thread that holds 

moments and activities together in a meaningful whole, like the yarn woven through the 

stitches holding together the knitting, but when the thread is dropped, the knitting falls apart. 

Following we look at the effects of this falling apart. 

2.3.2 The burnout syndrome 

The following subthemes present the dangers of an accelerated and fragmented life on mental 

well-being in general and for children and their caregivers specifically. We view research on 

the phenomenon of burnout in the sector of early childhood. Next we explore findings coming 

from anxiety and depression research in their relation to (di-)stress and the negative effects on 

self-image, interoception and the interchange with the environment. Finally, we touch upon 

an analysis on emotional memory coming from trauma research. This builds the ground for 

understanding how our perceptions are intimately tied to earlier experiences. 

The heaviness of everyday 

The pace of life and the socioeconomic challenges we are facing today, have their effect on 

people’s life and work experience. Worldwide employers and employees suffer from “work-

related stress” expressed in symptoms such as “fatigue and exhaustion” commonly referred to 

as suffering from burnout (Heinemann & Voigt, 2017, p.1). Heinemann & Voigt state that 

although burnout as a syndrome has increasingly been researched during the past forty years, 

a clear set of denominators is still missing. As a consequence the burnout syndrome is in 

some countries still not accepted as a mental disorder. Nevertheless people commonly use the 

term burnout to describe the exhaustion they experience both at work and in everyday life. 

Herbert Freudenberger, one of the founding fathers of the term, describes the mental state of 
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burnout as “becoming exhausted by making excessive demands on energy strength, or 

resources in the workplace” (Freudenberger, 1974, p. 159 as cited in Heinemann & Voigt, 

2017, p. 1). Taking himself and his colleagues as the empirical field to research the 

phenomenon of burnout, Freudenberger takes a more qualitative research approach. In his 

findings he lists “exhaustion, fatigue, frequent headaches and gastrointestinal disorders, 

sleeplessness, and shortness of breath” as physical symptoms and points to “frustration, anger, 

a suspicious attitude, a feeling of omnipotence or overconfidence … cynicism, and signs of 

depression” as behavioral traits stating that “the dedicated and the committed” are the best 

candidates for becoming burnout (Freudenberger, 1974 as cited in Heinemann & Voigt, 2017, 

p. 2). He furthermore viewed the burnout syndrome to be linked to specific working and 

organizational contexts that are characterized by “a significant amount of emotional work and 

empathy, personal involvement, and intrinsic motivation” together with being poorly paid and 

feeling exhausted. Freudenberger states that these are traits “typical in the health care sector 

as well as in social work and education” (cited in Heinemann & Voigt, 2017, p. 3). 

Freudenberger’s description of work contexts vulnerable to developing burnout symptoms in 

its employees includes that of early childhood education and care. Maslach & Jackson (1981) 

take a different approach and try to measure burnout. They developed the MBI (Maslach 

Burnout Inventory), which is still today the most commonly used questionnaire to determine 

burnout by investigating the level of exhaustion, cynicism and inefficacy (Heinemann & 

Voigt, 2017). The last two decades, the phenomenon of burnout has been increasingly 

researched in relation to the profession of early childhood education and care (Goelman & 

Guo, 1998; Sumsion 2003; Noble & Macfarlane, 2005; Ackerman 2006). Facing the 

challenge of information gaps they recommend further longitudinal research to get a better 

grip on the circumstances leading to burnout and to follow up the trajectories after it has been 

diagnosed. Nevertheless they share a set of indicators that they refer to as underlying causes 

such as: low status and related to this low salary; idealized ideas of children and families that 

don’t withstand the complex realities they are encountering; isolation and the lack of time due 

to the substantial workload to build a professional support group to develop methods of 

reflexivity; the lack of identity given to early childhood education in training programs that 

put more weight on developing teaching skills in primary and secondary education; and social 

friction related to the gender question between an overall female work staff and often male 

leadership in early childhood settings that are part of a primary school (Noble & Macfarlane, 

2005). 
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The loss of joy 

The persistent feeling of not being able to ‘cope’ with the expectations of life and work can 

lead to both anxiety and depression. The changed self-image as a result of experiencing 

failure contributes to a “reduced tendency to self favouring and/or exaggerated negative self-

image … this negative evaluative bias for self-relevant information persists even when overt 

symptoms of depression are absent” (Paulus & Stein, 2010, p. 453). Paulus & Stein conclude 

that persons who suffer from anxiety and depression have a reduced ability to perceive and 

understand interoceptive signals. As a consequence they tend to focus and act upon a 

misinterpretation of internal body signals such as heartbeat or breathing. The fixation on these 

sensations rise thoughts like “‘there is something wrong with my heart’ or ‘I am not getting 

enough air’, which results in an increased ‘fight/ flight’ response and potential withdrawal or 

avoidance behaviors” (Paulus & Stein, 2010, p. 453). The exaggerated alerted state of 

awareness on the internal body signals, lead to a state of continuous worrying about what 

might happen and looking for ways to prevent it. Van der Kolk (2014) states that “chronic 

exposure to stress affects both acute and chronic adaptation: it permanently alters how an 

organism deals with its environment on a day-to-day basis and interferes with how it copes 

with subsequent acute stress” (p. 256). The indication that ongoing stressful situations can 

permanently change the way we deal with our environment in every day life, emphasizes the 

importance of governing the conditions that can lead to this tension.  

The body keeps the score 

Research, studying the presence of the stress hormone cortisol with children in childcare, 

shows that also young children face stressful situations. Findings indicate a significant 

difference between home based or center based childcare with the latter demonstrating 

increasing cortisol levels as the day progresses against the normal decrease shown with 

children in home based care (Marshall, 2011). Although the quality of the care setting showed 

to have a positive or negative influence, the prevalence of raised cortisol levels persisted also 

in high quality center based settings. Aspects included as variables were “caregiver 

sensitivity, detachment, negative regard, and intrusiveness … positive and negative 

community building, expressed community chaos, negative emotional climate, and cohesion” 

(Marshall, 2011, p. 180). Further findings indicate that play with peers reduced the cortisol 

level. A meta-analysis performed by Vermeer & van IJzendoorn (2006) found that the 

elevated cortisol level was especially noted in children younger than three in center based 
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daycare and points to the stressful interactions in the group setting as the underlying cause. In 

addition the daily length of children entrusted to non-parental care is repeatedly linked to the 

increase of children’s cortisol levels especially in full-day center-based childcare. Recent 

research on preschoolers found that secure attachment to parents and lead teachers could act 

as a buffer for the child to deal with potential stressful situations in daycare. In order for these 

strong bonds to develop, a positive teacher-child relationship is put forward as an explicit 

goal. Further, support for teachers is suggested in guiding children with challenging behavior 

and to reinforce the connections with the family (Badanes, Dmitrieva & Watamura, 2012). 

Finding ways to deal with stressful situations is not only important for its effect on well-being 

on a short term. Memory research states “the most fundamental of mental activities are the 

storage and categorization of incoming sensations into memory and the retrieval of those 

memories under appropriate circumstances” (van der Kolk, 1994, p. 258). Tied to meaning 

making, memory is understood as a building process in which the new is integrated into and 

inseparably connected with already existing mental schemes, but also with the emotions 

experienced at the time of event (van der Kolk, 1994). Building on LeDoux, Romanski & 

Xagoraris (1991), van der Kolk concludes, “emotional memory may be forever” (1994, p. 

261). Although van der Kolk focussed his research on the effects and working of trauma on 

bodily processes, the notion of an emotional memory that keeps the score is important when 

researching time qualities in early childhood settings. In this light the push for early 

academics with the aim to reach school readiness at the expected time can be seen as 

weighing heavily both on children and educators. Kern & Friedman (2009) performed a 

longitudinal research examining the relation between early reading and age at school entry 

with academic success on short and long-term, health and mental adjustment during midlife 

and longevity over the span of 80 years. They found that although early academic success 

could be linked to early reading it did not sustain overall success on the long run. Furthermore 

examining the long-term effects of early school entry, conclusions were drawn that this was 

not only associated with less educational attainment but also with “worse midlife adjustment, 

and most importantly, increased mortality risk” (Kern & Friedman, 2009, p. 419). Based on 

their findings they recommend that the decision when children should enter school should 

depend on “psychosocial maturity and overall readiness, rather than on age or intelligence 

alone” (p. 428). Expectations that don’t match the child’s individual dynamic of development 

are suggested here to have a negative impact on the social-emotional development and 

shaping the ground for difficulties in adjusting to the complexities later on in life. 
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Expectations that are experienced as pressure coming from the outside also have their effect 

on the educator’s “attitude and behavior and ultimately affects the children” (Marshal, 2011, 

p. 180). The pressure of reaching a specific goal within a preset time pushes both teachers and 

children out of the lived presence and into the rush of modern life. Next we view how the 

digital age puts an additional challenge on living in the moment. 

2.3.3 The digital divide 

The following subthemes unearth some of the effects the digital world has on time and space 

related to presence and belonging.  

Lost in space and time and the altered sense of presence and belonging 

The freedom gained through modern technology allows people to connect in ways that are no 

longer tied to physical space or to real time. The understanding of ‘presence’ or being present 

and ‘belonging’ or connecting is challenged in virtual reality and winning ground from reality 

itself (Bleckmann & Jukschat, 2015; Han, 2017; Lefebvre, 2004; Puro, 2002; Rettie, 2005; 

Schoorel, 2016). Where presence previously was understood as ‘being there’ and tied to a 

physical place, digital media allows a form of presence with others in cyberspace (Rettie, 

2005). As a result, a split between being physical present but social absent arises in which the 

person’s body and attention filled mind, find themselves in different spaces (Puro, 2002). This 

altered way of presence is beyond young children’s grasp who experience nearness through 

the lived and shared physical space of attention (Bowlby, 1969; van der Kolk, 2014). In 

addition the sharing of a physical space with an entrusted adult is seen as important in 

children’s learning process (Bronfenbrenner, 1989; Marshall, 2011; Vygotsky, 1978). But 

also adults need togetherness and belonging. If people can’t connect through the normal ways 

of socialisation they will find other ways of getting attention, “Anything better than that god-

forsaken sense of irrelevance and alienation” (van der Kolk, 2014, p.172). The digital age also 

alters social spaces that are no longer tied to time and place but are increasingly created in 

cyberspace, bringing its advantages and challenges. The feeling of belonging, in the case of 

VGD (video gaming disorder), together with the quest for self-efficacy and autonomy, is seen 

as one of the three key reasons for its popularity and addictiveness (Bleckmann & Jukschat, 

2015). Bleckmann and Jukschat argue that a “pathological biographical context and not a 

pathological person” is the underlying reason that people take their refuge in the virtual space 

because they feel unable to meet the expectations put on them by themselves or others in the 
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real world (2015, para. 40). Taking refuge into the virtual reality in a quest for self-efficacy, 

belonging and autonomy to compensate the inability to meet the expectations imposed in real 

life, puts a question to the quality of the social environments in which people grow up and the 

pressure they feel weighing on them. 

The troubeling encounter of nothingness 

The development of a sense of self-efficacy, belonging and autonomy starts in the early 

encounters with the world and the process of learning and meaning making. Schoorel (2014) 

describes the sense of life as the foundation for the development of the sense of thought, 

which enables humans to grasp the meaning of things. He states: “Children grow up with a 

multitude of thoughts incorporated in pictures, gestures and tones. This is the material with 

which they exercise their sense of thought.” By doing so they “train their capacity to perceive 

the meaning of a new situation” (Schoorel, 2014, p.172). Schoorel maintains that because of 

its meaning-making role the sense of thought is instrumental in the development of the 

conceptual framework that children use to meet the world. What we perceive is depending on 

and restricted to the concepts we have on “stand-by to be used for perception” and the 

phenomena for which we have not yet developed a concept, we cannot distinguish but only 

understand them in their generality (Schoorel, 2014, p. 173). Marshall (2011) agrees and sees 

meaning the basis for creating memory, stating that things without meaning are ultimately 

“dumped” by the infant brain. The environments stimuli should be age appropriate and 

diverse giving the infant opportunities to see, hear, touch, smell and taste keeping in mind that 

both “excess and deprivation inhibit sensory development processes” (Marshall, 2011, p. 

181). The importance of rich sensory exploration together with motor development is also 

seen as the first and necessary fundament in an age appropriate pathway to develop media 

maturity (Bleckmann, Mößle & Wilhelmi, 2018). Bleckman et al., point to the importance for 

children to first ground themselves in the analogue world before engaging with the digital 

world and to learn through active engagement before becoming passive recipients of content. 

The deep urge young children have to connect to the phenomena of the world and the other by 

exploring them through all their senses is challenged when the rich sensory encounters with 

the real world are reduced or replaced by a virtual mediated presence. Schoorel (2016) 

arguing for the importance to help children get a sense for the difference that exists between 

“the genuine and the virtual”, describes four areas: “the virtual sound, virtual encounters, 

virtual images and virtual play” (pp.92-102). Young children wanting to connect to the world 
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of phenomena, bring out what lives in them by touching and making sounds with them: “They 

hit the table with a spoon … splash bath water with their hands. Promptly a miracle appears: 

sound is liberated from substance” (Schoorel, 2016, p. 94). Awakening the essence of things 

that silently lie dormant in the real phenomena through activity is described as an important 

experience for the child who learns that in order to encounter the secrets of the world, he 

needs to become active. Meeting nature, they develop a sense that all living things go through 

a cycle of growth, transformation etc. that has its own time, which helps them to understand 

their own growth process. All sensations experienced by colliding with real objects or the 

surprise, wonder, fear and tenderness, loss and regret etc. in relating to the animal world, help 

the child to understand that the world is full of life that takes its own course (Schoorel, 2016). 

In addition Schoorel highlights how the child can only develop a sense of self through the real 

encounters with people (see 2.4.1). Looking at the area of virtual images, he states that in 

visual perception we at first look “by definition at the outside of things” how they appear to 

us without conveying anything “about their inner being” (Schoorel, 2016, pp. 98-99). To get 

closer to their inner nature, such like that of a flower, we need to engage with it and explore 

how it smells, tastes and study its characteristics. Schoorel maintains that only then something 

of the inner being will be revealed to us and states that with virtual images there is no living 

nature working behind the reproduced digital image and thus no-thing speaks to the child.     

The following subchapter explores theories that offer ways to counter the challenges of 

modern life. 

2.4 What holds together 

2.4.1 Presence 

The following subthemes look at presence as an important aspect to find ways that can stand 

up against the prevailing acceleration and fragmentation. In what follows, an image from 

Biesta on the question ‘What holds together’ will set the tone. Next we view Lefebvre’s 

theory on presence and rhythmanalysis as a form of heightened presence and a way to 

develop a deepened look. Finally, we discuss authenticity in presence as key in the 

development of the sense of self from an anthroposophical perspective.  
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Courageous and stubborn 

At a farewell speech organised by Nivoz, a Dutch institute for renewal in education, the 

Dutch educationalist Gert Biesta (2018) was asked to address the question ‘What holds 

together?’ Starting his answer he juxtaposed another question ‘Who holds together?’ Biesta 

states that only groups of individuals or sometimes even just one person can act as a guardian, 

carer or speaker for cultures and practices, traditions, laws and rules. Without someone acting 

for and upon them they become hollow and abstract theories. The question that follows 

according to Biesta is ‘How do we hold things together?’ Here he sees two ways: one based 

on fear and the other on freedom. The first often comes forth from being afraid to be left 

behind or fail in the competitive race for being successful. The latter, freedom based, requires 

a certain degree of courage and stubbornness, which he frames as “courageous stubbornness 

or stubborn courage” (Biesta, 2018, para. 9). Courage and stubbornness are brought to the 

fore as manifestations of individuality that can withstand outside pressure and hold things 

together believed in. To be stubborn and courageous however requires real presence. Others 

before Biesta have pointed to the importance of presence as a way to deal with the shattering 

effects imposed structures can have. 

Presence or present 

The French philosopher and socialist Henri Lefebvre (1901-1991) sees the fragility of every 

day life being invaded by commercial interests and leading to an alienation of the human 

being from his natural rhythms (Lefebvre, 2002). He offers a way out to escape this 

mechanism by making a clear distinction between presence and present, referring to the latter 

as mediated presence or a merely inert or a dead re-presentation of the lived-reality. 

“Presence, on the other hand, is the immediate, the act of becoming, the unfolding of events 

where the interaction takes place in bodily presence. This is strong time in contrast to the 

mediated weak time” (Lefebvre, 2004, p. 50 as cited in Mathisen, 2015, p. 41). Presence is 

seen as an act of becoming and to be in the moment where life occurs. Connected to activity it 

is referred to as strong time and opposite from weak time that is described as connected to a 

more passive or receptive mode of being in which becoming is (di)stilled and mediated into a 

presentation of what was. Lefebvre (2004) sees how developing an awareness of the 

difference between both empowers people to break the spell of the mediated presence. To do 

this he takes the skill of developing presencing one step further and adds a theory for 

analysing rhythms at play. 
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Becoming a rhythmanalyst 

Organic rhythms such as “respiration, the heart, hunger and thirst, etc.” are often oppressed 

and changed by “rational, numerical, quantitative and qualitative rhythms” and as a result “the 

bundle of natural rhythms wraps itself in rhythms of social or mental function”, alienating 

man from his inner reality (Lefebvre, 2004, p. 9). Lefebvre points here to the importance of 

understanding the interplay of the different rhythms at work and develops the concept of 

‘rhythmanalysis’. Mathisen researching rhythms in education understands Lefebvre’s theory 

as “a sensitised bodily presence” in which the body is a participatory instrument through 

which the rhythmanalyst at the same time can “grasp a rhythm and be grasped by it” 

(Mathisen, 2015a, p. 41). The body itself is referred to as the point of departure to analyze the 

interplay of inherent organic rhythms in relation to the experiences with the environment. 

Lefebvre taking on a therapeutic approach states that to promote “eurhythmia” or ‘good 

rhythm’ the prevention of “arrhythmia” or ‘lack of good rhythm’ should be strived for, which 

is strongly linked to education and the way school life is organized and “can be envisioned as 

pedagogically sound rhythmanalytical interventions” (Mathisen, 2015a, p. 40). Lefebvre, 

considering repetition as a core element of rhythm, makes the differentiation between 

“cyclical repetition and the linear repetitive” (2004, p. 8). He relates the first respectively to 

cosmic and natural rhythms and the latter to rhythms derived from social practice and 

imposed on human activity. Lefebvre however understands the cyclical and the linear having 

a dialectical relation (unity in opposition) and sees it as a task of education to find a healthy 

balance between both.  

Connected on a deeper level 

Being able to perceive rhythm in all things enables the rhythmanalyst to transform them into 

presences “including the present … this wall, this table, these trees — in a dramatic 

becoming, in an ensemble full of meaning” (Lefebvre, 2004, p. 23). Becoming aware of the 

rhythmical pulse that runs through all things is a way to create the meaningful wholeness that 

envelops all things and to sense their interconnectedness. Lefebvre sees it as a way to escape 

from the pressure of imposed rhythms that have a tendency to alienate us from ourselves and 

from life itself. Looking deeper into the being of things is also seen by Han (2017) as a way to 

“recognize that all things are interconnected, that even the least of them communicates with a 

whole world” (p. 47). To allow for this however time is needed which according to Han is 

problematic in an “age of haste” (p. 21). For things to consolidate and become part of 
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(hi)story, a certain “degree of slowness” is needed (Baudrillard as cited in Han, 2017, p. 21). 

Han points to availability of time as a prerequisite to develop a deeper look that allows seeing 

how all things not only co-exist but are also interrelated. He sees that only if we can slow 

down the speed of life, this deepened view can become a part of the story we co-create. 

Directing the look and slowing down the existing temporalities indicates a strong sense of 

self. The development of this sense of self is highly depending on the quality of presence in 

the child’s environment and needs to be developed through real encounters with others 

(Schoorel, 2016). Through the multitude experiences of sensing the differences between 

others and others and self, the latter is gradually established. On the basis of this 

discriminative ability the child also learns to distinguish between real and fake. Schoorel 

describes how this sense of self is building on the inborn sense of touch that among other 

things allows the child to sense what lives behind the outer appearance of phenomena. As 

described in chapter 2.3.3, if there is no real presence or living dimension behind the 

phenomena, but only a mediated present, the child reaching out to the world in a deep longing 

to connect, ‘touches’ but nothing resonates. 

2.4.2 Resonance 

Understanding healthy relations as a tapestry in which things can be held together, the 

following subthemes highlight aspects of resonance as an important aspect in relation 

formation. First we explore communication between adults and children as a necessary aspect 

in unfolding sociality. Next we discuss Rosa’s resonance pedagogy as a condition to develop 

healthy relations in which learning can take place. We conclude with a metaperspective from 

the viewpoint of anthroposophy, displaying the silent and unconscious resonating that takes 

place between the cosmical rhythms and our bodily constitution.  

Resonating relations 

Mathisen & Thorjussen (2016) acknowledge the important role of imitation but want to 

expand the view of the adult as a role model for the child. They write: “an element of 

dialogue and response can be added to and enrich the understanding of human and material 

encounters in the kindergarten” (p. 22). Building on attachment and attunement theory 

(Bowlby, 1988; Winnicot, 2009) and findings from research on relations (Baumeister & 

Leary, 1995; Steinberg, Vandell, & Bornstein, 2011), they argue that although imitation offers 

children the bridge to connect to their environment, “full human sociality will first develop 
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through mutual interaction” (Mathisen & Thorjussen, 2016, p. 23). The quality of interaction 

is described as a necessary additional element for imitation to unfold its full capacity in the 

formation of self and in relation to others. Mathisen & Thorjussen point to a pendulum effect, 

taking place between all parties actively engaged in interaction. Building on Mead’s theory of 

self (1992) they highlight the importance of adults’ response to children, stating that how 

educators respond to children’s actions or statements will be experienced as an embrace of 

their self or as a dismissal of their being. Taking Malloch & Trevarthen’s (2009) concept of 

communicative musicality as an “innate ability and need to actively communicate”, they see 

imitation key to develop the co-shared realities of an emotionally rich life (Mathisen & 

Thorjussen, 2016, p. 25). This focus on participative engagement of emotions in shared 

experiences indicates that both children and adults are moved in the action and response. 

Malloch’s (2000) analysis on melodic patterns in conversations between mother and child, 

illustrates how both are “rhythmically engaged in musical turn-taking” (Mathisen & 

Thorjussen, 2016, p. 25). Going back to the importance of the role model, the inner mood or 

mental state of the adult is seen as influencing the musical resonating ability of the child. 

Drawing on Marwick & Murray (2009) they further show that a depressed caregiver is “less 

rich musically, and that this loss of musicality had implications for the developing child” 

(Mathisen & Thorjussen, 2016, p. 25). The importance of the inner well-being of the adult is 

indicated here as a prerequisite for creating a musically rich togetherness between the adult 

and the child. Taking the theory of communicative musicality one step further, Thorjussen 

(2015) researched verbal and non-verbal musical elements in communication between 

children age 1-3 and adults (as cited in Mathisen & Thorjussen, 2016). He found that in 

addition to “an intersubjective relationship” also an “intermusical interaction” takes place, 

which depends on the listening ability of the adult and is based on “a sympathetic and 

aesthetic awareness” (Mathisen & Thorjussen, 2016, p. 26). Developing a musical ear that is 

fine-tuned to perceive and respond to children engaging in communication, whether oral or 

through bodily expression, is described as an important tool to shape a social space in which a 

musical story can be co-created. But music as such also has an affect on the inner being of the 

human being. Steiner (1983) points to the evolution of music and the experience of intervals, 

being closely related to the evolution of human consciousness. Related to the dreamy 

consciousness of the young child he sees the mood of the fifth, referring to the quint interval 

between the lower D and A, and from the A to the upper E. In this pentatonic scale the half 

tones are taken out, opening the space between the different tones. This openness creates a 
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more objective mood devoid from strong emotions typical for the minor and major tone 

scales. As such it creates balance in the soul mood. In addition music in the mood of the fifth 

moves from and returns to the middle tone A, which gives it an ongoing character supporting 

the dreamy consciousness of the children and a resonating relation with their inner world. 

Resonance pedagogy 

Building on his critical theories that unravel the mechanisms driving the acceleration of time, 

Rosa develops the concept of resonance as a cornerstone for developing healthy relations and 

a basis needed for learning to take place (Rosa & Endres, 2016). He takes resonance as used 

in music, an inner sounding that is activated through being ‘touched’. Rosa points to the 

difference with echoing that has its origin in the external and compares it to a musical 

instrument that needs to have an enclosed space in which the tone can sound, and an opening 

through which it can manifest itself to the world. This metaphor for resonating relations, in 

Rosa’s view, shows that neither being totally closed of or entirely open would allow 

resonance to take place. Interviewed by Endres, he expresses social spaces as instrumental in 

encouraging or repressing resonating spaces. Rosa maintains: 

Transformative world relationships are being formed. This means to be engaged 
in resonant relationships. Concretely, it signals to be open to experience 
something new or different, to get touched, taken or moved by it, thus allowing 
oneself to be altered. And that is always accompanied by a certain vulnerability. 
Schools can and should form a shelter for such relationships to take place. (Rosa 
& Endres, 2016, p. 18). 

Rosa points to the necessity of safe relationships for trust to be there as a base to engage with 

something new and let ourselves be touched, maybe even changed. In his view creating 

resonance-spaces greatly depends on teachers’ ability to be both inspiring and receptive with 

a sensitive responsiveness to pupils’ inner states. Although Rosa builds his resonance theory 

mainly focussing on grade and high school education, the idea of resonance pedagogy offers 

an interesting lens to look at time qualities in Waldorf early childhood settings. 

Dancing with the stars 

There are also more-than-human realities that stir and resonate the inner make-up of people. 

The rise of NDD (Nature Deficit Disorder) and interest in Ecopsychology leading to new 

therapies such as ‘forest bathing’ show humans’ dependency on being in relation with nature 

(Engemann, Pedersen, Arge, Tsirogiannis, Mortensen & Svenning, 2019; Fisher, 2002; Louv, 
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1983). Steiner describes how the body, soul and mind are continuously influenced by 

cosmical rhythms (1981). Taking the 4-fold image of man’s bodily constitution, he elaborates 

how each of the four members in addition to being interconnected is also influenced through 

its cosmical connection. The ongoing changes and transformations of the members follow a 

specific rhythm coming from early planetary stages of earth during which the four members 

evolved and developed. Starting with the youngest member developed during the evolution of 

‘Earth’, the Ego (or Self), passing through changes during both waking and sleeping, is 

connected to the day rhythm and the turning of the earth around its axis in twenty-four hours. 

Steiner describes this day cycle as a circular movement and states that during the waking 

hours our cosmic Ego (eternal Self) that works in us is being suppressed by our human Ego 

(personal self) and astral body. The astral body evolved during the planetary stage of old 

‘Moon’ and is described undergoing changes in cycles of seven times 24 hours, or a week. 

Steiner elaborates how connected to this, also the feeling life varies with different moods 

imposed to it related to the day of the week and the planet connected to this day. He states that 

modern man however today hardly notices it. Connected to the planetary evolution of ancient 

‘Sun’, Steiner connects the etheric body of man, following a circling movement of four times 

seven days, which according to Steiner can symbolically be described as the time needed for 

the etheric body to turn around its own axis. Encircling the sun during the course of a year, 

the rhythm of the oldest member, the physical body, is seen as connected to earth’s planetary 

stage of ancient ‘Saturn’ (Steiner, 1981). Steiner points out that although man today has 

liberated himself for a great part of these cosmically implanted connections; they continue to 

exercise their influence on the 4-fold human being. Developing an awareness and 

understanding of the different rhythms that influence our way of being, can help to learn to 

befriend them and co-operate with them in a resonating relation. Steiner gave for each of the 

cyclic rhythms verses in order to strengthen the awareness for the pulsing life running through 

the umbilical cord that ties the human being to the cosmical rhythms at work (von Kügelgen, 

1999, Steiner, 2012). Connected to the passage through the year he phrased the changing 

relation between man’s inner soul and the cosmic nature evolving through the seasons in 

pictorial verses, known as the Soul-calendar. Further more he gave for each month a specific 

virtue to focus on and by doing so helping to support inner health. For the days of the week 

Steiner built on the 8-fold Buddhist path, giving a specific inner attitude as focus of attention 

for each day of the week. To strengthen the passage of the Ego through day and night 

consciousness, he gave meditations and reflective exercises. Steiner (1994b), laying out a 
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pathway for inner schooling, put great emphasis on the absolute freedom of the student as a 

prerequisite. He states that this path can never be imposed by others but only walked upon out 

of free choice.  

The next subthemes bring viewpoints of theories on contemplation as an inner pathway. 

2.4.3 La vita contemplativa 

Here we explore the potential of contemplation as a way to take hold and change our 

perception on life’s experiences. We first look at viewpoints from Hannah Arendt and Byul-

Chung Han, discussing the vita activa and the vita contemplativa. Next, we bring Steiner’s 

vision on the importance of creating meditative moments. Finally, we explore Arthur Zajonc’s 

thoughts on meditation as a contemplative inquiry. 

Bridges to eternity 

The endless lists of things to do, the time schedules that drive our day from the moment we 

wake till we put our tired bodies and mind to rest, seem to leave little time for moments of 

introspection. Nevertheless it is exactly in such moments of inner quiet that new perspectives 

on our experiences can be offered (Han, 2017; Steiner 1975, 1994b; Zajonc, 2009). Han 

argues against Hannah Arendt (1958) who sees the vita contemplativa as the main cause for 

“the indiscriminate leveling of all forms of the vita activa as mere labor” (Han, 2017, p. 104). 

Han opposes and states that the vita contemplativa is precisely needed as a source of 

inspiration and insight, to restore balance and revalidate the active life as a form of proactivity 

and creativeness beyond labor. During antiquity a clear distinction between the work life and 

the life of leisure was still made. Aristotle saw leisure time belonging to free man and taking 

on three forms: “the life of striving for pleasure (hedone), that of producing beautiful and 

noble deeds in the polis (bios politikos), and that which was dedicated to the contemplation of 

truth (bios theoretikos)” (Han, 2017, p. 86). Leisure time was seen as serving not only the 

fulfillment of momentary pleasure but as a condition to make space for the more noble and 

wiser man in us through developing ideals based on insight and truth. In addition, artistic 

activity was understood as “supporting the ability to contemplate physical beauty” and the 

wellspring for “the highest form of happiness” (Han, 2017, p. 86). Han states that not virtue or 

prudence but the “contemplative devotion to truth” in which we turn our full attention to 

“those things that are imperishable and unchanging, the things that rest entirely in 

themselves…brings man close to the gods” (2017, p. 86). The lingering on things that 
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embody an eternal presence is seen as a bridge to come close to the divine world in which 

eternity has its origin, giving it a temporal dimension linked to duration.  

Sacred moments 

Explaining ways to understand human destiny or karma, Steiner describes contemplative 

moments as “sacred”. He offers a way to develop a metaperspective on life’s happenings 

through which meaning can be found for what we might experience as the sufferings of life: 

But when we create a sacred moment in life, short as it may be, then we can say, 
“I will put aside the transitory effects of life; I will view my sufferings in such a 
way that I feel how the wise man in me has been attracted by them with a magic 
power. I realize that I have imposed upon myself certain experiences of pain 
without which I would not have overcome some of my shortcomings.” A feeling 
of blissful wisdom will overcome us that makes us feel that even if the world 
appears to be filled with suffering, it is, nevertheless, radiating pure wisdom. 
(Steiner, 1975, para. 10) 

Indicating that the wiser man in us might lead us to certain painful experiences is not an easy 

thought to process or agree with. In Steiner’s view however it opens up a different dimension 

of suffering, namely that of inner growth and seeing one’s own reality as part of a bigger 

world plan, and thus able to give comfort and peace. Regularly visiting these sacred spaces 

will help us to transform “… feelings of sadness and attitudes of depression … into positive 

attitudes toward life, into strength and energy. Out of these sacred moments in life will be 

born more harmonious souls and stronger personalities” (Steiner, 1975, para. 10). Steiner 

describes contemplation as having the power to transform experiences and build inner 

strength. He concludes that even the smallest attempt acts as a first seed planted in our soul.  

The voice of the silent Self 

Building on Steiner (1994b), Zajonc (2009) describes a pathway for contemplative inquiry. 

As a first step to take on this journey inward, he puts conquering solitude. Stating the 

difference with loneliness as a feeling of being abandoned, he sees solitude as the ability to 

rest in one’s own self as a prerequisite for developing inner quiet. From there the inner path 

goes through “the portal of humility” which leads us on a “path of reverence and devotion” as 

necessary attitudes to develop (p. 25). Seeing emotional tranquility as a necessary base for the 

ability to focus in thought, exercises are described to help establishing equanimity from where 

inner well-being can arise (p. 28). As a result the social self will be silenced giving way for 

passage through the portal of the “birth of the silent Self” (p. 30). Zajonc states: “If this 
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foundation is absent then all further work will be in vain, leading only to delusions and 

projections” (p. 34). The preceding steps are described as a preparation to meditation: “At the 

center of practice is meditation proper, which is ultimately concerned with what is of value to 

all human beings. Perhaps better said, it is concerned with the true nature of things” (Zajonc, 

2009, p. 35). Zajonc points to a selfless character that should be the purpose of meditation, 

which turns the direction of attention beyond self-interest. This shift of attention can be seen 

as a way out when egocentric perceptions become imprisoning. In this silent space using all 

levels of thinking, feeling and willing, attention is first fully focused on the object of 

meditation, which can be “word-based, image-based, sense-based and so on” (Zajonc, 2009, 

p. 36). Next the attention is shifted to “a presence or activity that animates but transcends all 

of these” (p. 37). Zajonc describes how new insights from other dimensions of knowledge can 

arise, which can be considered as coming forth from the higher Self. This heightened 

perception is then taken with us through the “portal of integration” as an intention to make 

them of use in our lives as we “journey home” (p. 40). Zajonc continuing states that in this 

sense meditation should not be taken as an escape of our lives but rather as a preparation for 

it. Finally, the journey arrives at the “portal of gratitude” closing the journey with a verse, 

thought or prayer in which the deepened understanding is put in the service of the world and 

others (Zajonc, 2009, p. 41). The inner journey and pathway described offer ways to change 

our daily perception on things by entering a sacred space in which a reconnection with the 

wiser man in us is actively sought.  

Contemplation in practice 

Research on the effectiveness of mindfulness on psychological and physiological well-being 

has gained interest in the last decades (Farb, Segal, & Anderson, 2013; van der Kolk, 2014; 

Bornemann, Herbert, Mehling & Singer, 2015). Recently it has also found its way into 

educational practice (Meiklejohn, Philipps, Freedman, Griffin et. al, 2012; Thierry, Bryant, 

Nobles & Norris, 2016; Walker, 2018). Findings suggest that sustained mindfulness practice 

supports the sense of well-being of both teachers and students and gives a range of benefits on 

cognitive, social and psychological levels. With the increasing complexity of life, schools and 

classrooms face families and children arriving at their doorstep with burdened inner worlds. 

Walker (2018) reports a school situated in a deprived area “notorious for gangs and gun 

crimes”, introducing mindfulness to help students deal “with the scary stuff” (para. 1). 

Teachers testify that a number of quiet children through mindfulness opened up about the 
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stress and anxiety they were experiencing at home, which was unknown to the teachers 

before. The “Mindfulness in schools Project” in the UK saw the demand for training teachers 

jumping with 40%, mostly “coming from schools with higher than average proportions of 

vulnerable children” (Walker, 2018, para. 7). Trauma research sees mindfulness as a 

contemplative practice of body awareness, offering ways to reestablish channels of 

interoception, homeostasis and inner well-being in general (van der Kolk, 2014). Opposing 

the increased practice in psychiatry to turn to medication for treatment, findings show the 

healing power of practices coming from eastern and religious traditions where yoga, chanting 

and meditation have been practiced for centuries as means for establishing inner well-being 

(van der Kolk, 2014, p. 310). Focussing on our inner state through mindfulness brings us in 

touch with the transitory nature of our feelings and perception. When we pay focussed 

attention to our bodily sensations, we can recognise the ebb and flow of our emotions and, 

with that, increase our control over them” (van der Kolk, 2014, p. 310). The importance of 

raised awareness on the currents moving our inner life through mindfulness is seen as a start 

to learn to master them. The physiological explanations for this are the numerous nerves that 

run from the internal organs to the brain, which means, “that we can directly train our arousal 

system by the way we breathe, chant and move” (van der Kolk, 2014, p. 310). In addition, 

breathing, singing and moving are indicated as possible ways to further inner well-being.            

The next subchapter highlights theories that view inner well-being as an inner freedom that 

comes forth of finding a balance between opposite poles.  

2.5 Balance and freedom 

The following subthemes look a freedom as an inner disposition. First we view freedom as a 

quest of becoming human from Steiner’s view and the aim of Waldorf education in this. Next 

we look at breathing as a mediator between opposite worlds and the importance of sleep. At 

the end we view play as a harbinger of freedom and look at Schiller’s contribution in this. 

2.5.1 Freedom as inner health 

The quest for freedom 

Building on insights from spiritual science, Steiner (1997) describes the evolution of the earth 

and humans, being intimately intertwined. He describes earth’s evolution going through 

different planetary phases in line with a specific stage of human development and intended to 
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develop a specific human capacity. Connected to the earth phase the human being is endowed 

with the task to develop ‘inner freedom’. Steiner (1918) explains what we experience as the 

passage of life and its events, being only ‘maya’, an outward phenomenon of a deeper cosmic 

reality between two opposing currents. He uses the image of the ripples arising on the surface 

of the water, as a result of the struggle between the wind above and the water below, as a 

metaphor to describe what we commonly perceive as reality. Characterising these two 

currents as forces, Steiner continues that the one tries to tie man to earthly reality, forgetting 

about his cosmic origin and future destiny by providing him with the means to become highly 

intelligent and totally self-dependent. Opposing to this he describes the other current or force 

aiming to allure man away from earth with the promise of making him into a cosmic being by 

bestowing him with cosmic wisdom as an inherent given (Steiner, 1918). Seeing the first as a 

force that aims for materialising the spiritual, chaining man to the gravity of the earth with a 

tendency of condensing, stiffening and aiming for sameness, he gives it the name Ahriman. 

The other force working in the opposite direction is seen as aiming to spiritualise all matter, 

tearing man away from earth’s gravity with a tendency of evaporating and dissolving. Aiming 

for manifoldness, it can according to Steiner (1918) be referred to as a plurality, which he 

names Luciferic Beings. Steiner describes how it is the task of the human being to develop a 

balance between the two opposing forces out of which ‘inner freedom’ can arise. 

Waldorf education as an education towards freedom 

The importance of raising social and morally responsible individuals, who can think, speak 

and act out of inner freedom, can be seen as the primary goal and signature of Waldorf 

education. Steiner in addition to advocating for an education that is free from state 

interference relates the principle of freedom to bodily health to “ensure that in later life a 

person’s body will be the least possible hindrance to the will of one’s spirit. If we make this 

our purpose in school, we can develop the forces that lead to an education for freedom” 

(2004, pp. 48-49). Steiner describes the three soul faculties of thinking, feeling and willing, 

having their physiological basis in the three systems of the body, respectively in the 

nerve/sense, the rhythmic, and the metabolic/limb system. On the basis of this intertwined 

relation between body and soul, Steiner designed Waldorf education with the aim to support 

health through an education that brings balance in the working of the three systems 

(Mathisen, 2015). Seeing the I of the human being as the kernel of the human soul, Steiner 

elaborates on how the human being can develop towards ‘inner freedom’. He lays out a 
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pathway of basic exercises by which the individual can learn to take control of his inner life 

of thinking, feeling and willing with the aim to develop the tools needed for fulfilling his 

higher intentions in life (1994b, pp. 120-122). Acquiring master-ship over one’s own soul life 

allows the adult to shape the mood or soul reality in the environment for which they are 

responsible, and which is the living reality on which young children depend.  

2.5.2 Breathing  

The following subthemes view the role and importance of breathing as a balancing act. We 

explore Steiner’s expanded understanding of breathing as a rhythmical alternation of soul 

processes between the outer and inner world. From there the view widens to the pendulum 

movement occurring in the rhythms of waking and sleeping exploring the alternating rhythm 

of the soul being respectively more connected to the earthly realm and the spiritual realm. 

Giving weight to the importance of sleep, we next view research findings on sleep deprivation 

and highlight the importance of sleep from an anthroposophical metaperspective on life. 

Breathing as a mediator between worlds 

Preparing the teachers of the first Waldorf school in Stuttgart in 1919, Steiner (1996b) in his 

first lecture wrapped up the essence of the pedagogy he laid out for them by saying that we 

must help the children to learn to breathe (Harwood, 1948). Connected to the simplest and at 

the same time most existential action, breathing can be seen as the first and last manifestation 

of life itself, establishing a bridge between opposite worlds. Steiner expands the rhythmical 

alternation between inhale and exhale to explain other pendulum processes. In this light, the 

swing between “joy and sorrow or laughing and weeping” can be understood as a breathing of 

the soul that finds its bodily expression on respectively the outbreath and the in breath: “We 

breathe out in joy, we go into an ecstasy, we stand outside ourselves. In sorrow we are 

contracted, we go into ourselves, we lose our connection with the outside world” (Harwood, 

1948, para. 2). Breathing is understood being closely connected to our inner world of feelings 

and as a bodily channel through which emotions are expressed. The life of feelings based in 

the soul is described as connected to its bodily base through the breathing process, enabling 

the soul to travel between the inner and the outer world. Likewise, the alternation between 

day and night and with it waking and sleeping can be understood as a breathing process 

between the soul and the spirit. During the waking state, when we are conscious, we take in 

the world through our senses and the soul is more connected to the body acting and working 



36 

 

in the world. During sleep, when we are no longer conscious, the soul is more connected to 

the cosmical or spiritual dimension where we breathe out the experiences gathered during the 

day (Harwood, 1948). Tarnas (2017) points to the connection between breathing and spirit 

and building on Barfield states that depending on the context the Latin word spiritus “can 

mean ‘wind’, ‘breath’ or ‘spirit’” (loc. 192). She further maintains that in ancient times using 

the word spiritus would mean all three at once as “a unified whole in which the physical is 

utterly indistinguishable from its psychical, ensouled presence” (Tarnass, 2017, loc. 200). 

Steiner described how the human being can be understood as a microcosmical reality within a 

greater macrocosmically whole. Using mathematical and numerological calculations he 

indicated the relation between the breathing rhythm of man, the earth and the sun following a 

platonic year (Steiner, 1940). Steiner states that understanding those greater connections will 

help to realise how our own existence is intrinsically connected with that of the universe.  

The necessity of sleep 

The necessity of sufficient sleep is apparent to everyone. Adults and children alike get cranky, 

lose tolerance or fall ill when deprived of the hours of sleep they need. Although common 

knowledge, the challenges of modern life seem to put a wedge between what we know and 

what we do. NHS hospitals (National Health Service) in the UK report “children sleep less 

and have the highest admission for sleep disorders. Evening exposure to screen technology 

such as smartphones and tablets is consistently cited as a prominent cause” (Sigman, 2019). 

Neuroscience also states the importance of sleep. Research on REM sleep during the third 

semester of gestation to age 7 months, shows that disrupted sleep has far-reaching negative 

effects such as on the process of vision development: “For children under age two who have 

disrupted vision to one of their eyes for as little as 1 or 2 weeks, functional vision is 

dramatically and permanently lost” (Penn & Shatz, 2002 in Marshall, 2011, p. 177). Seeing 

the importance of sound sleep as a basis for fundamental endogenous processes of physical 

growth puts a high responsibility on the shapers of the child’s environment. “Caregivers must 

protect REM, reduce background noise levels beginning in the third trimester, provide periods 

of appropriate sound and of quiet, and ensure that the newborn infant hears plenty of 

conversational, interactive human speech from an attachment figure” (Marshall, 2011, p. 

177). The importance of a silent environment and moments in which the child can retreat in 

her own space are described as an essential aspect of healthy development and a responsibility 

for the caretaker to ensure. In addition providing appropriate sound indicates the importance 
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of age appropriate sensory stimulation. Together with speech mediated by an entrusted person 

and alternated with waking moments of quiet, they are indicated as important guidelines for 

caregivers. Beyond the necessity for physical health, Steiner points to a spiritual dimension, 

stating that during sleep we not only process the experiences of the day to prepare for the next 

day but the fruits of experiences gathered by the soul during the day are also offered during 

sleep to the spirit and woven into our destiny. “That is why sleep is a helpful image for death, 

because during sleep we are also withdrawn from the arena in which our destiny waits for us” 

(Steiner, 1994a, p. 87). The time during sleep is compared to death in the sense that in both 

situations, events we participated in during our waking hours continue to take their course 

during sleep without us having an influence on them. “Nevertheless, how we live the next day 

still depends on the effects of what we did the day before. In reality, our personalities are re-

embodied anew each morning in the world of our actions” (Steiner, 1994a, p. 120). Sleep is 

understood as a recess in which experiences are processed in another realm, and waking as a 

taking up and a further elaboration of the previously created. In this sense sleep, can be seen 

as a bridge between past events and future events, with the possibility of connecting both 

through reflection and preview. Understanding the alternation and different modes of waking 

and sleeping in this sense helps to understand what takes place in the big in- and outbreath of 

life and death and the riddle of destiny and reincarnation.  

2.5.3 Play  

The following subthemes highlight viewpoints on play that relate to balance and freedom. We 

start with an excursion into the understanding of imitation as one of the core learning 

principles in Waldorf early childhood education. Next, we describe the importance of a 

specific quality of toys and adult activities in young children’s environment. Finally, we view 

the role of play in relation to inner freedom from the theories of Lefebvre and Schiller. 

Imitation 

Self-initiated play can be seen as another breathing process between the child’s outer and 

inner world. Intimately connected to the power of imitation and as an inborn urge to be one 

with the world, the child breathes in the world she encounters, resonates with it, and creates 

new inner reality. “Everything that affects a child from outside is re-created within. Children 

imitate their entire environment inwardly” (Steiner, 2004b, p. 91). In addition to the effects of 

the environment on bodily health through the processes of breathing and circulation, Steiner 
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(2004b) elaborates on the necessity of toys and activities having an artistic quality. With 

‘artistic’ something different is meant than what commonly is regarded as beautiful, which 

according to Steiner often has its base in adult intellectual thinking. Steiner refers to the art of 

bringing out what lives in the outer form of the image: “When you see a farmer guiding a 

plow … aside from the goal of the activity, we feel … what lives in that image” (Steiner, 

2004b, p. 101). In his view living into the outer image of phenomena that surround the child, 

and transporting these into images represented in toys or other forms of plays, are artistic 

activities. As such, they stand opposite to intellectually thought up play: “We have become 

almost completely utilitarian, or intellectual, in our civilization, and thus we present children 

with all kinds of invented things” (Steiner, 2004b, p. 101). Steiner points to a difference of 

relating to the world between adults and children. Children perceive the world in pictorial 

images, which speak to their feeling. In contrast, adults have a more intellectual approach that 

looks for the purposefulness in things and doings. Steiner states that the intellectual is 

imbedded in the practical but not yet perceptible for the child. What the child perceives is 

what speaks to his feeling life in the outer form of things. This brings the question what it is 

that children perceive when surrounded by a world driven by haste, in which the goal of the 

haste is beyond their understanding. Instead, Steiner states: “Kindergartens should exclude 

everything that is thought up for children’s play, and kindergarten children should imitate 

only visible adult activities” (Steiner, 2004b. p.102). Making activities visible for children 

includes that the different steps in the process need to be within children’s perceptive realm 

and experience. Steiner stresses the detrimental effects of early intellectualization and 

emphasizes the importance of preserving and protecting the dreamy consciousness in early 

years that allows children to be ‘one’ with the world. “Although it is necessary, especially 

today, for people to be completely awake in later life, it is equally necessary to let children 

live in their gentle dreamy experiences as long as possible, so that they move slowly into life” 

(Steiner, 2004b, p. 102). Allowing children to dwell in a dreamy relation with the world is 

seen as an important prerequisite for a slow transition into life. 

Play as a harbinger for freedom 

Lefebvre (2002) in his quest to bring “an art of living” back to the everyday life, sees play and 

art as ways to revive the spontaneity and “liberate man from the alienating and determining 

influences of linear time” (Mathisen, 2015, p. 39). He sees play and art having the potential to 

create other realities that escape the grip of linear time, and make space for acting upon 



39 

 

hidden impulses or inspirations. “Play recalls forgotten depths and summons them up to the 

light of day. … It uses appearances and illusions which, for one marvelous moment, become 

more real than the real” (Lefebvre, 2002, p. 203). Lefebvre points to the magical 

transformative power of play that allows deep realities lying dormant to surface and engage in 

the creation of new worlds in the moment of play. Schiller, too, recognizes the liberating 

power of play (2002). In a quest to counter Kant’s theory of man being only able to develop a 

moral life by subduing his drives and emotions through reason, Schiller states that man’s 

morality – which he links to beauty – can be developed through an aesthetic education 

through which man can find freedom in himself (Wertz, 2005). Taking up the dialectical 

relation between being and becoming, Schiller (2002) sees man standing between the infinite 

and the finite respectively at work in the form drive and the sense drive. He describes the 

influence of sense experiences set in time limits shaping a reality that is continuously 

changed. Opposite to this, he poses the form drive being grounded in the person itself and 

striving through the faculty of reason for the true and the moral in what is needed and eternal. 

In the middle of this dichotomy, Schiller puts the play drive as a mediator integrating both: “ 

… to suppress time in time, to conciliate the state of transition or becoming with the absolute 

being, change with identity” (Schiller, 2002, p. 18). He offers here a way out of the temporal 

tension between the eternal or being and the transient or becoming, through the merging 

quality of the play drive that annuls time within time. Schiller sees the living form as the 

union between both with the creative power to bring life into the lifeless. “From this 

standpoint, even a block of marble, although lifeless, i.e., non-living, can become a living 

form through the architect or sculptor” (Wertz, 2005, p. 95). Schiller regards the creation of 

this living form as beauty in its true sense. He states that for an object to have beauty it “must 

have an inner freedom or gracefulness” (Wertz, 2005, p. 85). The play drive as a balancing 

and harmonising unifier between form and life, is thus seen as a harbinger to develop inner 

freedom. Schiller further states that therefore “man only plays when in the full meaning of the 

word he is a man, and he is only completely a man when he plays” (Schiller, 2002, p. 20). To 

succesfully use the play drive as a force towards reaching this freedom, two things must be 

learned: to control the sense drive, passivity and receptivity in relation to the world must be 

exercised. On the other side, activity to free the reasoning from receptiveness must be 

practiced. If one succeeds, the dual experience of both drives can be held “in which he would 

have the consciousness of his freedom and the feeling of his existence together, in which he 

would simultaneously feel as matter and know himself as spirit” (Schiller, 2002, p. 18). The 
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artistic ability to simultaneously hold both experiences, the infinite and the finite, the being 

and the becoming, the absolute and the change, offers a way to find freedom while standing in 

the midst of life’s challenges. However, like most real art, it requires the discipline of devoted 

work. It requires time to develop.  

2.6 Summary 

In this chapter we viewed theories relating to the research question: How do Waldorf early 

childhood educators perceive, understand and describe time qualities in their educational 

settings? Exemplifying a relation between time body and soul experience, we began with a 

brief historical overview of the concept of time. From there we looked at theories on the 

development of self. To understand the meaning of time body, we then looked at it as a 

function of the etheric body and using Steiner’s pedagogical law, its interconnection with the 

other three members. Finally interoception theories were used to underscore how soul 

experience influences the building of corporeality in the first years of life. 

Next we viewed literature describing the acceleration of life and the temporal crisis we find 

ourselves in. The impact of modern life on the soul experience of children and adults was 

illustrated using research on burnout and stress. In addition, we viewed findings showing the 

impact of the digital age on a sense of presence, belonging and self-efficacy.  

We then looked at literature describing ways in which the detrimental effects of modern life 

can be countered. In this, the power of presencing, resonating relations and contemplative 

practices were brought to the fore. 

At the end we looked at breathing as a mediator between the outer and the inner world and the 

spiritual and the earthly realm. In this dialectical relation, theories on the acquisition of inner 

freedom were viewed with play as an artistic activity of the human soul to bridge opposite 

poles. 

In the next chapter I explain the methodology and research design chosen for this study.   
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3. Methodology 

3.1 Introduction  

This chapter presents first the ideas and motivation of the research design chosen. Next I 

describe more concretely my work method and ways of data collection. At the end I reflect 

how I used and integrated the inevitable bias and dealt with ethical considerations. In the 

closing of this chapter I relate the overall structure of this study to the breathing gesture itself. 

3.2 Methodological background and research design 

Exploring time qualities relates to the experience of time, rather than to the passage of time as 

measured by the clock. Collecting data on these inner realities thus draws on the perceptions 

of people and the ways they describe these inner sensations. I therefore chose as a research 

design a basic interpretative qualitative study as described by Van Maanen in Merriam 

(2009). Taking the inner realities of the participants as a point of departure I took a 

naturalistic approach as formulated by	Denzin & Lincoln in Creswell (2013). The empirical 

data was collected using the methods of participant observation, semi-structured interviews 

and autoethnographic narrative. The analysis of the data was done through coding from where 

key concepts were clustered that provided a conceptual framework. This frame helped me to 

scan the vast field of existing theories and choose the ones I wanted to relate to the research 

topic. In this literary body, I juxtaposed anthroposophic viewpoints on the subject matter with 

other theories and findings from contemporary research. By doing so I aimed to deepen my 

understanding of these theories through cross-fertilization. In the discussion chapter I used 

approximately the same structure as in the findings chapter, to bring findings from the 

analyses into dialogue with the theories viewed in the literature review. Allowing myself to 

move free between existing theories and findings from the analysis, I applied an inductive-

deductive logic (Creswell, 2013). In the conclusion chapter, I formulated my answers to the 

research question. By doing so I became aware of the limitations of this study and realized 

that they are at the same time motives for further research. 
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3.3 Methods: data collection and analysis 

3.3.1 Autoethnographic narrative - participant observation – interviews 

Autoethnographic narrative 

Having chosen a naturalistic approach, I chose to start with what was nearest to me, namely 

my own memories of time experience. Tracing back those experiences of time proved to be a 

highly interesting journey. The images that surfaced from my own childhood where so alive 

that they were easily conveyed in a narrative and their vivid nature made me realise the deep 

mark they had left in my soulscape. Also the time experiences made in contemplative practice 

and from my own teaching days offered rich material to analyse. In retrospect I realised how 

revisiting my own experiences with time as a child and as an educator, prepared me to go 

back into the field and feel into the time qualities of the Waldorf early childhood setting. 

Participant observation 

Choosing a setting for my field study brought me back to the place where I had been a 

Waldorf early childhood educator for more than twenty-one years. Instead of choosing to 

have short visits in several different settings, my aim was to have a deep experience of the 

time flow in one setting. I chose for a setting I knew very well in order to minimalize the time 

needed to adjust and familiarize myself with the architectural and social environment. This 

allowed me to enter the setting being grounded in the basic reality and open my senses for the 

different time qualities that flowed through it. After an exploratory visit in the beginning of 

the school year, I spent three consecutive days in this Waldorf early childhood setting. In 

agreement with the educator I took part in all aspects of the day and acted as her assistant. 

The aim was to be part of the normal life as the children were accustomed to it. To document 

my observations I took short notes of important events during the breaks. At the end of the 

day I described in my field diary the course of the day and activities, the observed responses 

and effects of the children and the educator, and the thoughts and feelings that had arisen in 

myself at the moment and in retrospection on the day. Certain activities I participated in, 

turned out to lend themselves well to simultaneously observe, whereas others turned out to 

occupy my attention too much, which in itself proved to be an interesting insight. The familiar 

setting expectantly showed a hidden quality from the perspective of time qualities. Looking 

back at the choice and the rich turn out that came from it, have made me wonder if I have 

been unconsciously led to make this choice in order to awaken those hidden potentials that 

lied dormant. 
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Interviews 

Doing the interviews after my own field study was a conscious choice. I wanted to go into the 

field as little biased, as possible and I feared that the perceptions of the interviewees would 

hinder my open look. To explore whether time qualities in Waldorf early childhood settings 

have changed over time, I chose to interview two different groups of educators. All interviews 

were audio recorded and later on transcribed as such. The first group was interviewed 

individually and consisted of four Waldorf early childhood educators from different cultural 

backgrounds each with more than 25 years of experience. Two of them are still working daily 

with children age one to seven, and two work in Waldorf early childhood mentoring and 

training. The second was a group interview and consisted of four educators with less than 5 

years experience in a Waldorf early childhood setting. For both groups the same interview 

guide was used and the interview was conducted semi-structured to allow a conversation flow 

and to create openings for unexpected additional elements to surface. Participants’ thick 

descriptive feedback showed time qualities intimately related with adults and children’s inner 

lives and provided rich material for analysing.  

3.3.2 Analysis method 

The analysis of the many pages that were generated from the data collection required a 

rigorous process of coding and recoding. Numerous interesting windows opened and I 

allowed myself in a first coding to include them all. Some codes were taken verbatim from 

the text; others were represented by other words or metaphors. Next I arranged and re-

arranged these according to their interrelatedness. After a long process three main groups 

surfaced giving the main structure for presenting the analysis of the empirical data: expansion 

of time – contraction of time – in between time. From this the image of the gestures of 

breathing arose, hence the title of this study: The Breath of Time. Taking breathing as an 

image to discuss time qualities proved to be helpful in understanding the relation between the 

inner mental state of adults and the shaping of time qualities.  

3.3.3 Bias, reflexivity and validity 

Being biased 

Building on the anthroposophic view that thoughts and feelings are realities, my entry into 

this research topic cannot but be in many ways biased. Being a Waldorf early childhood 

educator, mentor and trainer myself, my thoughts and feelings are formed and coloured by my 
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long years of experience and study. This can create a tunnel vision in which reality risks to 

become narrowed to this limited view. However being aware of this danger it can also be used 

as an advantage offering an inside perspective that offers ways of understanding that might 

not be visible for the unbiased outsider. Through juxtaposing anthroposophical insights with 

other existing theories I have aimed to widen both my own horizon of understanding and that 

of colleagues working in Waldorf education. In addition I hope that I have built bridges for 

the ‘outsider’ to explore the research topic from this ‘insider’s’ point of view.  

Ethical Considerations  

Participant observation: To ensure that the different areas on which ethical aspects needed to 

be considered were taken into account, I applied the ethical code of conduct of the country in 

which the research is performed (Belgium) and that of the country where the research 

institution is domiciled (Norway). Following for Belgium the guidelines of the European 

Union Agencey for Fundamental Rights, I got the written consent of the teacher which in 

Belgium replaces parental consent. For Norway the ethical guidelines in the National 

Committee for Research Ethics in the Social Sciences and the Humanities (NESH, 2013) 

don’t require parental consent if children are not directly interviewed and personal data of 

participants is not written or stored. Nevertheless I found it important to inform the parents, 

which was done by giving them beforehand a letter in which the dates and the purpose of my 

visitis were described. During the research study all names of children, adults or institutions 

involved are altered to prevent identification and no personal data is used or stored.  

Interviews: Adult participants were beforehand informed about the goal, scope and purpose of 

the research study. They were asked to sign a letter of free and informed consent in which it 

was clearly stated and communicated that they can choose at any point to redraw from the 

research or to leave out some of the data collected from the interview. Also here no personal 

data was used or stored and the names of the interviewees were altered to prevent 

identification. 

General: As a personal code of ethical conduct I strived for an attentive, respectful, 

supportive and non judgemental presence, communication and formulations towards all 

parties involved. 
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4. Findings 

4.1 Introduction 

Researching time qualities in Waldorf early childhood settings, I chose to enter the topic from 

fresh observations in the field and the perspective of the educator. I collected data through 

autoethnographic narrative, participant observation and interviews. In this chapter I present 

findings that surfaced after analysing these empirical data. The structure used for analysis 

builds on six key windows that relate to the following questions of my research topic:  

- What qualities of time do participants perceive in a Waldorf early childhood setting?  

- How do they perceive children and adults acting within these different time spheres? 

- How do they understand the educator’s role in shaping these different time qualities? 

- What are participants’ hopes and intentions for children’s immediate and future reality? 

To answer the first two questions I have ordered the empirical data looking at it from two 

opposite windows: expansion and contraction of time. Each window is again subdivided 

highlighting ‘the mood’ and ‘the view’: ‘the mood brings’ aspects that characterise and 

constitute these different time qualities; ‘the view’ highlights observed effects of each quality 

of time on adults and children. Also the third question is reflected upon from two opposite 

windows: ‘the mission’ and ‘the way’. ‘The mission’ gathers findings in which participants 

express how they see their role in shaping the time quality in Waldorf early childhood 

settings; ‘the way’ brings aspects to the fore that either support or hinder this shaping process, 

respectively called ‘bridges’ and ‘tumble stones’. A fifth window explores the ‘in between 

time’ bringing findings relating to the breathing process. From there a sixth window opens, 

viewing the future horizon and voicing the hopes, intentions and wishes that Waldorf early 

childhood educators have for children for the immediate and distant future. The summary at 

the end condenses the findings from the empirical research. Where relevant I used a certain 

chronology in presenting the findings going from: my own childhood – my Waldorf 

kindergarten teacher career - the field notes from my participant observation in a Waldorf 

early childhood setting - interviews with the educators as described in 3.3.1.  
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4.2 Expansion of time 

This window presents findings that express aspects relating to time having an expansive 

quality. Expansion of time is framed here as referring to the following characteristics 

described as synonyms for the noun expansion in the online dictionary Merriam-Webster 

(2018): development, elaboration, evolution growth and progress. Other relevant words 

relating to qualities linked to the same noun are: advancement, maturation, 

blossoming, emergence and metamorphosis. The view from this window will be 

explored from two different angles: the mood of ‘Aeon time’ and ‘the big view’. 

4.2.1 The mood of Aeon time 

Aeon time is chosen to symbolise a time quality beyond measure or eternity as framed by 

Merriam-Webster (2018) for the noun aion or aeon. The following subthemes present aspects 

mentioned by informants relating to specific moods adhering to ‘expansion of time’. 

Timelesness 

An autoethnographic narrative recounts Klaartje’s memory of her childhood summers as 

being timeless. The cottage built by her father was situated in the midst of a pine forest, with 

no electricity, telephone or any other utilities. The real time spent there during those summer 

holidays varied between 4 to 6 weeks but for her as a child they seemed to last for ever: “The 

time there seemed to absorb all other reality, what had happened before or would come after 

did not exist in the experience of those endless summer days”. Reflecting on that time, she 

states that it’s hard to point to the underlying reasons and questions. Was it because of being 

immersed in the natural setting of a very simple coherent life with unlimited space and 

freedom, or because of being given a lot of trust from her parents feeling they were safe? 

Maybe it had to do with the nature of her age and still being able to dive into the magic of 

each moment and opportunity offered. She concludes: “When I think of it now all of it 

probably matters and attributed to the fact that I think of those summers as periods of 

timelessness”. An observation from the field diary describes a similar mood during midday 

rest. Starting with the teacher’s careful preparation of the space into the ‘rest mode’, the 

curtains are drawn dimming the sense impressions. A moment of individual attention follows 

while tucking in the children and by doing so strengthening the bond between them. Finally 

speech falls silent and singing takes over with the rocking rhythm that characterises lullabies 

and creates a dreamy consciousness. “Time seems to expand and move beyond measure. I 
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observe that I’m becoming very sleepy myself and close my eyes to enter the same space of 

quietness and rest with the children”. The observation continues describing how the teacher 

sitting in the centre keeps the connection with each child in the periphery. When she starts 

playing the lyre “the whole group is united in listening while at the same time retreating in 

their own space”. It is like point and periphery that come together creating a feeling of 

timelessness. Anna, a Waldorf kindergarten teacher in South America with 27 years of 

experience, voices timelessness like this: “In kindergarten I have the feeling sometimes that 

eternity is there. It’s just … another time. … Sometimes one hour is like there’s no end … and 

sometimes an hour is ‘pooh’ and the morning is gone”. Anna continues stressing that children 

need to “experience that eternity is there”. Time experience in the kindergarten is described as 

‘another time’ that can be crawling to its end or passing quickly and having the potential of 

creating a mood of eternity or time beyond measure. So how can this timelessness look like? 

Free and paradise-like 

Sophie, a retired kindergarten teacher from the Middle East but still active in training and 

mentoring, recalls her early days as a teacher being paradise-like. “I was very free … paradise 

on earth because nobody would look at me, no inspectors and the parents trusted me totally … 

they let me free out of trust. … I could decide … it’s time to do things outside”. Trust and 

absence of control are mentioned as important aspects to create a feeling of freedom, which 

Sophie refers to as being paradise-like. Also Flores, a Waldorf early childhood educator from 

North America with 30 years of classroom experience and still active as a mentor, lecturer 

and advisor, looks back on her early days in the kindergarten as being very free: “I think as I 

look back, there was a certain freedom and play was part of everything really, there wasn’t a 

play time”. A certain freedom to constitute the day allowed for play being the main activity 

and part of everything in the day. What other aspects do participants mention relating to a 

mood of time having Aeon quality?  

A natural and rhythmical flow  

A flow of time in which the one thing naturally and rhythmically streams into the next and is 

interconnected through the embedment into a meaningful whole, is seen as another, 

characteristic of Aeon time. Flores reflects on the early years of her teaching saying, “There 

was a sequence of activities that made sense, the one led to the other. It had a rhythm that 

wasn’t a beat but a rhythm. Based on what had to be done, it carried you through the day”. 

She continues describing, “It wasn’t the effort or the will of the teacher but it was: ‘Well this 
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activity is finished and now we have to do this because we just did that’”. Illustrating this 

organic time experience Flores states: “As a teacher I never wore a watch, you just knew what 

time it was by looking at the sun or if the children were hungry, well it must be 10:30”. 

Meaningful activity springing forth from the necessities of the day, seems to be key in 

creating a flow through the day that is not depending on the ‘outer’ clock but rather runs on an 

‘inner’ sensed time. Sophie uses the metaphor of music to describe this flow: “The lovely 

days were the days when I felt ‘Wow, it’s like a musical experience!’ and I enjoyed the way it 

was going”. She continues that only in retrospect this realisation surfaces: “When you look 

back in the evening you can say ‘Oh today it was really musical’. Something was right 

without being able to give a definition why today was so well flowing”. The observation 

describes a vague conceptual awareness of the time quality, while being totally immersed in 

the experience. It is more lived phenomenological then analytically viewed. Retrospection is 

described as a way of looking at it from a distance and needed to be able to bring the 

experience into a crystallised conclusion. Clearly understood from an experiential level the 

quality of time is described as difficult to define conceptually. Using images as a way to 

unravel the mystic level of time experience, the metaphor of the musical flow is taken forward 

to find other characteristics that give body to understand the mood of Aeon time.  

Peaceful and slow 

The natural and rhythmical flow combined with a sense of eternity described in the previous 

subthemes, let the image of a slow and peaceful river surf up. Exploring the dynamic gesture 

of Aeon time, the inner and outer movement seem to be peaceful and slow. Laura a practicing 

Waldorf early childhood educator from South Europe worked 18 years as a kindergarten 

teacher and now since 15 years with children age one to three. She describes how the slow 

pace with which she accompanies the young child radiates an atmosphere of peace. “Walking 

… with them all the way to the end of the hedge where there is a little wood. Everyone who 

sees us passing says ‘Oh, it makes me so peaceful …’ But it is really, really slow”. Being 

really, really slow expresses how the slow pace of being of the young child is experienced as 

very different from the pace the adult is used to. It seems to be set in another reality then the 

one where the normal pace of work and life takes place. Laura states: “We don’t realise how 

the slow life for the little child needs to be in really everything: in the relations, in knowing 

your things, in every little thing they do. It is an enormous amount of time”. She explains that 

we cannot understand it until we are there with the child and experience it: “I’ve been 
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working for 15 years with them and only in the last 5 years I feel that I have come into the 

right pace with them. Now I can really enjoy being slow and waiting for them”. Laura 

expresses how time for the little child seems to be beyond measure and determined by the 

deep connection they have with the lived experience in the moment. She experiences that it is 

a hard and long-term work for adults to learn how to tune in to this slow pace but that once 

reached, it creates a peacefulness even for those witnessing it. Which image then responds to 

this slow life? 

Wholesome and homelike 

Wholesomeness that creates a mood of home in which life follows the natural course of 

events the day brings, characterises another aspect of Aeon quality. Laura describes how she 

creates this mood in her setting, “Without tight schedules … like you would do it at home: the 

one day you have to clean, another to cook… it’s not about Monday, Tuesday…. which for 

me is very school-like but more as a whole”. She continues describing how some days you 

can do more than others depending on the circumstances and orients her role as a teacher to 

the image of the mother, “who knows where her children are, what is the task of each one. As 

a mother you know how to keep the mood of your home and what kind of home you want to 

have and who you are”. Having the image of the home and the family as a way to create the 

flow of the day, allows Laura to do what is needed in the moment and to focus on creating the 

right mood for the children and herself. Across the ocean from Lourdes, Flores has a similar 

perception. She reflects on her days with the children as unfolding itself naturally by doing 

the household. “Having the children coming in, doing the house hold, things that needed to be 

done like folding the eating napkins or setting the table, preparing snack and then they would 

go play and some would stay to help”. She continues describing how she as a teacher was 

primarily involved in “getting the room ready, helping to find the tool that they needed… 

doing what I would do at home, cleaning, dusting, ironing, cooking…and the children played 

around that and many of course wanted to help”. When taking care of the household is the 

leading image in the kindergarten, being engaged in meaningful activity seems to come 

natural. Flores recalls how it created a mood in which the children were free to play around or 

engage with the activity, as they felt needed. Sophie in the Middle East also refers to her first 

kindergarten as a place in which the children felt at home: “It could happen that a child went 

home in the middle of the morning and then we had to go and fetch him [laughs]. They felt so 

much at home”. She explains that the exceptional setting of this kindergarten within a 
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protected community with the houses of the children directly around the kindergarten, made it 

natural for the child to “go home to see if mother is ok. I was not angry or so it was ‘Ok, we 

now all have to go to get him back.’ [laughs] It was really working very freely and nicely”. 

The exceptional setting of this specific kindergarten created a very close connection between 

the home setting and the kindergarten, which apparently made the borders between both 

living spaces very fluent for some of the children. Sophie describes how the overflow created 

enough trust and safety in the environment to allow children to explore these transitions.  

Timeless, free and paradise-like, natural and rhythmical flows, peaceful and slow, wholesome 

and homelike are characteristics used by participants to characterise the mood of Aeon time. 

Next ‘the big view’ presents the effects this quality of time has on adults and children.  

4.2.2 The big view 

Our perceptions are shaped by the experiences we have and vice versa; the way we experience 

things is also shaped by how we perceive them. Both have an effect on the way we act and 

respond to others and events. The following subthemes describe different aspects of this ‘big 

view’ and the effect it has on adults and children. 

The long life 

Looking at things from the wide span of life allows teachers to focus on the essentials and 

thus shape more time for play. The effects for both adults and children are relaxation and a 

feeling of happiness. Anna reflects on how she has changed her time plan, leaving out certain 

activities to give more time for free play. “For many years I haven’t done painting anymore 

on a regular basis, only if it’s needed for a card or a lantern.... I can tell you that my children 

are happy; they have time to do that later”. When asking what has made her make this change 

she answers: “We get more mature and see that many things don’t matter anymore so much. 

What really matters is something else; it’s to be with them, to be kind to others”. She 

continues that she realises that “… life is long, you have so much time. You can study at 

university, if it’s not correct you can do it again and then you can have children and you have 

time to travel …”. Ann feels she has done much in her life and says: “Sometimes I look back 

and I think ‘my goodness there’s three or four lives in this one life”. Viewing back on her life 

Anna sees things in a wide perspective, which helps her to shift her focus. The long time span 

of life makes her realise that there is plenty of time to do all the things you want or need to do. 

What are other aspects that help create this big view on life? 
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The longevity of things and devotion 

An observation from the field diary illustrates how the longevity of things through human 

care can provide a big view and makes the inner sensed time expand. The experience was 

made possible because of the earlier long time connection with this specific kindergarten. 

“While I’m helping to put things back to place I notice all the things that have been there for 

more than thirty years, welcoming me back as old friends. Suddenly I realise that the lasting 

of things creates in its own silent way a long and slow time, like a continuous present”. 

Things and places with which a long and deep connection has been established through the 

ongoing care and attention attributed to them; seem to provide in their own silent way a big 

view. The reunion offered an opportunity to renew the relation and opened a new view 

showing that the bond created over time was still alive and had bridged the distance in the 

years of separation. Anna speaks about devotion: “I’m working already 27 years in the same 

school…. I’m very faithful to my school. When I went to ask for my retirement they said: ‘Oh 

you’ve worked 27 years in the same place, is that still possible?’” The reaction Anna received 

from the officials shows the exceptionality of a long-term work relation but nevertheless it has 

given her the possibility to create a long and lasting bond.  

The longevity of things through human care and long-term relations through devotion, are 

brought to the fore here as ways to develop a big view that contributes to expansion of time. 

Summary 

The previous subthemes characterised the mood of Aeon time as a passage of time experience 

with a timeless quality and beyond clock-measure. In addition trust is described as 

instrumental to create a space that is paradise-like and in which both children and adults feel 

free to do what is needed out of the situation. The flow of Aeon time running through such 

places is characterised as natural and following a rhythmical sequence arising from 

meaningful activities with a peaceful and slow pace for the little child. Further the image of 

home is seen as providing a wholesome setting for the young child. In addition the review on 

a long life, the longevity of things and devotion, are brought to the fore as ways of creating a 

big view, expanding both the experience of time and the perspective on what is important. The 

breath of Aeon time can be understood as a slow, rhythmical, peaceful breathing between self 

and the lived world. In addition, looking at life from a big view can be seen as ways to catch 

your breath again and to focus on what matters. Next findings relate to the opposite 

experienced reality, when being pressed for time takes our breath away. 
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4.3 Contraction of time 

The findings gathered in this window relate to time having a compressed quality. Contraction 

of time is framed here as being pressed for time. The concept contraction is chosen to 

highlight the opposite gesture of expansion of time. Other relevant words found are: 

shortening, decreasing and diminishment (Merriam-Webster, 2018). The view from 

this window is explored from the mood of Kronos time and the shattered view.  

4.3.1  The mood of Kronos time  

Kronos time is used here to characterise a mood of time that is organised towards fitting 

things into a preset time for a specific activity. It relates to a description of Kronos as ‘Father 

time’ that has become the image of time since the Renaissance. In this image time is depicted 

as an old person often holding a scythe to symbolize the short life of things, an hourglass to 

expresses the passage of time and equipped with wings to symbolize how time flies. The 

following subthemes present findings characterising the mood of Kronos time. 

Result-oriented and time-limited 

When life in the early childhood setting is oriented towards reaching specific goals in a fixed 

time, life accelerates and the experience of time availability contracts. Anna mentoring in 

diverse Waldorf early childhood settings has seen the focus in the kindergarten changing with 

school elements brought into the kindergarten. She asks herself  “if it is a misunderstanding 

what it means for example for a child to come into the fingertips, if we really need to weave 

and embroider and knit things with the hands”. Anna is concerned about this tendency and 

states: “Sometimes new colleagues come to me and say ‘My children don’t have time to play 

because 8:30 we have to ring a bell and it’s clay day or beeswax modelling day, drawing day, 

painting day’”. She asks herself what this is and sees that as a result “You don’t allow this 

flow of play, which should be the most important thing for childhood”. Anna’s observations 

describe how the focus of the kindergarten has shifted from being play-oriented to being filled 

with activities that focus on the development of certain skills needed in grade school. Flores 

looking back on her 30 years of experience as a teacher and mentor has seen a similar 

tendency developing. “Through the years we teachers came away feeling that there was a 

limited time constraint on children developing physically in a healthy way”. She describes 

how there began to be pressure in preparing them, “in getting them ready and meeting certain 

developmental goals”. Continuing she states that the day became scheduled around giving 
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children those opportunities they needed to overcome certain aspects of their development or 

give them more movement as they had less opportunity outside of school.  

You began to feel that you had to incorporate developmental elements in your 
day. It changed the way you think of the day. Earlier one could let the day just 
unfold and now one would increasingly have the thought, how much movement 
have they had, this circle that I did maybe I should incorporate more opportunities 
for movement or do an obstacle course. … So the day wasn’t flowing out of the 
group but more and more there was a feeling that you had to programme your day 
to include certain possibilities and opportunities. 

Confining healthy physical development within a fixed time plan puts pressure on educators 

to plan their day to ensure that enough opportunities are given. Although such deliberate 

planning can be seen as meeting the increasing lack of natural opportunities for children to 

develop their gross motor movement, it risks to create a sense of time constraint. If time is 

limited to reach certain goals, the shift into a higher gear seems to follow naturally. 

Rush and acceleration: nothing settles 

A constant moving on to the next thing to do and speeding up things with the aim to complete 

the planned programme seems to be characteristic for a time quality that is ruled by Kronos. 

Flores describes how she observes this in visiting the kindergartens she mentors: “I see 

teachers rushing through their days so they can do all the projects or parts of the day”. Even 

during snack time she sees teachers eating while standing up, “so they can be faster in 

clearing the table because they have to be outside at a certain time”. The next thing on the 

mental horizon seems to prevent teachers from settling down in the present. Laura observes 

also children arriving rushed and “have to learn to come into this slow mood, where things are 

done with time”. The rush in children’s home environment is described as becoming an inner 

condition that needs to be unlearned again in the early childhood setting. But what happens if 

teachers themselves are also taken by this whirlwind of acceleration in which nothing settles? 

Creating the perfect storm  

If Kronos becomes the mood of time in early childhood settings, ruling both the inner life of 

children and adults, ‘stormy weathers’ are lying ahead. Flores pictures how the specific 

challenge of today is a combination of increased needs and decreased preparation creating the 

‘perfect storm’. “Children are more challenging today and I think teachers are less prepared. 

They do less meditative work and less study, again maybe a lack of time or maybe a lack of 
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interest as well, I don’t know”. She describes how in the ‘early’ days, “all you had was 

meditation and study. There were not many resources and that’s all you had and it was a good 

thing to have”. Flores points to meditation and study as ways to develop the inner force that’s 

needed to meet today’s challenges. She sees how this inner schooling is often lacking in 

teachers today and describes how their inner lives are filled with the impression of having too 

much to do and not enough time to do it all. Flores calls it, “the time illness of our time that 

lives quite strongly in them. When I suggest taking a leisurely walk they respond ‘We don’t 

have time!’. So even the walks and the time outside is rushed and nothing settles”. The 

pressure of not having sufficient time is weighing on the educators leaving its mark even on 

activities that could offer moments of relaxation and expansion of time. Next, findings are 

presented that reflect the effects of Kronos time on children and adults.  

4.3.2 The shattered view  

This subchapter presents effects that a shattered view on life, brought about by Kronos time, 

has on children and adults and how vice versa these effects shatter the big view. They are 

ordered in subthemes according to their interconnectedness. 

The proofing ground: preset goals and expectations 

When life in early childhood settings is oriented towards preset goals and based on these 

judged against specific expectations, the workspace risks to turn into a proofing ground. 

Laura working with the very young promotes a slow and simple life in which the children feel 

safe and capable. She sees how this slow life that follows the child’s pace is often viewed and 

judged by others as not really doing anything: “It’s so important learning to appreciate and 

even defend it as the right way to do it with the little children, because people will often say 

‘Well you don’t really do anything, you’re just being there!’” Outsiders do not understand just 

being there with the child is of primordial importance for children’s well-being and gives 

them the space and time to become themselves in their own unique way. Flores expresses how 

the result-oriented approach leads to a kind of competition taking place between teachers, 

“wanting to do a nicer craft than their colleague does”. She explains how new teachers put 

pressure on themselves by wanting to do everything perfect and “loose sight of the fact that 

their job is really about forming relationships and allowing relationships to grow. Instead the 

focus has become more on proofing that you are a good teacher and that you can do 

everything”. Flores adds that also schools increasingly ask more things of teachers outside of 
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their time with children: “Teachers are exhausted and overwhelmed and it looks very big to 

them. So suddenly their time in the classroom is not a restful, peaceful time but it becomes a 

proofing ground in some ways”. If the early childhood setting becomes a proofing ground 

then the focus is on teacher’s success instead of on children’s’ well-being. Flores continues 

saying that especially first-grade readiness is a topic that becomes a field of tension and states 

that first-grade readiness in itself is a myth: “No child is really ready, you get ready in first 

and second grade but many schools understand this differently. Teachers often feel they have 

to satisfy their primary school colleagues and the parents who want to see outcomes”. She 

continues saying kindergarten teachers often do lots of crafts as preparation but also to keep 

them busy and to “proof to the parents that their children are doing something”. Trying to 

meet the expectations of the parents pushes the teacher to programme activities in the hope to 

get their approval. The effect Flores sees is that teachers try to squeezee everything into the 

day and as a result “they are pulling the children out of the presence, in the present moment 

and accelerating them to the next step”. Being pulled out of the present moment and pushed to 

the next are seen as effects of a result-oriented approach. Hannah, in her third year of working 

with 3-year-olds, voices how practical things like dressing for rainy weather needs lots of 

time: “…with 16 little ones [gestures and sighs] you need more than half an hour to get ready. 

But you can’t recover this time, it’s practically just impossible, you just don’t manage this!” 

Unexpected changes, such as the weather, can bring their own set of practical problems if a 

certain plan wants to take shape. Saying that it is impossible to recover this time implies that 

the time spent in preparing the children to get dressed is experienced as lost time. The goal 

clearly was not in the moment but in another planned activity. But what effects does this have 

on the inner lives of children and adults? 

Tension, stress and breathlesness 

When a specific goal is chased and the available time has shrunk because of circumstances, 

tension and stress is caused affecting the breathing process and creating a tunnel vision. An 

observation from the field diary depicts such a situation.  

The morning was hectic and traffic was not helping. I feel that I’m stressed about 
it; this is not what I had planned. As I’m pushing harder on my pedals I make 
assumptions of what the kindergarten teacher might be thinking. When I arrive the 
kindergarten is empty and the teacher is already gone to the teachers room to say 
the morning verse with the others. In the hall a father is helping his child to put on 
his rubber suit and boots. They look up to me but I scarcely take notice of them 
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and run across the play yard to the teachers’ room. When I enter the kindergarten 
teacher looks relieved to see I’ve arrived and says: ‘Oh I’m glad to see you. I 
already feared you wouldn’t come.’ I explain what has happened and feel how my 
heart is still beating fast from rushing and take a deep conscious breath in and out. 
Slowly I feel my breathing settling down and with it also my calmness returning. 
When we return to the kindergarten I realise that when I ran across the play yard 
before, I had not taken any notice of my surroundings. 

The stress of being late created a tunnel view in which the image of being late and the 

possible consequences dominated the inner vision. It prevented me from being observant of 

the present moment and from taking notice of the surroundings crossed. The stress of the 

situation affected the breathing process and accelerated the heartbeat. Once the situation was 

settled again and everything felt ok the breathing and heartbeat slowed down and inner calm 

was regained. Flores describes how tension and stress in the early childhood setting lead to 

the loss of joy: “Children and adults are not enjoying their day but rush through it so they can 

fit everything in. I see teachers and children that increasingly are moving on to the next 

thing”. Trying to fit everything into the day makes teachers accelerate and prevent adults and 

children from settling down and enjoying the moment they’re in. Laura experiences how also 

the teacher can bring stress into the kindergarten: “You bring all kinds of things, you are 

stressed and sometimes you cannot get out of this. To free yourself from this for a few hours 

and protect yourself from it, can be challenging”. Being tense and stressed doesn’t help to 

accompany children going through a difficult phase. Laura describes how from the child’s 

perspective also the group itself can be stressful resulting into conflictuous behaviour. “In the 

beginning the whole group and the others are like a threat for the little child who is not used 

to be with so many other children. At first there can be some pushing, biting …”. She 

continues saying, “if you take it in a slow way and have trust that the way you work will have 

an effect, you see that this is over after one week”. Laura elaborates on the importance not to 

get tense but to think of it as a phase they have to go through and states: “You permit phases 

to happen and don’t get too nervous about them”. Tension and stress have a tendency to 

reduce the educators view to seeing only the immediate situation and the challenging 

behaviour of the child instead of viewing it from the bigger phases of development. Another 

observation from Laura describes how this short-sightedness also has the effect of making 

parents nervous and helpless to deal with challenging phases their child naturally goes 

through such as the stubbornness phase: “Some children have a strong no, a strong position 

which is good. However when parents find themselves in such a situation with the child they 
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don’t want to be there, they want to be out”. Tension and stress shatter the view of the adult, 

which especially in challenging moments creates nervousness and helplessness. What effects 

does this have on life in the early childhood setting? 

Fragmentation and the big divide  

Rush and acceleration also hinder the kind of observation that allows being really in the 

moment and getting to know children. Laura describes how slowness in the basic caring for 

the young child is needed to provide opportunities “to know them not in a superficial way but 

really observe them. This is only possible if I take time for it, it can’t be done if I do things in 

a rush like preparing breakfast, changing nappies etc.”. She follows that once this slowness is 

conquered, you feel how it is good for the children and for yourself and that if you don’t 

conquer it you feel all the time divided. To be in the moment with the child, needs time and 

enables deep observation. If haste dominates, the teacher feels divided between the moment 

she finds herself in with the child and the next thing to do in her mind. Flores describes how 

fragmentation leads to a programme of scheduled activities that have no interconnecting flow 

or coherence. “What I’m seeing in kindergarten is that the day is fragmented; this is playtime 

and we don’t play outside of that and this is craft time and this the time when we work and 

this for preparing the food …”. She states: “If it doesn’t flow then it is one transition after the 

other and it becomes very fragmented”. Loosing the flow that connects activities in a 

meaningful whole and thus becoming fragmented and divided, is seen as an effect of life that 

is run by Kronos time. 

Summary  

The previous subthemes, characterized the mood of Kronos time in Waldorf early childhood 

settings as result-oriented and time-limited. Striving to reach preset goals in a preset time, 

participants mention how a shift from being child-focused to success-oriented is leading to 

rush and acceleration. In addition they describe a perfect storm being created through a 

combination of a loss of educators cultivating their inner life and an increase in educational 

challenges. As a result, the aforementioned characteristics lead to a shattering of the big view. 

In this shattered view the acting becomes directed towards meeting imposed and perceived 

expectations creating tension and stress in children and adults. Hindering real observation and 

being in the lived moment with the child, it results in feeling divided between what is needed 

in the moment and the next thing to do on the mental horizon. Linking the aforementioned 
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traits and effects of Kronos time to the breathing process, a state of breathlessness, accelerated 

breathing or being short of breath is found.               

The following chapter voices how participants view a time quality that supports early 

childhood development and the role they play in this. 

4.4 The mission: time to… 

The title is chosen to symbolise how educators view their role as co-shapers of the quality of 

time for the children in their care. The subthemes present findings expressing how the 

characteristics described in 4.2. ‘Expansion of time’ are needed to support health and the 

rooting of essential social-emotional abilities during early childhood. 

4.4.1 Grow and unfold 

Time to follow the individual dynamic of the child is needed to develop a healthy physical 

foundation. Anna uses the picture of an oven: “It’s like the feeling I have when I make bread, 

to have so much time to let it rise and be baked… We don’t rush this bread to go quickly to 

the table, no!” In the image of the oven the element of warmth and the hidden process of 

metamorphosis taking place in the rising of the bread and the baking in the protected oven, all 

relate to specific times that are inherent to the subject and the process of transformation. They 

are helpful metaphors to understand what is needed for healthy growth and the unfolding of 

new capacities. What other aspects are mentioned that depend on the availability of time? 

4.4.2 Connect and encounter 

To connect and get to know others and things, children need plenty of time. Laura describes 

how the very young child needs to explore things thoroughly before they learn to handle 

them: “They first need to be able to try it; to see the shoe, that it doesn’t fit in the right way, 

maybe play a little bit with it, try it on the other foot”. Laura describes how it can take half an 

hour before they are dressed but sees it as a discovery process. She continues describing how 

the same is also true for developing relations especially with adults: “Between themselves 

they are more direct but with the adult it is more ‘threatening’ … we are big, have loud 

voices… it’s a real challenge in the beginning of the school year to really do things very, very 

slow”. Laura stresses that children need time to approach you and describes: “It’s about being 

a bit distant without losing them, so that they don’t feel at any moment that you are making 
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any pressure. If you are able to do this, then the whole school year goes smooth”. Establishing 

new relations between the child and the caretaker is described as challenging for the child 

which requires the adult to do things very slowly and with care and attention. In addition 

children need to be given the time to initiate the gesture of connecting once a certain inner 

comfort is established from where socialisation becomes possible. Next, observations from 

the field diary exemplify how time is needed to allow the integrating and embodying of 

experiences. 

4.4.3 Embody and integrate 

Mondays, Wednesdays and Fridays the kindergarten day starts with a morning walk, always 

following the same trail. The children know where they’re going and what they’re going to do 

there, no one questions what’s going to happen. It shows that they ‘own’ the repetitive ritual 

of the walk, which makes them feel secure. Another observation picturing a birthday story 

shows how returning themes connected to children’s lived experiences, help to integrate the 

images presented to them. The birthday story told follows for each child the same storyline 

with specific individual biographic elements added. While the kindergarten teacher tells the 

story by heart, accompanied with slow flowing gestures, the children listen attentively. Some 

imitate the gestures spontaneously and most turn their gaze inward while listening in a 

dreamy manner. They are in their own imaginary world, floating on the words of the story. 

Along the story a few children surf up from their dreamy world and spontaneously reply to 

what they hear, connecting it to their own story, “My mommy also bakes a big cake for me!”, 

“I also have a little baby brother!”, “I turn six when I have my birthday!”… The teacher 

shows them that she has heard what they said by looking at them and gently nodding her head 

while she continues the story. The situation describes how the embodied storyline allows the 

children to follow in a dreamy manner and connect it to their own experience. Through the 

repetitive storyline heard many times throughout their kindergarten years, the children have 

been enabled to embody it. The silent confirmation of the teacher allows them to integrate 

their individual experiences into the shared experience of the story. Anna describes how also 

play needs time to develop and illustrates how she observes that children arriving late, miss a 

lot: “They have not built up the play with the others but come more into play from the 

outside. They stay out of it for a while because everything is already going when they arrive”. 

Time to come into play is expressed by Anna as including different stages such as building up 
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before really getting into it. This refers to the next aspect mentioned by participants as 

needing sufficient time. 

4.4.4 Prepare, transit and arrive  

Children respond to situations and transitions in very diverse ways. Allowing children to 

transit without feeling rushed or held back needs a flexible handling of time. Notes from the 

field diary show how this can be done in the kindergarten. The first observation describes the 

arrival of the children in the morning and the diverse transitions into free play; some come in 

with a plan and can’t wait to get started; others take more time and hold on to their parent 

hand while carefully scanning the room. “It’s as if they want to make sure if things are ok, if 

the world is like they expect it to be”. By the time they have said good morning to their 

teacher most are ready to let go of the parent and settle slowly into the new situation. These 

are often the children that first help the teacher for a while at the table or make a drawing 

before they are ready to start play. Another observation describes the transition of returning 

back to the kindergarten after the morning walk. Inside, the children take their own time to 

take of their rubber suits, jackets and boots and put on their slippers. Some are quick and 

eager to enter the kindergarten room to play, others need more time to arrive and make the 

transition into the next. Both observations show how children deal with transitions in their 

own way. To allow these different tempi needs an overall availability of time for these 

transitions to take place. Laura sees that working with very young children demands lots of 

time, especially for transitions moments: “They have to feel that it is going to happen, that it 

is happening and they have time to do it and then it’s gone. So the changes have to be very 

slow”. The 3-fold movement needed for smooth transition can be understood as preparation, 

transit and arrival, which can only be offered to the child when there is ample time. Also less 

experienced teachers refer to the importance of time to process the transit. Lola in her first 

year of teaching describes this in what constitutes for her a good day in the kindergarten: “For 

me it’s a good day if all the children can land in the group in their own way”. The settling of 

children into the kindergarten reality is expressed as a process of landing that has diverse 

tempi. Hannah takes the perspective of the educator and tells how she feels that she needs 

time to prepare herself and the room to be ready for the children to arrive: “I really want that 

all the candles are lit, that I can slowly arrive and that I have inner calm to start the day and 

that I am ready and sitting down to receive them”. Preparation is voiced, as needed both for 
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the outer and inner space. The following subtheme describes how time is also needed to 

resolve challenging situations.  

4.4.5 Resolve 

 A situation from the field diary exemplifies how also stressful situations are better resolved 

when enough time is available. The event describes a morning during free play in which one 

of the mothers of the children was present during the first half hour to check the children’s 

hair for lice, a routine repeated every first Monday of the month. When she has finished with 

combing she prepares to return home with her youngest child who is having a rest day at 

home. Her older boy age six wants to go with them but is told by her he can’t and starts 

hanging on her and crying loud. The mother brings him to the kindergarten teacher who has to 

hold him tight on her lap. After the mother is gone the loud crying lasts for another 2 minutes. 

The teacher tells him he can go and wave goodbye to his mother and brother at the window, 

which he immediately does. When he returns he spontaneously crawls back onto the teacher’s 

lap and slowly starts to calm down and 10 minutes later he’s back at play. The situation shows 

how children need time to fully embody and express their grieve. When such moments are 

held with inner calm and certainty, the time needed can be given to children to deal with it in 

their own way and to overcome it themselves. Laura relates to this and sees how learning to 

deal with conflicts is important for children and states: “For something that needs to be 

resolved very quick, there needs to be slowness”. She explains that the adult needs to take 

time to really observe and be present in moments of conflict between children. “Sometimes 

they can solve it between them and you can kind of turn your look away as if you don’t see it. 

However mostly you have to do something and this needs to be done in a none-frightening 

manner”. She continues that this is often the challenge with teacher students because they 

want to quickly resolve or prevent such little ‘conflicts’ between children. Laura however 

finds such situations very important learning opportunities for children: “They need to learn 

how to handle it and set their own limits. If the adult interferes quickly and puts the limits ‘no, 

we don’t do this’ or takes things away the child does not develop this capacity”. Slowness is 

referred to as a way of helping children to deal with difficult situations and creating a time 

window in which the child has the possibility to develop his own way of dealing with them. 

To give this time to the child is to give trust, which is the next inner ability viewed as being 

furthered when time is given. 
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4.4.6 Develop trust and sense of self 

Developing trust in ones own capability is furthering a sense of self-autonomy. Laura sees 

how time and trust are deeply related to each other. “You give time and it is very slow and 

you have the trust that everything will be ok”. In addition she acknowledges the importance of 

being vigilant that the development is going in a good way and that there are no real 

blockages, “but generally if you can really trust that things will happen then it is easier to give 

time. In 90% or more of the cases the problems children have are related to time problems”. 

Laura continues that if children can do things in a slow way they develop trust in themselves 

and sees how many children get labelled as, “this is a slow one, that is a fast one etc. … But 

when they can do things in their own pace, in their own time, these first things that they 

conquer are really deeply rooted”. In addition she sees how slow time also gives the 

possibility of doing things with joy: “Joy is one of the very best friends of a teacher. If 

children can really do things by themselves and then finally come to a success, this gives 

them such happiness”. The lack of time for children to develop skills in their own pace is seen 

as a source for developmental problems. Further, joy seems to come naturally when a child 

has been given the time to conquer things herself. Laura continues and adds that having time 

to do it yourself also gives children the confirmation of being accepted as they are and gives 

them a place in the community they belong to. “Each little thing in which children can 

experience that they can do it themselves gives them the inner trust ‘I am able. I can do 

things!’” She observes how it helps them to grow and gives them trust in themselves: “I am 

allowed to be part of the community as I am… I have a space as the child I am!” Elaborating 

on this Laura sees how this early-developed sense of self-efficacy can be a foundation for a 

strong inner core later in life. She refers to kindergarten children that are now parents 

themselves and sees how they have developed a way of knowing how to be in the world. 

“From the university we often get feedback saying that our former students are so good in 

social capacities, if they have to defend an exam or give a public talk, they do this easily and 

very good. They have a strong inner core”. Anchoring trust and a good sense of self in early 

childhood is described as being linked to the development of social qualities in adulthood.  

Summary 

This subchapter ‘the mission’ gathers viewpoints from participants reflecting on what they 

understand as their task as Waldorf early childhood educator from the lens of time qualities. 

Important elements brought to the fore as essential and depending on expansive time are: time 
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to grow, time to connect and encounter, time to embody and integrate, time to prepare-transit 

and arrive, time to resolve, time to develop trust and a sense of self. The next subchapter 

presents aspects that support or hinder the creation of expansive time. 

4.5 The way 

This subchapter presents aspects that support or hinder the creation of a time quality that 

promotes children’s and adult’s well-being. In ‘bridges to timelessness’, elements are 

gathered that participants perceive as helpful in building a pathway towards a time beyond 

measure. Next ‘tumble stones and the big divide’ bring aspects experienced hindering or 

blocking the availability of time needed to accomplish their mission.  

4.5.1 Bridges to timelessness 

The following subthemes present important building blocks needed to build bridges to 

timelessness. The image of timelessness is used here to refer to availability of time that is not 

ruled by the clock and which is needed to realise the mission stated above. Bridges are seen 

here as ways for the traveller to safely cross, rivers of haste rushing towards the big divide. 

Imaginative play 

Deep play that allows children to be in their own world created by their imagination has the 

power to transcend time and space. An observation from the autoethnographic narrative 

brings an example describing a situation during free play in the kindergarten. “As a 

kindergarten teacher I’ve never stopped to be in awe and wonder whenever I see children 

engaged in what I call deep play”. Deep play is described welling up from the depth of their 

being, mostly without any real outer reasons and often following a first more dynamic kind of 

play. Whether alone or with others this deep play seems to transport them in another space 

and time. “They look at you but see right through you, the walls, furniture have all 

disappeared and are only present in a transformed way and adapted to the new reality they 

have created for themselves or together with others”. The transformative power of deep play 

is seen as being able to alter the ‘outer’ or sense perceptible space and time into an ‘inner’ 

created lived reality. Notes from the field diary describes two children making beds during 

free play, covering themselves and each other with red clothes and lying still: “We were dead 

ok?” Then after les than 10 seconds they jump up, “Now we’re back alive!” and they continue 

with some other play. The observation illustrates the transformative power of imaginative 
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play and testifies how through play even the long time spans of life and death can be 

experienced and covered by children in as little as 10 seconds. The transcendent nature of 

deep play shows a difference between the ‘outer’ clock time and the ‘inner’ experienced time 

of children. This might seem irrelevant for an ignorant observer but the insider understands 

that to be consciously silent, alone and in the dark must indeed feel like eternity for a 5-year-

old. What other aspects build bridges that enable children to experience big timespans as an 

interconnectedness of moments in which they can orient themselves in the past, present and 

future? 

Rhythms, rituals and routines 

Rhythms, rituals and routines structure time in a coherent whole of returning cycles that mark 

the passage of time. It allows for activities to unfold according to a specific flow that is 

meaningful. An observation from the field diary describing the daily morning walk gives an 

example. The road leads through a quiet residential area. The streets are deserted except for an 

occasional walker. We pass a small plot of land with some trees in the back and in the front a 

little grass field with a playground; the children recall and tell me that they sometimes also go 

there to play: “Look there in those trees we sometimes climb!”, “Yeah that’s so nice, I wish 

we would go there!” Recurrent activities and familiar places help children to bridge events 

allowing them to connect the present to the past and the future. Another observation from the 

field diary shows how also repetitive rituals create longer time spans in the kindergarten. The 

situation describes a moment when a 4-year-old boy gets a birthday present that is hidden in 

one of three very similar looking baskets on the top of the cupboard. He can choose in which 

basket to look first. Some of the older children remember from last year what is stored in each 

basket and in which one the birthday present is waiting, but they let him guess each time first 

until he has chosen the right basket and has received his little gift. The situation illustrates 

how important events accompanied with a specific ritual are stored deep into the memory of 

the children enabling them to bridge time that has passed over months. The continuous 

presence of such rituals lying dormant in props connected to these rituals can be seen as a way 

to create timelessness. Anna tells how in her kindergarten the daily preparation of food serves 

as landmarks in the week. “Monday we make rice and Tuesday we bake bread. I had a boy 

coming in one morning saying ‘I know tomorrow is bread day because today it’s rice!’” She 

continues telling that on Thursday they also eat bread and the same child once said, “I know 

today is bread, because yesterday was eurythmy and we always eat bread after eurythmy”. 
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The rhythmical and repetitive sequence that is provided by the food preparation helps children 

to build a connection between the days and orient themselves in the week. What other 

elements provide bridges in time? 

Deep connection, existential encounters and bonds 

Deep connections and bonds are stored deep into the feeling life creating in their own way 

bridges to transcend time and space. A situation from the field diary describes an event that 

took place at the end of the last day in the kindergarten saying good-bye to the children. The 

previous days, Storm, a 6-year-old boy, had been put next to me for the morning walks 

because of his social difficulties in the group. At the closing of my last day in the 

kindergarten, the teacher tells the children they can say goodbye to me. One of the children 

opens the door and the parents come in. Most children come and give me a handshake to say 

goodbye, some forget and are already in the next thing they’re going to do making plans with 

their parents or friends. Storm’s mother comes in and stands at the opening of the circle, close 

to where I’m sitting. He sees her and says quickly goodbye to his teacher. When he turns 

around he suddenly runs to me and throws himself in my arms giving me a long big hug. I’m 

totally taken by surprise and as I hold him silently in this embrace I see his mother looking at 

us stunned by his action and turning red in the face. I smile to her and she smiles back in 

wonder and surprise. I wait until Storm lets go and say good-bye to him. He turns to his 

mother and they leave the kindergarten hand in hand. Later I reflected on what had happened 

and sensed that during the walks something had shifted in the relation between Storm and me. 

I had been with him with full attention and acceptance, giving him secure but flexible borders. 

From his impulsive reaction to hug me I understood what this had meant to him and how he 

was in need of such a kind of attention. The experience touched me deeply at that time and 

even now as I’m recalling it after several months have passed, I’m immediately transported 

back to that moment and am once again moved by the depth of the encounter. The above-

described event testifies how existential encounters can leave a deep imprint on the soul 

experience and have a transporting quality that bridges time and space. Sophie describes how 

the relationship between her and the children in the kindergarten built a lasting connection 

that continues to be alive even after they have become adults: “The children still remember, 

they are now in their thirties. It was just a good time, a beautiful relationship … I still meet 

some of them and it’s always very special”. The bond created between the educator and the 
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children is expressed as transcending time and space. How in addition surroundings and 

atmospheres can create bridges to timelessness is presented in the next subtheme. 

Being there and being authentic 

The continuity of presence enables children to have a feeling of eternity. A narration from 

autoethnography describes how having a parent at home can provide the child with such a 

feeling superseding the actual reality of rush that occurs naturally in big families: “I don’t 

recall a single moment where I felt stressed or hurried although it probably occurred which is 

a common thing to happen in a family of 10 children”. The observation continues saying that 

“Although I know my mother for a few years went back to teaching after I was born, I can 

only remember her being there whenever I would come home from school”. Anna perceives 

how this security of ‘being there’ can also be provided by others: “Some families also have a 

help in the house who’s been with them for many years, so it’s like being with your mom 

because they are part of your home”. The constancy of presence of the same person is seen as 

providing a secure basis for children. Sophie also views how her daily presence as a teacher 

acted like “a cornerstone of their existence, not because I was an excellent teacher but because 

they saw the same face everyday and it was just somehow a security”. In addition to being 

present, being authentic is viewed by participants as an important way of being for the 

teacher. Lola describes how she experiences that this allows children to feel confident and 

trust you: “I find it important that children experience my truthfulness, which helps them to 

also share and express it themselves if they don’t feel so well”. She continues stating that this 

does not mean that you should become emotional “but to be genuine about your feelings, like 

a mother”. Participants as helpful tools to develop children’s trust view being present and 

authentic. On these solid foundations bridges to timelessness can be build. What other aspects 

can be helpful? 

Nature and music 

Nature and music seem to be able to function as portals through which children and adults can 

step into Aeon time. The following observation from the field diary describes a situation 

during midday rest. Once all children are more or less settled the kindergarten teacher sits on 

her chair and starts playing her lyre. The mood in the room changes immediately, becomes 

more etheric and the attention of the children is captured by the soft and cosmic tones. It 

becomes very quiet and peaceful. The quality can be compared with the deep listening that 

can be observed during story time, they are together as a group in the listening and at the 
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same time each in their own space. Time seems to expand and moves beyond measure. I 

observe that I’m becoming very sleepy myself and close my eyes to enter the same space of 

quietness and rest with the children. Shortly after I hear a boy whispering to his neighbour 

“She’s asleep.” and they both giggle. I open one eye and look at them nodding my head in 

negation to show them that I’m present although I have closed my eyes and they settle down 

again. After a while the teacher stops playing and starts reading quietly in a book. Some of the 

smaller children have fallen asleep, others are quietly playing with their hands or doll, some 

are whispering with each other. The lyre playing centred the children in listening and created 

a dreamy atmosphere in which they could turn into their own space. It enabled them to leave 

the state of daily consciousness and enter into the state of timeless dream and sleep. Another 

way of relaxing and stepping out of the fast pace of things is provided by slow and cyclic 

processes of time. Flores describes how she observes the slowing down of time and getting 

into a flow in outdoor time. “When nature envelops us all, you forget about the clock. I see 

children and teachers really enjoying their time outside”. She observes how for schools in 

cities to get to nature spaces, creates a rush to get there and a rush to get back on time. “But 

when they are in the local park or in the woods or at the playground I see relaxation”. Being 

in nature provides both adults and children with an opportunity to relax. Anna describes how 

she sees children ‘breathing out’ when they go into the forest and adds that she also observes 

it when they are playing with nature elements: “When they play with water, outside and they 

get in a mess. This is ‘Aahh [breaths in and smiles] they just collect water and put it in the 

sandbox and ‘Hah [breaths out)] …this is so nice”. The encounter with nature is described as 

helping children and adults to unwind and ‘catch their breath’. Sophie describes how she uses 

nature to help the teachers in the training to unwind from the stress to arrive on time. “We 

look into the landscape … see the changing clouds and sky and colours … we take it very 

slowly, just stand … and get a feeling for ourselves first of all. Next we do some moving 

gestures”. Nature is described as having a healing potential to counter the rush of life that 

makes breathing accelerate. Looking into landscapes with wide horizons and observing 

organic transformation in natural phenomena, expands the inner view. The image of organic 

time passage slows down the breathing and can be used as bridge to develop a more present 

way of being. Imaginative play, rhythm-rituals and routines, deep connection, existential 

encounters and bonds, and nature and music have been brought to the fore in this subchapter 

as bridges to allow time to expand and bringing the experience of timelessness within reach. 

The following subchapter will present findings that hinder the building of these bridges. 
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4.5.2 Tumble stones into the big divide 

Tumble stones are put here as a title symbolising challenging aspects that have the potential to 

lead to rush and acceleration with the danger of falling into the abyss of ‘the big divide’. The 

big divide is framed here as a state of not being present in the moment resulting in a loss of 

joy for what you’re doing and an increasing sense of not being able to cope or handle the 

situation at hand which in extremis can lead to breaking down or becoming burned out. 

Time constraint 

The distance between the early childhood setting and children’s homes, combined with the 

work schedules of parents bring their own set of time challenges to life in the early childhood 

setting. Sophie describes how time in the urban kindergarten was shaped very different 

compared to the protected setting of her first home-like kindergarten. She explains how 

parents have to bring the children from distances creating different time schedules for 

children to stay until lunch or after lunch or until 4 pm. “So you already have clear times set 

that you have to be somewhere, which you need to communicate with parents”. The travel 

and diverse living realities of children’s families created the need for a fixed beginning and 

ending of the kindergarten day. Also Anna experiences that having to be ready in time at the 

end of the day causes a certain rush during story time. “I need to be ready at 12:15 and can’t 

have hindrances. One or two is ok but not five or six hindrances like ‘Oh he’s wet.’ and then 

you have to change clothes and give water and comb hair and …”. The time constraint of the 

fixed ending doesn’t allow for anything to go ‘wrong’ and puts pressure on the teacher. In 

addition scheduled activities led by other adults can bring their own time constraint leading to 

acceleration.  

Limitations of self and others 

Planned activities led by other adults with a fixed time plan bring their own set of challenges. 

Anna feels rushed on the day they have eurythmy because she needs to be ready at 9:30 sharp: 

“When eurythmy comes [snaps fingers] we have to make room for the eurythmy teacher … 

On this day it’s sometimes like ‘Oh, I’m late!’” The organic flow of play and the fixed 

scheduled time for a specific activity conflict with each other, creating a tense feeling in the 

educator. Laura tells how her own way of being can sometimes hinder to be with the little 

child in the right slow pace: “I’m not a very patient person and I was not used to doing things 

slow because I always have a lot of things to do, so it was a real learning process for many 

years”. Developing the right inner attitude to be with the little child in the slow manner that is 
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needed is described as long and hard work. It is not something you learn quickly but more a 

complete ‘make over’ or developing a second nature that becomes your own when you are 

with the little child. Sophie describes how co-teaching can create limitations to act 

spontaneously on what is needed: “I was working with a co-teacher and then you also have to 

think it much more through, you have to think it over”. As an example Sophie tells that if she 

wanted to go outside because she observed it was needed, she had to first confer it with her 

co-teacher who had to agree on it. She continues adding that also her students sometimes 

experience being limited in their action by the cooperation with people around them. An 

additional aspect mentioned by Sophie is the personality of the co-worker. “If I worked with a 

person who needed a certain security, like you need a good chair to sit on, it was more 

difficult to relate to this time question as an art”. She continues that it became more a working 

order: “Now we play inside, now we have our snack, now we have our moving. We had to put 

much more weight on discipline”. If the person you’re working with needs a lot of security, 

you are bound to a stricter management of the day, which prevents developing an artistic 

relation to the time spent in the kindergarten. Myrtle, in her third year of teaching, describes 

how “the set agreements and shared responsibilities, like taking turns to be outside with the 

children to allow a small break for others during the day”, limits the freedom of the teacher to 

shape the day with her group as she feels is needed. Stating that that the clock time is 

sometimes too short “for all the things we want to do on a calm pace”, Myrtle expresses a 

distinction between the available clock time and the wished or needed time to do all things 

planned without being rushed. She also perceives how a lack of understanding the behaviour 

of the child because of little experience confronts her with her own shortcomings, which she 

finds difficult: “I don’t know because I still have so little experience. I’d wish that I could 

sense what would be good for that child or to understand where the behaviour is coming from 

so that I can avoid it in the future”. The lack of time spent on the job is perceived as limiting 

the experience to understand and deal with challenging situations and meet the child’s needs. 

What other aspects are challenging? 

Schedules, programmes and uniforms – the manager 

Trying to live up to the programmed schedule of the day leads to teachers trying to squeeze 

the lived reality into this tight timeframe. Flores tells how in the early years of her teaching 

“one was able to follow the mood of the group” whereas she now observes how “teachers 

really try to fit children’s behaviour into a limited amount of time”. She continues and states 
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that this leads to a stressed relationship between teachers and children, which is not something 

teachers want but “either there is pressure from the grade school or from any number of areas 

that they feel they have to make everybody happy”. Flores is convinced that all teachers in 

essence love their children but sees “they are not relaxed enough to enter into a relationship 

with the children that is warm and easy” and gives an example from circle times that don’t 

work their magic: “Teachers learn these lovely little circles … and push through it even 

though it’s obvious it’s not going to work and so it builds up kind of a pattern in these circle 

times”. She continues that when she advised some of them to play instead for a while some 

traditional games, allowing them to have fun with the children, they were absolutely shocked. 

Squeezing the lived reality into the planned schedule hinders teachers to shape life in the 

kindergarten out of a response of what they observe and leads to stress between themselves 

and the children. Further more a sense of having to do ‘what is expected’ in the Waldorf 

curriculum can burden the relation between teachers and children, if it doesn’t resonate with 

what is needed in the moment or fits the specific group of children. Sophie recalls how 

working with a colleague who needed more certainty would lead to more concrete planning 

which did not always fit the reality of life with the children. “We put our selves in a kind of 

uniform of time; 9:00 we do this and then all children do that … more concrete planning. 

Children are not always fitting into my beautiful plan, so it was less musical”. She continues 

that children responded to that. “Even if we were ok together, there was an unseen tension 

between us, which had an influence on the way things were done. We had to encourage 

children more to fit into the timetable and the planning”. The uniform of time in which life 

needs to be squeezed into, leads to hidden tensions between the co-workers, and affects their 

being with children. When fitting into the set time plan becomes the objective, there needs to 

be a strict time and behaviour management. The stress coming forth from this burdens the 

relation between children and adults, but what other challenging aspects are found? 

Lack of inner well-being and forces of health 

Children and educators are also confronted with challenges brought about by inner burdens. 

An observation from the field diary during one of the morning walks describes Storm getting 

annoyed by the singing of the girls walking behind us and repeatedly asking them to stop. His 

reaction made the singing for the girls even more interesting and it turned into a kind of a 

‘teasing’ singing. When it started to escalate I turned around to the girls and nodded my head 

asking them with my eyes to let go. They seemed to understand and left it there. Storm was 
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still unsettled and commented loud: “Singing is stupid!” I noticed his heavy step and how his 

voice in general sounded low, a little bit coarse and loud. Later I wondered if he could sing. 

Something about the singing triggered a certain irritation in the child in such a way that in that 

moment nothing else was there. After the singing had stopped the boy needed to unleash his 

built-up irritation by commenting loud about it and it took a while before he was free again to 

enjoy the walk. Anna notices how challenges in the home situation also have their effect on 

the day in the kindergarten and tells about a child who’s father was mentally ill: “Clearly 

something was wrong and for this child the day didn’t flow as it did for the others. You could 

see sadness in her, she was like this [hangs head down] a little bit depressed I think”. Also 

basic things such as a dislike for certain food can burden the child but the way Anna sees it 

they are also important learning curves: “She comes and asks ‘What are we going to eat?’ 

Then she asks ‘Do I need to eat it?’, and I say, ‘We try.’ So from 8:10 until 9:00 she’s crying 

and moaning”. An inner burden can weigh heavy on the child occupying the inner space 

needed to engage with the surrounding and others in a sociable way. Difficult situations 

become even more challenging if teachers lack the needed forces of health. Anna says: “We 

all know how it is if we have not slept well. Children are so much with your forces that if you 

don’t sleep well or enough you don’t have so much forces to give”. Myrtle recognises how 

sufficient sleep is essential for the educator to be really present and experiences that if you are 

not really present children “sense this and take it as an opportunity to slip away to do 

something naughty”, which makes the day even more challenging. The next subtheme views 

how the social environment brings it own set of challenges.  

Social challenges 

Children are imitators by definition, which means that also non-appropriate content in their 

surroundings, find their way into the early childhood setting and challenge the dreamy world 

of the young child. Anna describes a situation she had in her kindergarten a few years ago 

when all the boys of her kindergarten had older brothers, which brought content to the 

kindergarten that was not appropriate: “…too much dirtiness in the mouth and also this area 

you know [points to genitals]. It spoils your class when you have this”. Anna also experiences 

that today children are getting much more information to deal with through their parents who 

drag them into their adult activities: “I have parents that take their children to demonstrations 

with flags and everything … parents don’t protect against these issues, so much information”. 

Impressions or context that are beyond the child’s world of inner reality, are described as 
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staying with the child as a mental image that cannot be integrated in a meaningful way and 

therefor occupying the child’s free inner space. Flores observes how this affects children’s 

play especially in big Western cities: “There’s overstimulation on a sense level, they’re much 

more in their heads than in their bodies and very often they are isolated”. She further notices 

that they are often the only child in the family or have only one sibling and take classes after 

kindergarten. A specific challenge that adds significantly to the overstimulation of the senses 

and limits the engagement of bodily activities, is the presence and use of screen technology. 

The digital divide and the loss of inner pictures 

The use of screen technology is taking away time for children to engage in play and 

accustoms them to a very quick alternation of visual images and a short attention span. Flores 

observes how this affects their ability to listen to a story: “They haven’t learned to listen to 

stories, with the media and all that it’s harder for them to form the inner pictures. It’s a 

restless time I would say”. But also teachers seem to have a hard time forming the inner 

pictures of stories and turn to reading instead of telling by heart: “Even at story time, which 

used to be a timeless moment for everybody, I see teachers who are reading the stories and 

children have a hard time to listen”. Flores continues describing how she sees teachers using 

their smartphones in the kindergarten while being with the children. “They say they’re 

checking the time but they’re also checking emails, Facebook, Twitter… take phone calls in 

the classroom. Until they can liberate themselves from that, there’s a real difficulty with 

having a different relationship to time”. The fast input and response that the Internet provides 

changes the relationship young teachers have to time. Continuing Flores describes how young 

teachers have difficulties to let a process unfold. “I think with the younger generation 

processes are hard…; they want to be there already… the processes that allow you to forget 

time and enter into the activity are being eliminated because there is no time, which is ironic”. 

The irony of feeling there is no time for allowing a process to unfold, while exactly the 

process would be a way to relax and create time seems to be a symptom of our modern times. 

Through the Internet the possibility of being linked to others and events is continuously there 

and challenges being present in the moment and in the sequential flow of a process.  

Being occupied 

When the organisational aspect of an activity requires a lot of attention, it’s hard to expand 

the view and observe. A situation from the field diary pictures such a situation during free 

play. I noticed that the activity I was doing in the ‘tailor-shop’ took all my attention and it was 
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hard to expand my observation towards the whole group. When the view is blocked and the 

inner space needed for observation is occupied, children with difficulties respond with 

challenging behaviour. Sophie describes how attention can bring about change: 

Many times kindergarten teachers come to me and say: “You have to look at this 
child because it’s really a difficult child and we want you to see how difficult it is 
for us to deal with him”. And I’m sitting and I’m looking, also at this child and 
then at the end of the morning they come to me and say “Ah, it’s such a pity; the 
child did not demonstrate his problems to you”. I try to explain to them that the 
fact that somebody is seeing the child, because I don’t do anything with him I just 
follow him with my eyes not all the time but from time to time and be present in 
the contact with him, it helps, it’s holding him in a way. Seeing the children is 
helping them to be in a more healthy way in a certain sense. 

Being present and holding the child in attention helps the child with difficulties to act 

different in his environment. Sophie continues with another example, this time from being 

with her grandchildren and explains that the moment she has to do things like answering the 

phone, her grandchildren suddenly need her all the time: “Grandmother, grandmother you 

have to be with me!” She sees how at such a time she is in fact no longer with them but with 

the person who’s phoning and there arises “something tense in the air, they don’t have a place 

to breathe”. Sophie explains it as occupying the space with our own adult feelings and 

thoughts. But children’s needs and adults’ needs don’t always match. 

Conflicting needs 

Children’s and adults’ needs can also conflict and bring about challenges. Sophie sees 

teachers wanting to work part-time, posing challenges for children: “Then comes the child 

and is looking ‘Who is working today? Is it my beloved teacher? No today she’ s not there…’ 

Here I have a question, is it a time question or is it a quality question?” She continues that you 

can’t ask the teacher to work more than she or he is ready to give, but that for children 

continuity is very important to feel secure. Hannah refers to the conflict she sometimes 

experiences between the sensed time and the clock time: “You have your daily activity, 

preparing the food for example and you sense from the children that you need to round this up 

to go outside, but at the same time you feel you can’t round it up at that point”. Upon being 

asked what keeps her from following the sensed time Hannah says: “Me, I think that I’m 

preventing myself and also the limited time, when will I then do the activity, prepare the 

soup… ”. Continuing she realises that it’s actually the expectations of the parents who will 
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ask their children “Have you eaten nice soup today?” that prevents her from following the 

sensed time. Perceived expectations of others can mislead teachers’ decision making, doing 

what they think is expected by others instead of directing their actions towards what they 

perceive as children’s immediate needs. 

Summary 

This subchapter highlighted participants’ viewpoints on aspects perceived as supporting or 

hindering the time quality in Waldorf early childhood settings. Aspects mentioned that serve 

as important building blocks to construct ‘bridges to timelessness’, include: imaginative play, 

rhythm - rituals and routines, deep connection, existential encounters and bonds, and nature 

and music. Aspects voiced that challenge children and adults and can become ‘tumble stones’ 

by which they fall out of a coherent wholeness of life, into ‘the big divide’, include: time 

constraints, schedules, programmes and a uniformity of time, a lack of inner well-being and 

forces of health, social challenges, the digital divide and loss of inner pictures, being occupied 

and conflicting needs.  

4.6 The in between 

‘In between’ is chosen as a title, symbolising the transition time between the alternation of 

more outward and inward directed activities. Breathing is used as a metaphor to understand 

the characteristics of these opposite dynamic gestures and to uncover the importance of the 

turning points that lie between them. The findings presented gather participants’ viewpoints 

on aspects that support the passage through these turning points and which are used here to 

understand the dynamics that run through the day and the activities. Looking at ‘the in 

between’ as the time in which the turning points lie, three windows will open: gestures of 

breathing, moving between shores and the mood of Kairos time. The first window focuses on 

findings that relate to the different gestures of breathing, the second relates to aspects that 

support the passage through the turning points, and the last window describes observations 

relating to doing the right thing at the right time. 

4.6.1 Gestures of breathing 

Alternation and pendula  

Allowing a natural flow to run through the day and activities brings the gesture of alternation 

between peripheral or outgoing activity and centred activity. Observations from the field diary 
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show how this pendulum gesture constitutes the day in the kindergarten: arriving – free play – 

morning verse and snack – outdoor play – lunch and rest – outdoor play – closing circle – 

going home. But also within the course of an activity children engage following the dynamic 

of their own pendulum swinging between activity and rest. Anna describes how she creates 

during free play the time and space for children’s individual dynamic: “I have everything 

available and they can come and help and go and play and come and help and go …”. Flores 

describes a similar gesture: “Children played and then they worked and then they played ... ”. 

Sophie agrees and adds: “You can’t just play the whole morning. There has to be something 

which is collecting them in a certain way but it depends how you do that”. She continues and 

sees that a balanced alternation in breathing is like art: “If we have a piece of art [breaths out] 

we feel our breathing in a wonderful way and if I’m in tension that I have to succeed or to 

achieve, you’re more in a pressure”. An observation from the field diary reoccurring during 

the ritual of saying a verse, exemplifies how moving together can bring this artful alternation 

between the two opposite gestures. “All children rise in imitation with their teacher on their 

feet and say the verse together. There’s synchronised breathing, speaking with gestures 

alternating between going out and in”. The moving between the peripheral and centred 

activity is described as being linked to breathing and needing flexible transitions that allow 

children to engage from their individual dynamic. What other dynamic gestures do 

participants perceive? 

Waves 

In addition to the alternation of centred and peripheral activity that runs through the day, 

waves of dynamic activity and chaos are seen as being part of transitions into these different 

time qualities. The following observation from the field diary describes the arrival of parents 

and children in the kindergarten. “After a while there are a lot of bodies small and big in the 

room and it feels like things are becoming dense, building up”. The arrival is described as a 

moment in time, bringing different dynamics and realities together that have to find their way 

into a congruent whole. A similar gesture of a wave building up during free play is described 

by Anna: “It takes sometimes maybe 10 or 15 minutes of chaos and then ‘whoo’ [breaths out 

like wind with hands moving out and downward], they settle down and really play”. The 

chaos in the beginning of free play is seen as a part of the wave. But also during free play 

different waves are observed. Another observation from the field diary describes a moment 

after the first 45 minutes of free play when suddenly the dynamic in the group quieted down 
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as if the tide was out. “It lasted for just a few moments and then the activity built up again and 

the children continued playing”. Anna observes something similar: “There are other flows … 

it is more ‘hah, hah, hah, hah ([short outbreaths, building up] and then they wait a little bit and 

then it starts again. Very seldom they follow the same play for 2 hours”. Sophie observes also 

during the day different waves: “There were times when you could better do things and other 

times less”. Different dynamics and waves run through the rhythm of the day and are part of 

the activity and the transition into it. Alternation and pendulum and waves are described as 

gestures of breathing. But what supports a good passage through these dynamics and waves? 

4.6.2 Moving gracefully between shores 

Between the opposite breathing gestures there are two intermediary moments; one related to 

holding the breath and the other to a moment of pause or rest until the next breath is taken in. 

The following subthemes relate to aspects supporting these two transition moments. 

Attention to hold 

The attention of the adult has the power to hold children’s attention and to support the smooth 

transition between focus and release. An observation from the field diary describes the end of 

a movement story during eurythmy class. The eurythmy teacher went to each child placing a 

copper ball in the joined palms of their hands that during the story had been laying on a silk in 

the center as the ‘golden sun’. Once the ball was resting in their hands she looked at the child 

and said: “May the sun warm your heart and give you strength”. Then the child went in 

silence to their kindergarten and the mood in the hall felt sacred and peaceful. As the 

eurythmist goes around, the gaze of several children is turned inward while others are 

carefully observing her. There seems to be all the time of the world and the promise of getting 

individual attention and holding the ‘golden sun’ helps the children to dwell in the moment 

and move gracefully from there into the next situation. Another observation illustrates how 

during storytelling the children imitate the attention of the teacher connected to the images 

she tells. They are turning their gaze inward and surf dreaming on the images they create 

while listening to the story. Although listening to a story can be seen as relaxing, it is also a 

strenuous activity that can’t be held too long. The focused attention of children is limited and 

needs to be countered with releasing the tension. Another observation shows that the calm 

response and focused attention of the teacher can help to hold and settle tense moments. The 

situation describes a birthday celebration during which all children but one were waiting with 
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eating until all were served. His neighbor sees it and tells the teacher. The boy holds his 

breath and looks helpless to his teacher saying, “It was an accident!” upon which the teacher 

replies “Then it’s ok, accidents happen”. The boy sighs relieved. The calm response of the 

teacher uplifted the tension that made the boy hold his breath and caused distress. 

Rest and the pause 

Moments of rest are essential in providing a balanced rhythm of the day in which the health of 

children is furthered. When given the opportunity, children spontaneously look for moments 

of rest. An observation from the field diary describes play taking place in the ‘gnomes house’ 

where small standing puppets, knitted animals, gnomes, pinecones, stones, houses and bridges 

carved out of logs and branches are placed to invite quiet play. “Regularly I see children 

there, engaged in quiet play, creating a story on their own and then leaving again”. Also the 

midday rest during long days is needed to allow children to process the impressions of the 

morning and replenish their forces to deal with the group dynamic in the afternoon. Another 

observation at the end of the day shows children get ‘cranky’ if their basic needs for rest are 

not met in time. “The children were happy to sit down and retreat in their own space. Some of 

those that had not slept were more quickly irritated and restless”. Taking moments of pause 

during the day are also seen as a way for teachers to become aware of their own breathing and 

being in the moment with the children. Sophie describes how kindergarten teachers have a 

tendency to be busy all the time: “We have many children and we have to cook and we have 

to do this and that. Of course it’s also very important… ”. Nevertheless she states that 

teachers shouldn’t become an example of “…being pressed ... this breathing quality is 

something we also have to control in ourselves”. To control their own breathing Sophie says 

that moments of doing nothing during the day are important: “To feel myself, how do I 

recognise myself? Allow yourself from time to time to sit and feel … ”. Anna describes how 

not allowing pauses in a busy life can lead to a breaking point: “I came to a point in my life 

where I had to choose; either I would break down or I would survive. I wanted to survive in a 

good way”. She explains how she used to plan the one meeting directly after the other in an 

attempt to save time and resulting in being very stressed. Now she allows half an hour or 

more between appointments, which allows her to breathe between meetings. “I could go home 

earlier if I would have one appointment right after the other, but now I allowed something to 

happen between us, and I can breathe between the meetings”. Although from a clock time 

perspective taking pauses cost time, the sensed time expands and enables encounters to take 
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place, and keeps the breathing in control. Anna explains how the conscious integration of 

pauses helped her to deal with her busy life, and changed her life, allowing her to be full in 

the moment instead of feeling constantly divided, which in her opinion ultimately “kills 

everyone”. Although her life is still full, she states: “I’m busy but I’m not stressed anymore”. 

To be fully in the moment is seen as a way to deal with the fast pace of life and helping to 

control breathing. Flores sees how to be present is a challenge for teachers today leading to a 

sense of breathlessness: “Teachers are breathless and they are not present. They’re trying to 

figure out how many more minutes they have before they have to move on to the next 

activity, like before they have to go outside”. She continues saying that the children also 

imitate this breathlessness: “I also see children who cannot really deeply engage either. They 

are imitators so they are going to follow the breathlessness of their teacher”. The lack of 

pauses as a naturally gesture in breathing is seen as creating a state of breathlessness, pushing 

teachers out of the present moment and affecting children’s deep play. Attention to hold and 

moments of pause to allow breathing, recollection and being present, are brought to the fore 

as aspects that help to move gracefully between the shores of out and in breath.  

4.6.3 The mood of Kairos time 

Kairos time is chosen here as framed by Merriam Webster (2018) as “a time when conditions 

are right for the accomplishment of a crucial action: the opportune and decisive moment”. 

The following subthemes present aspects that participants perceive as contributing to 

presencing and thus creating the opportunity to do ‘the right thing in the right moment’. 

The inner work: emptying – presencing – intuition 

Being present in the moment requires a process of first emptying yourself. Laura uses the time 

between home and the kindergarten for this inner work. After taking the underground and the 

bus, she has to walk under the trees. “It’s a nice little walk in silence as there are not many 

people around, so you grow into this mood, and when I arrive in school, I just say hello and 

go inside. I don’t go into meetings etc.”. Laura continues explaining how she has to make a 

conscious shift from her life at home in the morning where “everything goes ‘tatatatatata’ 

[speeds up] and then you have to ‘woops’ [throws hands in the air] give everything away”. 

Similar to caring for the outer space, she sees the inner one also needs to be a peaceful space 

that is “clean, clear and there is no problem going on in there”. Laura further more states that 

it “takes a lot of inner preparation, …of consciously leaving things out of yourself until the 
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children are gone home again”, which becomes a habit “to protect yourself”. Making space in 

yourself is seen as an important first step towards presencing. Sophie agrees and describes it 

as silencing the inner noise. She recognises how it has a real influence on children’s play: “If 

I’m really able to put away the noise in myself and all the duties I have and am able just to be, 

they play so beautifully”. She continues describing how children in such moments play very 

independent, “you don’t have to do anything with them and they are really able to work with 

themselves”. Freeing up the inner space by silencing the ‘noise’ inside is seen as the first step 

to enter a lived moment with full presence. Children imitate this inner connectedness, which 

helps by them to engage in play. Once the inner space is created, listening to what is needed 

in the moment becomes possible. Sophie describes how being “in this process of listening and 

not knowing how it should be done but really listening” the outcome of what you do “is 

something really fine”. She also feels that “children are then more relaxed”.	Having worked 

with children with special needs, Sophie developed “listening to individualities, looking for 

the moments you can do something or can’t”. She sees having to find new ways all the time 

“a very good preparation for the work with young children”. When listening in the moment 

has the quality of presencing, the possibility is given for doing the right thing at the right 

moment. This ‘sudden insight’ doesn’t come as the result of a preconceived plan but is 

experienced as a flash to say or do something more intuitively. An observation from the field 

diary describes a situation during lunchtime. Pilar one of the girls at my table had eaten 

already two cups of soup and asked for a third. After two spoons she took her dessert while 

looking at me. I sensed that she was checking whether I was going to say something about 

that from which I understood that she was supposed to finish her soup before eating desert. 

She clearly expected me to say something. I raised my eyebrows and said: “I think desert is 

for when you’ve finished your soup”. Pilar turned her head sideways, moved the cup away 

and took her desert while giving me a smile. She was clearly challenging me. I looked at her 

and without saying a word I moved the cup back towards her. The other children at the table 

were watching carefully what was happening. One of the other children said in a warning tone 

and kind of alarmed: “Pilar can get very angry and then she screams really very loud!” Pilar 

looked at me victoriously waiting what I would do with this information. I could sense the 

tension growing at the table and I had to focus to keep my inner calm. Suddenly I responded 

in a casual manner without looking at Pilar: “That’s ok, I have very strong ears”. From the 

side I saw Pilar baffled, clearly not expecting this response. Shortly after she took the cup and 

ate two more spoons with a long face and then put the cup away in a determined manner. It 



80 

 

was almost empty and I left it at that. The tension at the table was gone and everybody 

continued eating. Relieved, I wondered where my response came from. It had clearly worked 

and was the right thing to say at the right moment. Later Pilar helped me doing the dishes and 

gave me big smiles. I realised we had established something together. The intuition to respond 

in the right way and at the right time seems to come from a source of knowledge that moves 

beyond conceptual reasoning, arriving on the wings of Kairos time.  

Contemplation and meditation 

Participants voice contemplation and meditation as inner work that help prepare the way to 

this kind of knowledge. A narration from autoethnography describes the experience after a 

visualisation process that is used to reach an inner space in which contemplation is possible. 

“When I open my eyes there is still a short moment where I feel that I’m present in a different 

way as if viewing things sharper or in a different light”. The contemplation exercise is 

experienced to have altered the immediate perception. Further on the observation describes 

how while being in the exercise, “the notion of time and space stops and if I come out, it feels 

like I’ve been on a long travel”. Laura describes how she uses in meditation images that help 

her create a protected space when she’s with the children: “You imagine yourself to be in a 

crystal bell, where you are protected. You can put yourself and your children in this bell and 

this image creates in me the right mood to be with the children”. Sophie perceives the 

eurythmy exercises in the teacher training having a meditative element: “What does it mean to 

go in this direction, to go backwards, to go slow and then quick?” She experiences the 

preparation with movement in time and space helping to get a feeling for what lives between 

the sense perceptible phenomena, opening an inner space of attentiveness. Here, listening and 

seeing beyond the outer presence becomes possible. 

Summary 

This subchapter gathered participants’ viewpoints of elements contributing to Kairos Time, or 

being able to do the right thing in the right moment. They relate to the inner work of the 

teacher and include: creating inner space through emptying; developing a listening beyond 

direct appearances through presencing and paving the way to intuition through cultivating 

contemplation. The following subchapter expresses the hopes and wishes teachers have for 

children in the near and distant future. 
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4.7 The Breath of Time 

The title in this last window signifies how shaping a quality of time that furthers the bodily, 

social-emotional and spiritual well-being of children depends on time having breath. First, 

participants express their hopes and intentions for children’s immediate and distant future. 

Towards the end of this subchapter they are granted one wish for children to come true.  

4.7.1 Hopes and intentions 

Time to play and grow healthy by allowing children to stay in kindergarten until they’re 

ready, is Anna’s hope. “Because they have so much to give and to receive and if we know that 

the body is not going to be ready yet, something is going to be weak”. Shortening this time in 

life that doesn’t come back feels to her, “like the milk that comes out of the pot; you can 

never put this back. You don’t realise this now, only later and then it’s too late”. Anna is 

grateful to parents bringing their children to her kindergarten where they have time to grow. 

Love to develop a strong inner core is what Laura hopes that children will be given so that 

they can be happy with whatever life brings. “That they inside feel they are strong enough and 

that happiness in life does not depend on being rich or famous but on being able to deal with 

difficulties, …to overcome their own obstacles and be happy about it”.  

Childhood as a wholesome experience that allows children to escape from acceleration and 

rush is what Flores hopes. She explains this quality of wholesomeness as a place where things 

make sense and are digestible, good, and beautiful. Summing it up she calls it a “space where 

things breathe. As a new teacher I visited a lot of teachers and classrooms and the ones that 

made the biggest impression on me where the ones that were timeless”. Looking at what 

children need today she sees that they need to step out of the movement of clock-time. 

Becoming an artist of time is what Sophie hopes teachers will develop so that they will 

shape their day with the children artistically. She sees the shaping of time as a big question. “I 

tell them to listen to the music of the day… to the breathing of the children, of yourself. When 

were you tense, when more relaxed and happy”. She advises teachers to see the “art of time” 

as a new creation each day and not “look at it as a working place where you have to succeed”. 

Participants’ hopes and intentions for children all relate to giving time. Time to play and 

develop a strong bodily foundation as a fundament for life. Time to develop deep trust in the 

inner core of self through the loving care of others. Time in which childhood is a wholesome 
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experience and things have meaning and coherency. Time as an artistic and musical flow in 

which adults and children feel carried on the stream of life, each day created new. 

Granting one wish to come true 

The following responses voices participants’ wishes for children. 

The joy to do their own, make their own successes, finding their own inner 
strength. I see their faces and there’s such a deep joy of victory and that’s a 
feeling all children need to have. To feel ‘I am able, I can.’ (Laura) 

To be seen for whom they really, really are. Not in their behavior or physical 
looks but to really be seen in their essence by the adults around them. (Flores) 

That they can be what they want to be and not what we want them to be. That they 
can feel the secret that is told to them by Godfather and are not diverted to 
something else that is not their aim. (Anna) 

That people have time. Time is not a pressure, time is a gift. Now is a time to just 
be, and then a child can feel free, not always going to somewhere. (Sophie) 

The wishes granted by the participant fairies share the importance of developing a strong 

inner core through a surrounding that gives them a feeling of self-efficacy, that values and 

loves them for who they are, that respects and helps them to follow their inner calling and that 

sees time as a gift of ‘being’.  

4.8 Summary 

Exploring how Waldorf early childhood educators perceive, understand and describe time 

qualities in their educational settings, three time moods were presented: expansion of time, 

contraction of time and in between time. 

Connected to expansion of time, a mood is linked that breathes a quality of eternity framed as 

Aeon time. It is characterised as timeless, free and paradise-like, as a natural and rhythmical 

flow, and as peaceful, slow, wholesome and homelike. From this develops the ability to see 

things from a wide perspective, creating a big view. Aspects contributing to this wide 

perspective are a long life and the lasting of things.  

Juxtaposing to this is a mood framed as Kronos time in which time contracts, breathing a 

quality of time constraints and fragmentation. Characteristic aspects found are: result oriented 

and time limited, rushed and accelerated and creating the perfect storm. As a result from fixed 
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expected outcomes the view becomes shattered. Losing sight of the bigger goal, early 

childhood settings turn into proofing grounds creating tension, stress, breathlessness and 

feeling divided. 

Exploring participants’ view on educators’ role as co-creators of the time quality in the early 

childhood setting, the following aspects were found important to ensure: time to grow, time to 

connect and encounter, time to embody and integrate, time to prepare-transit and arrive, time 

to resolve and time to trust and develop a sense of self.  

Looking into the way to realise this task, supporting and hindering aspects were found. 

Findings presented supporting the building of bridges to timelessness are: imaginative play, 

rhythm - rituals and routines, deep connection - existential encounters and bonds and nature 

and music. Hindering aspects gathered as findings that are seen as tumble stones are: time 

constraints, schedules, programs and uniformity of time, a lack of inner well-being and 

decreased forces of health, social challenges, the digital divide and loss of inner pictures, 

being occupied and conflicting needs. 

The quality of time relating to transition moments is explored as ‘in between’ time. Using the 

breathing process as a metaphor to understand the different dynamics and gestures at play it is 

explored from three angles: gestures of breathing, moving gracefully between shores and the 

mood of Kairos time. In gestures of breathing, the pendulum movement of alternation and 

waves are brought to the fore as findings characterising the different dynamics that run 

through the day and that can also be observed during the course of an activity or the transition 

into it. The subtheme ‘moving gracefully between shores’ gathers aspects that further the 

passage through the two turning points in breathing: holding at the end of the inhale and the 

pause after the exhale and before the next inhale. Findings related respectively to: attention to 

hold and the integration of pauses to allow rest and balanced breathing.  

Towards the end the future horizon opens viewing the hopes, intentions and wishes that 

Waldorf early childhood educators have for children for the near and distant future. 

Approached from different sides they all share the hope that ‘time as a gift’ will be given to 

children, helping them ‘to become who they are’. 
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5. Discussion 

5.1 Introduction	

In this chapter I address the last part of the research question by demonstrating how findings 

from this empirical research can expand the understanding of existing theories relating to the 

research question: How do Waldorf early childhood educators perceive, understand and 

describe time qualities in their educational setting. The previous chapters prepared an 

objective ground on which I now join the philosophical conversation from my own 

understandings. In this chapter I discuss empirical findings by bringing them in conversation 

with existing theories presented in chapter two, the literature review. Accepting the inevitable 

bias of personal interpretation, my understanding of findings and theory is inspired by 

anthroposophy and builds on my prior experience and insight as a Waldorf early childhood 

educator, mentor and trainer. Instead of seeing this as a limitation I use it to explore and 

discuss the depth of the research findings from a metaphysical and spiritual perspective. 

In the first subchapter I take up the first two aspects of the research question: ‘What qualities 

of time do participants perceive in a Waldorf early childhood setting? How do they perceive 

children and adults acting within these different time spheres?’ I first discuss Aeon time and 

Kronos time as two different qualities of time with Kairos time as a third intermediary one. 

Next I discuss the perceived effects these time qualities have on children and adults.  

I discuss the third aspect of the research question ‘How do participants perceive and 

understand the role and possible ways of the educator in shaping these different time 

qualities?’ in the second subchapter. Here I first look at findings relating to educators’ role in 

the subtheme named ‘the mission’. Next I discuss in the subtheme ‘the way’ supporting and 

hindering aspects of realising this role respectively referred to as ‘bridges to timelessness’ and 

‘tumble stones into the big divide’. 

In the last subchapter I take up the fourth aspect of the research question ‘What are their 

hopes and intentions for children for the immediate and future reality?’ The last two aspects 

of my research question: ‘How can these insights inform and support Waldorf early childhood 

education? What are possible outcomes for children, adults and the communities linked to 

these Waldorf early childhood settings?’ will be taken up in the chapter 6: Conclusions. 
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5.2 Qualities of time	

In the following subchapters I discuss findings relating to the first two research questions: 

‘What qualities of time do educators perceive in a Waldorf early childhood setting? How do 

they perceive children and adults acting within these different time spheres?’ First I discuss 

three qualities of time and unravel the meaning behind the participants’ characterisations in 

relation to theories from the literature review. Next I discuss the perceived effects of these 

time qualities on children and adults highlighting further possibilities and consequences.  

5.2.1 Expansion of time and the big view	

The following subthemes take up the discussion on a time quality that is expansive, referred 

to in this research as Aeon time. To unearth participants’ findings relating to this time quality, 

I first explore the characteristic aspects they use describing the mood of Aeon time. Next I 

discuss in the ‘big view’, the mentioned effects of this time quality on adults and children, 

exemplifying the reciprocal effect between experience and perception of time. 

The mood of Aeon time	

Participants describe a time quality that ‘expands time’, as timeless, free and paradise-like. 

They further characterise it as having a natural rhythmical flow that is peaceful and slow and 

creating a wholesome and homelike feeling. Looking at the philosophical discussion on time 

as being or time as becoming, the connotation of timelessness as eternity can be understood as 

an expression of the first and beyond the grasp of rational explanation (Augustine, 2006) or 

natural science (Einstein in Simms, 2008). In this respect, mythical time, in which time was 

seen as a creation of Aeons directly linked to the divine principle (Han, 2017; Steiner, 1918), 

comes close to participants’ description of timelessness. Findings from autoethnography 

describing experiences of timelessness in early childhood, exemplify theories stating young 

children’s dreamlike consciousness as still ‘being one’ with the world. Steiner’s (1995) view 

on the young child’s oneness with the world as their way of being before they become self-

conscious, can be understood as a time of life when sense perception is still veiled by the 

dreamy consciousness, allowing the child to dream into the world and vice versa, allowing the 

world to dream into the child. To dwell in time as being, as an experience of timelessness, can 

thus be understood as a natural state of mind of the young child. Participants’ reflections show 

adults also experience moments of timelessness, referring to blissful moments or even days 

unfolding without noticing the passage of clock time. For children and adults alike, 
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timelessness refers to a temporal reality that transcends operational time measured by the 

clock and that can be understood as ‘lived time’ experienced ‘pre-reflectively’ and occurring 

in moments of union between self and world (Merleau –Ponty, 1962; Simms, 2008).  

The free and paradise-like image mentioned by participants speaks to a quality that provides 

the inner and outer space in which processes of creation, novelty and an abundance of life-

giving forces can prevail. Looking at the inner space, it addresses a sense of freedom and 

willpower to do what is perceived as needed in the moment and not to be held back by 

interfering thoughts, feelings or drives (Schiller, 2002; Steiner, 1995). Looking to the outer 

space, it addresses the freedom that arises out of an environment that gives trust and support 

to the educator as the sculptor of time and space in the early childhood setting. With it a 

natural rhythmical flow is described as characterising this paradise quality, which can be 

understood as coming forth from a deep connection with cosmic and organic rhythms 

(Lefebvre, 2004; Steiner, 1981) and held together by a narrative that is meaningful and gives 

it direction (Han, 2017). For a narrative or story to unfold and become apparent in human 

experience, time is needed to linger, ponder and ground the experiences that form the 

different components of the storyline (Han, 2017). The story of ‘home’ is one that is familiar 

for both educators and young children alike and is described by participants as providing a 

meaningful narrative for the flow of the day’s activities in a Waldorf early childhood setting. 

This is further supported by research findings that state the advantages of home-based 

childcare for young children’s inner well-being (Badanes et al., 2012). The image of home 

can be seen as constituting the right context for establishing a relational quality in which a 

basic feeling of security through nearness and attention, love out of interest in the other and 

empowerment of self are key objectives and generate wholesomeness. The importance of 

establishing sound relationships in early childhood for the healthy development of self is 

supported by theories of attachment, attunement, relationship-formation and Self (Bowlby, 

1988; Buber, 1970; Farmer & Maister, 2017; Marshal, 2011; Mathisen & Thorjussen, 2016; 

Rosa & Endres, 2016; Schoorel, 2016; Steiner, 1996a; Welch, 2014; Winnicot, 1971/2009; 

Zahavi, 2005).  

The big view 

How we experience time shapes the way we look at things and how we look at things has an 

effect on how we experience them and act upon them. The importance of the quality of the 

inner world of the entrusted adult becomes apparent when we understand the adult caretaker 
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as the first world for the child to breathe in. Participants describe how overviewing long time 

spans of life, supports the creation of a big view on life through which time experience 

expands. The reflection on life can be understood as enabling the emergence of a narrative, 

with Self as the principle character (Han, 2017). In retrospection a storyline can surface from 

which the perspective on what ‘in the long run’ really matters, can be found anew. Such 

moments of aftersight are pregnant with initiatives for change and the power to realise and 

uphold them (Meyers, 2008; Steiner, 1975, 1977; Zajonc, 2009). In addition the presence of 

things with longevity that embody care and attention, is found to breathe in its own way an 

expansive quality of time. Theories understanding natural phenomena possessing a living 

nature and following their own rhythm, can help us to unveil the workings behind this 

mysterious bond (Lefebvre, 2004; Schoorel, 2016; Steiner, 1994a,b). The devoted attention 

applied in the creation of things and in the daily caring for them, can be seen as creating a 

strong bond and having the power to ‘release’ the living nature from the outer form that 

confines them. This deepened look also has the potential to rediscover the interconnectedness 

between all things, through which the view can expand until it encompasses all in a 

meaningful whole (Han, 2017; Lefebvre, 2004; Steiner, 1940, 1981). Contributing a living 

nature also to inert objects that are full of presence, challenges Buber’s I-It theory (1970). It 

lifts the It to a living status with which we can develop a certain relation that bridges the 

distance first needed for perception. Taking it one step further one could ask if therefore it 

makes a difference to the It how we experience It and if in this case a theory of resonating 

relations also applies (Rosa & Endres, 2016; Steiner, 1981). Building on Lefebvre’s (2004) 

theory that also inert things have a rhythm or pulse and on the anthroposophical view that all 

matter is a physical condensation of a spiritual reality that lies behind it and that our thoughts 

and feelings are realities that have an effect in the world, one could certainly wholeheartedly 

say, yes. However, the question remains if a distinction should be made here between the inert 

that has presence through its living nature, like a stone or something made of wood, and the 

inert that as mediated presence has an artificial or virtual nature made up of plastic or pixels 

and bytes (Lefebvre, 2004; Schoorel, 2016; Steiner, 1994a). 

Summary	

Participants’ perception of a quality of time that is expansive is discussed as timeless, free and 

paradise-like. Timelessness is described as connected to an element of eternity or 

permanence, and related to time as being. Transcending operational or clock time, it is seen as 
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a manifestation of lived time and the main mode of time experience for children and adults 

alike. Taking up the characteristics of Aeon time I discussed ‘timelessness’ in relation to the 

eternity aspect in time as being. Transcending operational or clock time, I then explored Aeon 

time as a manifestation of lived time, which supports the dreamy consciousness of the young 

child. Next I discussed ‘free and paradise-like’ as other characteristics of Aeon time, from the 

perspective of inner and outer space and relating to respectively inner freedom and trust. 

From this trust I discussed the possibility of the educator as a sculptor of Aeon time with a 

rhythmical flow that is peaceful and slow. These aspects are discussed from the view of being 

connected to cosmic and organic rhythms and held together by a narrative of home. Finally I 

took up ‘home and wholesome’ as the last two aspects characterising Aeon time and 

discussed the image of the home providing a basic security for young children to develop 

sound relationships that support their development and generate wholesomeness. Looking at 

the effects of Aeon time, the experience of duration through retrospection on life or the 

nearness of things with longevity, are discussed as having the power to surface a storyline that 

shows the interconnectedness of things. The big view that arises out of this is seen as having 

the power to change the experience and perception on what ‘really matters’ from where a 

different approach of doing things with deep breath can come forth. 

5.2.2 Contraction of time and the shattered view 	

The following subthemes take up the discussion on a contracting time quality, referred to as 

Kronos time. First I explore the meaning behind participants’ characterisations describing the 

mood of Kronos time. Next I discuss the mentioned effects of this time quality on adults and 

children, exemplifying the reciprocal effect between experience and perception of time. 

The mood of Kronos time	

Participants describe a time quality in which time contracts, breathing a mood that is result-

oriented and time-limited. They further characterize the temporal dynamic as rushed and 

accelerated, building up to create ‘the perfect storm’.  

The image of time that is limited, speaks to a finite aspect of time. Standing opposite from the 

eternal aspect of time as being, the time limited character of Kronos time can be linked to time 

as becoming (Panofsky, 1939; Savitt, 2017; Simms, 2008; Wheelwright, 1966). Having its 

field of action in the transient world of sense perception, it can be grasped and measured. 

Detached from time as being, time as becoming becomes reduced in meaning and loses its 
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original potential of Chronos Time as the God who ruled the Horae (Parada, 1997). 

Diminished to a modality of time with a small ‘t’, Kronos time runs the risk to become treated 

as a commodity and dressed in uniform. The expressions ‘no time to waist’, ‘running out of 

time’ and ‘time is money’ are manifestations of a cultural mindset that links time to labor as a 

commercial product (Arendt, 1958; Han, 2017; Lefebvre, 2004; Rosa, 2010). Participants’ 

findings adhere to this and testify a shift in Waldorf early childhood settings, from a child-

focused approach to a success-oriented one leading to a temporal dynamic of rush and 

acceleration. The image they describe indicates that an economic-driven mindset also 

challenges the quality of time in Waldorf early childhood settings. Looking at the drives 

behind this shift, they point to educators being under pressure coming forth from wanting to 

meet internal and external expectations. As internal pressure, they point to educator’s urge to 

be seen as a good and successful teacher. From without, they identify societal expectancy as 

an external pressure, which confines child development to reach preset goals and outcomes in 

a preset and limited time (Ackerman, 2006; Goelman & Guo, 1998; Noble & Macfarlane, 

2005; Sumsion, 2003). Both drives support Rosa’s theory of acceleration (Rosa, 2010; 

Spatscheck, 2015). Parallel to the paradigm shift, participants observe a lack of cultivating the 

inner life through meditation and study and increased challenges in their professional field. 

The decrease of preparation together with the increase of challenges set in Kronos time is 

indicated as creating the perfect storm. But there are signs that the importance of cultivating 

an inner life of attention is slowly finding its way back into the practice of educators. Recent 

reports show a rising demand of schools to train teachers in using mindfulness exercises in 

their pedagogical practice (Walker, 2018). 

The shattered view	

The image of the storm illustrates Han’s view on the temporal crisis we experience (2017). 

Saying that time wizzes because it is no longer held together by a meaningful narrative, can 

be understood as acceleration that works as a centrifugal force pulling us out of ourselves. 

The narrative in this metaphor can be understood as the center of gravity that grounds us in 

time and thus keeps things together. The impact of the present information culture and the 

digital age increase this external pull through the multitude of sensory stimuli that draw our 

perception and attention (Han, 2017). Together with the dissolving of traditional social forms 

that held life together, such as family structure, it poses extra challenges to children and their 

families (Bleckmann et al., 2018). Continuing with the same metaphor, the image of a spin-
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dryer that lacks the outer form to hold the centrifugal forces comes to mind. As a result of 

time that wizzes, the big view on life that is born out of retro- and introspection, is shattered. 

In this shattered mirror, what in the long run really matters falls into small pieces in which 

only short-term objectives are visible. Together with the striving for success it leads to a 

result-oriented time quality and turns the early childhood setting into a proofing ground for 

the educators. Participants describe how this is causing tension and stress both in children 

and adults alike leading to a loss of joy both in their professional and private life. Research 

supports this view and further states that chronic stress has far-reaching effects on physical 

and mental health. With children it endangers endogenous processes of physical development 

in the beginning of life (Marshall, 2011; Vermeer & van IJzendoorn, 2006). Pushing children 

‘to develop faster’ is also seen as detrimental for mental and physical well-being on the long 

run with increased mortality risk as a shocking fact (Kern & Friedman, 2009). But also adults 

suffer from stress and it is found as an important underlying reason for the rise of burnout 

(Freudenberg, 1974; Goelman & Guo, 1998; Heinemann & Voigt, 2017). Being consumed by 

expectations coming from the periphery is further described by participants as blinding 

perception of what is happening in the moment, outside and internal. It deviates perception 

and creates a tunnel vision focused on the goal, blurring all other presence. As such, the 

awareness of inner states is supressed, which building on interoception theories creates a 

distance between the inner and the outer world. With it the possibility to discover beauty and 

being in the lived moment, is hindered (Paulus & Stein, 2010; van der Kolk, 2014). The 

absence of presence in the moment is found to also create a feeling of being divided through 

the separation between physical location and mentally oriented attention. Findings testify how 

children directly perceive the adult’s internal absence, which is supported by attachment 

theories stating that young children experience presence through attention (Bowlby, 1988; 

Puro, 2002; Rettie, 2005). Findings in addition indicate that attention has the power to alter 

challenging behavior of children. Understanding that young children experience adults’ 

presence through attention can explain why especially children with challenging behavior 

insist to nag and disturb until they get the adult’s attention. After all, as van der Kolk states: 

“Anything is better than that Godforsaken sense of being irrelevant” (2014, p. 172).  

Summary 

Here I explored participants’ perception of a contracting quality of time referred to as Kronos 

time. The result-oriented and time-limited character of Kronos time is discussed as having a 
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temporal dynamic that is rushed and accelerated. Together with a decrease in inner 

preparation, a dissolving of social frameworks to hold the dynamic and increased challenges 

of our times it is seen as leading to ‘stormy’ weather. Digging into the aspect of time-

limitedness I discussed Kronos time as connected to an element of finality or transience, and 

related to time as becoming. Separated from time as being and Kronos time is imprisoned in 

the uniform of clock time. As a result of the loss of its cosmic potential it is diminished to 

time used as a commodity and chained to moneymaking. Voicing the experience of pressure 

through internal and external expectancies it was linked to research on stress in children and 

adults. Building on this I pointed to short and long-term consequences of chronic stress for 

physical and mental health. Finally I discussed how being captured by Kronos time shatters 

the big view, loosing sight of what really matters and diverting attention away from being 

present in the lived moment.  

5.2.3 In between time as a mediator 	

In the following subthemes I discuss the liminal time that marks the turning points between 

expansion and contraction of time. Connected to breathing it is discussed as the pivotal 

moment between inbreath and outbreath, that needs to occur in the right time for balanced 

breathing to arise. As such, it is here referred to as Kairos time. I first discuss gestures of 

breathing running through the day in the Waldorf early childhood setting and explore the 

pendulum rhythm between outgoing and inward directed activities and waves of more and 

less activity. Next I discuss transitions as moments of in between time in relation to the 

individual dynamic of children. I explore educators’ attention and presence as ways to support 

this passage. At the end I discuss the potential of Kairos time, its dependency on Metanoia or 

contemplation and the fruits of Pronoia or foresight that can arise. 

Gestures of breathing 

Participants describe an alternating pendulum between outgoing and centred activity that runs 

through the day in a Waldorf early childhood setting. Looking at expansion and contraction of 

time as gestures of breathing, the outward directed activities are connected to the first. They 

are described as activities with a bigger timespan that is needed for young children to follow 

their inner impulses and develop play. In addition participants observe waves of more or less 

activity spontaneously occurring in the course of the day or within an activity. They further 

indicate how within each activity or transition, children follow an individual tempo and, if 
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given the time and space, find their own moments of rest. Theories of self and interoception 

support the importance of creating a social space in which children can follow their inner 

dynamic (Craig, 2015; Welch, 2014; van der Kolk, 2014). The awareness of inner states as a 

fundament to do what is needed to maintain or restore well-being can be seen as depending on 

a social space that gives time to stay close to this inner sensation and that supports the acting 

upon what is sensed as needed. In addition, respecting the individual pendulum and dynamic 

waves of children alternating between outward and inward activity can be understood as 

foundational in the rooting of self. This view is supported by the anthroposophic view that 

sees the development of the sense of life (or interoception) as the foundation for the sense of 

thought. Building on this the understanding of the inner world of ‘mine-ness’ is basic for 

understanding the outer world of ‘thine-ness’ and fundamental in differentiating between real 

and fake (Farmer & Maister, 2017; Welch, 2014; Schoorel, 2016; Steiner, 1996b). Memory 

theories, stating the formation of the emotional brain as a permanent resonating inner reality, 

also stress the importance of time experience in early years (LeDoux et al., 1991; van der 

Kolk, 2014). The embodiment or incarnation of self into the corporeality of the child in this 

sense can be understood as laying down a foundational experience that shapes the spectacles 

through which the child will look at the world and try to make meaning of it. Taking it one 

step further one could say that if children are pushed or pulled out of their inner dynamic and 

forced to follow a dynamic or pendulum that is alien to their inner state and needs, they do not 

only becomes strangers to themselves but in addition are hindered in making meaning of the 

world they encounter. Connecting to Steiner’s (2004c) ‘pedagogical law’, the alienation of the 

inner world can further be understood as hindering the individualisation of the physical body 

taking place in the first seven years of life and on which self-development is depending 

(Steiner, 1996a, 2004a). In this sense flexible transitions providing plenty of time and space 

for the individual dynamic of children can be seen as a way to allow children to transit 

following their inner compass. But how can educators hold moments of in between time in 

which the needs of the individual and that of the group can co-exist? 

Moving gracefully between shores  

Participants state that the educator’s attention has the power to hold children going through 

transition moments, to release tension in the child and provide children with an example for 

directing their own attention. The quality of the educator’s attention however has to be one of 

full presence in the moment and carried by inner calmness and certainty. Attention as a mode 



93 

 

of presence for the young child is supported by attachment theory showing how it provides a 

secure ground on which children can build and explore (Bowlby, 1988; Brown et al., 2012; 

Cosentino, 2017). Participants observe how especially children with challenging behaviour or 

developmental difficulties need to be held extra in the attention of the adult during moments 

of transition. The power of attention can be understood as a kind of intensified presence, 

which requires a lot of energy, both for adults and children alike. Findings show that if 

educators suffer from insufficient sleep or rest, the awareness of what is happening around 

them diminishes and they lack the inner force to do what is needed. In addition they see how 

the absence of moments of rest or pause makes educators rush from the one moment to the 

next, leading to a kind of breathlessness. This breathlessness is seen as being imitated by the 

children, leading to a loss of children’s ability to connect to the moment such as in deep play. 

Participants further state that children’s inner well-being is closely tied to basic bodily needs, 

such as healthy food, sufficient drinking, rest and sleep, and movement. Only when these 

basic needs are met and fulfilled, children are free to develop social and creative capacities 

through rich motor and sensory exploration, practice resonating relations and develop 

imaginative play. Therefore moments of rest and pause can be seen as vital for both children 

and educators, to recollect energy, sensing the reality of the inner world and act accordingly 

upon it to maintain or restore inner well-being. The importance of rest and sleep for mental 

well-being is also stated by neuroscience and psychology (Marshal, 2011; Sigman, 2019). The 

pause as a natural moment occurring between two breaths can be used as a model for bringing 

the pace of life back into a balanced rhythm. Participants describe how integrating pauses in 

the planning of the day or consecutive meetings give breath to the different activities and 

helps to manage busy time schedules. Although resulting in more clock time they state that it 

gives more lived time within the activity, creating moments of real encounter. Creating pauses 

can be understood as shaping a way for the art of lingering (Han, 2017). It allows moments to 

expand in which the lived experience can ground and deepen. It also widens the present 

inviting the unexpected and new to come in from the future. Relating to breathing as the 

essential rhythm of life itself, pauses are moments to catch ones breath, or to come close to 

ones Self (Steiner, 1996b). Breathing is further more stated as a way to restore the perception 

of inner states and to influence the emotional brain (LeDoux, 2000; van der Kolk, 2014). 

Given that the experiences of the day move children’s and adults’ inner worlds, moments of 

rest to restore balance through breathing are essential to support well-being.  
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The mood of Kairos time 

Relating to breathing as a time quality, Kairos time can be seen as being based in the liminal 

time that connects the opposite gestures of expansion and contraction. Where Aeon time 

refers to a time quality that expands and Kronos time to a contracting time quality, Kairos 

time can be understood as a mediator between both. The image of Kairos is chosen to 

highlight the importance of these pivotal moments in which the turn to the other gesture needs 

to take place at the right moment for balance to arise. Participants refer to these turning points 

in Waldorf early childhood practice as transition moments. They describe these moments 

taking place during the day such as in the change from social and physical spaces like from 

home to kindergarten and the other way around or from inside to outside; in the moving from 

one activity to the next and also between the different temporal dynamics that occur within 

one activity. Further they characterise these transition moments as having a fragile balance 

that needs a lot of attention and care from the educator. The monitoring and handling of this 

fragile balance can be understood as depending on developing a sense of Kairos time, or 

doing the right thing in the right moment (Meyers, 2008; Parada, 1997; Sipiora, 2002). 

Participants in addition see that the development of this kind of insight is depending on the 

inner development of the educator who needs to create an inner space for perception through 

emptying, develop a listening beyond direct appearances through presencing and cultivate a 

practice of contemplation to pave the way to intuition. The freeing of the inner space from 

thoughts and feelings that occupy the mind and soul, can be understood as creating an inner 

sanctuary in which the phenomenon or the moment can reveal something of its inner nature to 

us (Steiner, 1995). Rather than looking for something going from preconceived concepts and 

judgements, emptying oneself invites the unknown to find us, often in unexpected ways 

(Zajonc, 2009). It also can be understood as creating in the educator a space of inner calm 

from where a resonating relation with the child can happen every time anew, without the 

burden of past experiences (Rosa & Endres, 2016). This free space can be filled with the 

wonder of the moment, a presence full of meaning and the beauty of the child (Lefebvre, 

2004). Especially for children with challenging behaviour or developmental difficulties, the 

endless possibility of new beginnings can be seen as essential for growth and transformation 

to take place. Openings or poroi as passageways for spiritual transformation were already 

recognised in Greek antiquity and Zen archery (Meyers, 2008; Shoji, 2001; Stevens, 2007). 

They can be understood as a portals to a sacred place in which a new kind of listening can 

arise where the inner nature of things speak to us, awakening the intuitive wisdom (Steiner, 
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1994b). It is this higher knowledge that comes to us on the wings of Kairos and that makes us 

say the right word or do the right thing at the right time. The importance of cultivating 

contemplative practice as a way to deepen or heighten perceptive abilities is shared by others 

and was seen as the main reason for leisure time in antiquity (Han, 2017; Meyers, 2008; 

Steiner, 1994b; Zajonc, 2009). The presence of Metanoia or aftersight and Pronoia or 

foresight, standing next to Kairos in Greek images, points to the need for the three to work 

together for Kairos to arrive (Meyers, 2008). Where Kairos often comes in a flash of a 

moment, taking us by surprise, and disappearing with the same speed, the practice of 

Metanoia is one of hard work and cultivation. It can be understood as building a mental 

bridge upon which Kairos can take a moment of rest from its heavenly flight, touching us 

with cosmical insight. Pronoia or foresight can be seen as standing on the other side of the 

bridge and appearing as a result from repetitive journeys of Metanoia blessed with Kairos 

insight. Seen as moments full of potential informed by cosmic reality, kaironic time can 

further be understood as offering a momentarily escape from the linear consuming experience 

of Kronos time and bringing us in touch with the eternal quality of Aeon time. 

Summary 

The quality of the time lying in between activities is discussed as a time marked by transition. 

I used the image of breathing to characterise the turning points that lie between expansion and 

contraction of time and highlighted the importance of timing connected to these pivotal 

moments. Discussing the different dynamics during the day and in activities, I pointed to the 

importance of shaping flexible transition in which children can follow from their individual 

dynamic. In this I highlighted educators’ attention and presence as ways to support children 

going through this passage. Looking into the activity of ‘presence and attention’, I discussed 

the importance of the ‘pause and rest’ as a way to maintain or recollect the forces needed, to 

widen the potential in the moment through grounding, and to make space for the unexpected 

to occur. I viewed the inner work needed for educators to embody such presence and to 

develop a look that reaches beyond outer appearance. In this respect and building further on 

the aspect of timing related to this deepened look, I discussed the qualities of Kairos as 

deepened insight and awakening the intuitive wisdom to do the right thing in the right 

moment. Finally I explored the meaning of Metanoia and Pronoia as helpers preparing the 

way for Kairos to arrive. 
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5.2.4  Summary	

I discussed here findings related to the first two aspects of the research question. Taking up 

the first ‘what time qualities educators perceive in their Waldorf early childhood settings’, I 

discussed three qualities of time. Relating to the gestures of breathing as expansion, 

contraction and the liminal time between both, I connected them to the qualities of three 

Greek gods and named them, respectively, Aeon time, Kronos time and Kairos time. With 

each time quality I discussed its reciprocal effect of experience and perception on children 

and educators, which relates to the second aspect of the research question. In relation to Aeon 

time I discussed retro- and introspection on the longevity of life and things in our care, having 

the power to create a big view in which what really matters becomes visible and supports 

deep breathing. Connected to Kronos time I discussed internal and external pressure coming 

forth from expectations creating stress and leading to physical and mental health issues and 

resulting into a state of breathlessness. At the end, I looked into presencing and attention as a 

way to support the passage through transition times. With it I highlighted the importance of 

Metanoia or the cultivation of contemplative practice as a prerequisite for Kairos to arrive and 

awaken the intuitive wisdom of doing the right thing at the right time. Pronoia or foresight 

was discussed as a result of repetitive experiences of Kairos time.  

In the next subchapter I discuss findings relating to the role and possible ways educators see 

in shaping the time quality in Waldorf early childhood settings. 

5.3 The mission and the way 

In the following subchapters I discuss findings relating to the third research question: ‘How 

do educators perceive and understand educators’ role in shaping time qualities in Waldorf 

early childhood settings?’ First I discuss educators’ view on their role in ‘the mission’. Next I 

explore their perception on supporting and hindering elements in ‘the way’.  

5.3.1 The mission: time to…	

The next subthemes explores educator’s formulations on what they see as their ‘mission’. 

Since they all relate to giving children ‘time to….’, I’ve taken the characteristics of Aeon time 

as expansive time, as a basis. Upon this I discuss the different aspects voiced as essential in 

early childhood education and of which they see educators’ role as guardians and helpers. 
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Grow and unfold	

Participants see availability of time essential for developing a healthy physical foundation in 

early childhood. Building on the anthroposophic view of the human being, they see their role 

imbedded in a metaphysical perspective on life (Schoorel, 2004; Steiner, 1996). In this 

perspective they see the building of children’s’ corporeality fundamental for all further 

development and instrumental for the development of Self. Building on Steiner’s 

‘pedagogical law’, the quality of time, as a manifestation of the astral body, educates the 

etheric body that is responsible for managing the life processes (Steiner, 2004c). In its turn 

this etheric body is the educating principle for the physical body and instrumental for it’s 

process of maturation and individualization during the first seven years (Schoorel, 2004; 

Steiner, 1996b). Giving the child time to grow and unfold is thus understood as fundamental 

in helping the child to build the earthly vessel that is needed for the further development of 

the eternal Self (Steiner, 1994a). Although the anthroposophic metaperspective on the 

meaning of life has not yet found widespread acknowledgement in scientific or philosophical 

discourse, the intimate connection between corporeality and development of self has been 

stated (Craig, 2015; Farmer & Maister, 2017; Marshal, 2011; van der Kolk, 2014; Welch, 

2014). In addition findings from longitudinal studies comparing the age of school entrance in 

relation to later school success and general well-being later in life underscore the importance 

of giving children time to develop basic developmental skills as a foundation for more 

abstract learning later (Kern & Friedman, 2009). Nevertheless the push for early academics is 

still prevailing in the educational field and is also experienced by educators in Waldorf early 

childhood settings, leading to a result-oriented approach. Building on critical theories that 

unveil the motors behind the acceleration of time (Arendt, 1958; Han, 2017;Rosa, 2010), this 

push or pull to speed up development can be seen as coming from a mindset that subordinates 

education as a means to serve the economic market. Instead one would hope that economy 

would put itself in service of education as a way to develop free individuals that are socially 

engaged, act out of a sense of moral responsibility and are receptive for inspiration to 

contribute new ways to meet today’s and future challenges. 

Connect and encounter  

Participants describe how children need time to connect to things and form relations. We can 

understand this if we look at children as Adam and Eve exploring the Garden of Eden. For 

young children there’s a novelty in everything they encounter. Exploring the phenomena of 
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the world takes time. Their sense perception is still veiled by the dreamy consciousness that 

allows them to be one with what they encounter (Steiner, 1996a). They need time to linger 

with the object and look at it from all sides and with all their senses in order to connect and 

awaken the living nature of the phenomena they encounter through, touching, smelling, 

licking, listening etc.… (Lefebvre, 2004; Schoorel, 2016). In addition, the rich motor sensory 

exploration during those first years is stated as an essential step in healthy brain development 

(Craig, 2015; Marshal, 2011). The bonding with others is also seen as depending on giving 

children time to connect. As educators we colour and sculpt the quality of time through who 

we are, which for the young child is expressed in our thoughts, feelings and actions. These 

inner realities are directly ‘visible’ for the child and are expressed in our facial expression, our 

gestures, the tone of our voice and the way we touch them with our look (Steiner, 1996; van 

der Kolk, 2014; Winnicot, 1971). Especially in the beginning a slow and soft approach from 

the adults is needed in the encounter to give children time to initiate the contact. Children’s 

sensitivity for the adult’s way of being is supported by theories on attunement, attachment, 

interoception and relationship formation (Bowlby, 1988; Mathisen & Thorjussen, 2016; 

Mead, 1992; van der Kolk, 2014; Winnicot, 2009). Steiner’s view, that what lives as soul and 

moral reality in the environment has a direct impact on children’s’ development and health, 

further stresses the fragility and importance of those first encounters with others (1996a). 

Taking Rosa’s theory of resonating relations, time can be understood as a prerequisite for the 

musician for getting to know the instrument, the sensitivity of the strings and creating a 

receptive space in which the instrument wants to reveal its inner music (2016). 

Embody and integrate 

Findings also show that availability of time is conditional for enabling children to embody 

and integrate experiences. This agrees with Baudrillard’s view that for things to consolidate 

and become part of us, a certain degree of slowness is needed (cited in Han, 2017). Children’s 

pre-reflective time experience shows their meaning making process being intimately 

connected to routines and rituals and surpassing the abstract logic of operational time (Piaget, 

1970; Simms, 2008). The indignant response of young children on unexpected change of 

routines makes clear that shortcuts are not accepted and proves how deep these habitual 

pathways can run. This can be understood if we understand the development of routines or 

habits as a formative function of the etheric body. Steiner’s ‘pedagogical law’ (2004c) 

explains habits as learning paths inscribed through repetition in the corporeality of the child. 
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Craig’s (2015) theory that ‘the body keeps the score’ highlights the importance of the quality 

of habits and calls for educators to critically examine the underlying motives for installing a 

habit.  

Prepare, transit and arrive 

Participants describe transition time following a threefold pattern of preparation – transition 

and arrival. Children need flexible time management to go through this triad passage in 

individual tempi, but there are also moments when the group dynamic surpasses the 

individual one. The threefold passage of preparation, transition and arriving offers 

perspectives that can help children adjust their individual dynamic to that of the group. The 

preparation stage for transition into the next can be seen as connected with the rounding up of 

the ongoing in the present and thus linked with the past. The last stage of arrival connects 

with the beginning of the next and as such it links with the future. Transition proper can be 

seen as the in between time bridging preparation and arrival and the least grounded of the 

three. Being ‘up in the air’, it finds itself in a fragile balance depending on the groundedness 

of the other two. Taking time to do these two anchoring steps with care can thus be seen as 

supporting transition proper. The image of the ‘home’ creates a flow of time that follows a 

natural sequence. Arising from the necessity of things it helps children and adults to feel 

carried and grounded in activities that are closely connected to life itself and full of meaning. 

The threefold step can be regarded as a coming into expression of theories that view the past, 

the present and the future as co-existing in the human mind (Augustine, 2002, 2006, Steiner, 

2011). Weaving a living chord through the three temporal realities brings an element of 

eternity into the transient and finite. This image of enduring life supports and responds with 

the dreamy consciousness of the young child that is still much more embedded in cosmic 

time, which doesn’t run by clock time but has a quality of being and eternity (Han, 2017; 

Simms, 2008; Steiner, 1996a). In addition, bringing things to a closure in a way that it is 

pregnant with the seeds of the next is giving time direction and meaning and creates duration 

and rest (Han, 2017). If activities are grounded in real-life necessities, they follow a natural 

sequence embedded in lived time: we prepare food because we need to eat, we clear and set 

the table because we need the place, we eat because we are hungry, and we do the dishes 

because we need them next time again. The same applies to other essential activities grounded 

in the necessities of life itself such as resting, sleeping, playing, cleaning, crafting, repairing, 

gardening etc. With availability of time children can feel embedded in this natural flow and 
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direct their inner dynamic towards the group dynamic out of an inner wish to be part of this 

wholesome world full of meaning. In this case the steering comes from the child’s deep urge 

for unity, wishing to take part in the shared activity. As such it does not cause alienation but 

offers a self-initiated exercise for children to develop a resonating relationship between their 

individual dynamic and that of the group. 

Resolve	

Stressful moments such as separation from the attach person or conflicts between children are 

seen by participants as better resolved with time on their hands. With time, challenging 

moments can turn into essential learning opportunities providing children with fundamental 

experiences of self and other (Farmer & Maister, 2017; Schoorel, 2016; van der Kolk, 2014; 

Welch, 2014). Learning to deal with the rich pallet of emotions, especially the difficult ones, 

prepares children for the challenges of life. Giving them time to find within themselves, the 

strength to deal with a situation and to experience feelings like sadness and frustration is 

foundational to develop social capacities such as empathy and tolerance. These are inner 

abilities that cannot be instructed but that need to grow out of inner experience. The adult as 

the role model can help children in such situations, by observing with inner calm, holding 

them with trust in their abilities and act with diplomatic authenticity when needed. 	

Develop trust and a sense of self	

Trust in one’s own abilities is found intimately related to giving time to ‘do it yourself’. The 

sense of self-autonomy that arises out of these experiences is seen as a harbinger for children 

to experience deep joy and essential for developing a positive self-image. The trust and 

nearness of an attach person accompanying children to come to learning in their own way and 

time is also stated by others (Bronfenbrenner, 1979; Bowlby, 1988; Cosentino, 2017; 

Marshal, 2011; Vygotsky, 1978). Locomotion as a condition to overcome separation stress 

(Spitz, 1946), points to the power of children’s self-activity and self-exploration. The thin line 

that runs between helping the child and taking over, needs sensitivity of the entrusted adult 

and is seen as key in attachment theory (Brown et al., 2012; Bowlby, 1988; Cosentino, 2017). 

The importance of educators’ being is further stressed if we understand how children absorb 

the soul and spiritual reality of the environment into their corporeality and can only develop 

their sense of self through real encounters with others (Schoorel, 2016; Steiner, 1996a). 

Having trust in children that ‘they can do it themselves’ empowers them to try again and 

again and is only possible if we give them the time they need for this self-conquering work. 
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Summary	

In this subchapter ‘the mission’, I discussed findings related to educator’s role in shaping time 

qualities. They were linked to availability of time and as such discussed as time to grow and 

unfold, time to connect and encounter, time to embody and integrate, time to prepare-transit 

and arrive, time to resolve and time to develop trust and a sense of self. Unpacking their 

meaning, they were explored from theories on attachment, attunement, interoception, 

relationship formation, and self, and widened with the anthroposophic view. The next 

subchapter discusses aspects found that support or hinder shaping availability of time.  

5.3.2 The way: bridges and tumble stones 	

In the following subthemes I discuss aspects that support or hinder the creation of a time 

quality that promotes children’s and adults’ well-being. First I discuss elements that help 

build a pathway towards a time beyond measure in ‘bridges to timelessness’. Next I explore 

aspects that hinder the building of or block the passage on these bridges to timelessness in 

‘tumble stones into the big divide’.  

Bridges to timelesness 

The transformative power of imaginative play is found to have the power to transport 

children into a time experience that surpasses clock time. Children use imaginative play to re-

enact situations or crawl into the skin of phenomena they try to understand (Farmer & 

Maister, 2017; Steiner, 1996). Building on Steiner’s (2004b) view, children’s meaning-

making process is not yet driven by intellectual thinking that looks at the functionality of 

things but is lead by what speaks out of the ‘pictorial image’ or what lives in the outer 

gesture. Understanding deep play as way to connect to the inner world of things opens a 

cosmic dimension in which the interconnectivity of things becomes tangible. In imaginative 

play children experience what it means to be the good one or the bad one, the prince or the 

dragon, the wind and the sailor, the shark and the dolphin, the tree and the bird…the world 

becomes theirs and they become the world that is filled with cosmic wisdom. In this world of 

deep play, reality based in clock time does not exist. Children see you but if you’re not part of 

their story they look right through you as if you’re not there. However, for this deep play to 

develop children need time and a surrounding that recognises and protects this magic world. 

Schiller (2002) recognises the power of play and sees it as a harbinger for inner freedom and 

the only time in which we are fully human. In this sense, play can be seen as a mediator 

between the eternal and the transient and a bridge that gives access to time beyond time. Also 
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rhythms, rituals and routines are found to give access to the timelessness of Aeon time. 

Lefebvre’s (2004) view on repetition as the core of rhythm posits a difference between 

cyclical repetition linked to cosmic time and the linear repetitive linked to linear time. Taking 

this view to the Waldorf early childhood practice, rituals can be understood as linked to 

cosmic time and routines to linear time. In addition, Lefebvre’s call to education to find a 

healthy balance between linear and cosmic time, points to the relevance and necessity for both 

to coexist and collaborate. Putting the linear into a dialectical relation with the cosmical can 

be understood as reinstating Kronos to his divine position of Chronos as the Greek God that 

ruled the hours (Kiefer, 1999; Parada, 1997). Rituals as cyclic repetitions can be understood 

as shaping the portals for Kairos to arrive and showing us the spiritual passage through which 

we can touch Aeon time (Meyers, 2008; Stevens, 2007). As such, constituting the day in the 

Waldorf early childhood setting based on rhythmic repetition through routines and rituals, can 

be understood as supporting the balance between both time qualities. Deep connections, 

existential encounters and bonds have their own mysterious ways of building bridges to 

timelessness. Findings show how the intimate relation that comes forth from such experiences 

of deep togetherness, creates inner worlds that surpasses the separation in linear time and 

physical space. The enduring interrelatedness with the other can be understood as 

transcending the transient and creating a sense of permanence or eternity. It links to 

Heidegger’s ‘Dasein’ as a mode of being in which time is seen as a way to understand 

Dasein’s activity and subordinated to Being (Tietz, 2001). Taking Buber’s (1970) perspective, 

it speaks to the ‘I-Thou’ relation in which both are changed in a reciprocal relation and create 

new worlds of experience between them. This being ‘touched’ is further underscored by 

Rosa’s (2015) resonance theory in which all actors open themselves to the possibility of 

change out of which new ways of perceiving the other and being perceived by the other can 

arise. Steiner’s view (1994a) of an eternal Self that works and develops through the transient 

self or persona in this life widens this perspective even further. As such, existential encounters 

can be understood as moments in which something of this eternal Self becomes tangible. It 

lifts the veils of ordinary perception that is often clouded by previous experiences and 

judgments. But to create such deep connection requires a certain presence of the educator. 

Being there and being authentic are seen as essential in forming resonating relations 

between adults and children and findings show how they in their own way can establish 

bridges to timelessness. The continuity of presence of an attach person is seen as providing 

children with an inner security that allows them to dwell in their dreamy world in which all is 
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good. This basic safety, that the one you have learned to trust is there to hold you in every 

way possible, to really see and value you for who you are, is also underscored as essential in 

theories of attachment (Bowlby, 1988), development of interoceptive abilities (van der Kolk, 

2014) and self-development (Farmer & Maister, 2017; Welch, 2014; Zahavi, 2005). Further, 

building on Steiner’ view of the child looking for union with the world, continuity of presence 

of an entrusted adult can in this respect be understood as essential to build secure bridges 

upon which this union can take place. But the authenticity of educators’ presence is found 

conditional in the formation of these secure bonds. This points again to the need for educators 

to develop mastership of their inner worlds so that in being authentic the child meets adults 

that are also on a learning path of what it means to be human. With Steiner’s view that 

thoughts and feelings are realities directly perceptible for the young child, the earnest striving 

of the adult as the child’s role model can be understood as providing the child an image of the 

human quest for inner freedom fuelled by a deep understanding of cosmic realities. Also 

nature and music are pointed to as portals through which timelessness can enter life. Music 

is seen as having the power to change the mood and introduce a different time quality. The 

restoring ability of music is also recognised in interoception theories that see how music has 

the power to directly influence the emotional brain (van der Kolk, 2014). Steiner’s (1983) 

view on the mood of the fifth can be seen as a bridge for young children to return to their 

dreamy state of being. Moving from and returning to the central tone A, which is also referred 

to as the Sun tone, the mood of the fifth is not bound to a ground tone or ending. It breathes a 

sense of continuity and as such can be seen as a portal to timelessness. The sense of cosmic 

presence that has longevity and ongoing presence is also experienced in nature. Findings 

show how adults and children alike experience freedom and breathe out when they are in 

nature or play with natural elements such as water and sand. Taking Lefebvre’s theory (2004) 

on cyclic time being based in cosmic rhythms, being in nature can be understood as coming in 

touch with these cosmic rhythms. The slow process of growth in nature goes beyond direct 

perception based in linear time and becomes apparent in their cyclic rhythm of growth and 

rebirth. Walking into a forest is like walking into slow time that is ruled and imbedded in 

cosmic rhythms. Steiner’s view on the influence of cosmic rhythms vibrating deep into the 

human constitution can help us understand how being surrounded by these cosmic rhythms 

feels like coming home to our eternal Self. Participants’ observation of children and adults 

breathing deep in and out when in nature, can be seen as a spontaneous expression of this. 

The necessity of nature experiences for maintaining health is further shown by the rise of 
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NDD (nature deficit disorder) as a result of increased urbanised life and the coming into life 

of Ecopsychology as a new academic discipline in the last 2 decades with therapies such as 

‘forest bathing’ (Engemann et al., 2019; Fisher, 2002; Louv, 1983). 

Tumble stones into the big divide 

Life in the early childhood setting is challenged by time constraints. With both parents 

working out of the home, the care for children during those working hours has become 

increasingly entrusted to early childhood settings. Given that working schedules of parents are 

depending on fixed beginnings and endings, the time frame of these early childhood settings 

had to adjust itself to also installing fixed beginnings and endings. But as stated before 

(Piaget, 1970; Simms, 2008), children don’t live by the clock and life with young children 

needs to have stretch for unexpected happenings that requires time to process. But early 

childhood settings can also be challenged through limitations of self and others. Findings 

show how working with other colleagues that have fixed schedules limits the possibility of 

allowing an activity to expand and go beyond the planned time. Trying to meet these ‘dead 

lines’ puts educators and children under pressure and leads to stress. They express finding 

themselves in an inner conflict between what they see is needed in the moment and what is 

planned on the schedule. Taking Schiller’s view it can be understood as a tension between 

form and life. Educators can use the play drive as a guiding principle, merging both poles into 

a creative ‘living form’. By doing so their colleagueship has the potential to become a social 

art. Looking at limitations of self, findings mentioned the lack of experience as hindering the 

educator to know what’s needed. Although experience comes with time, contemplative 

practice can equip the novice educator with essential observational skills in which the look 

beyond is furthered. Developing the skills of rhythmanalysis (Lefebvre, 2004) can further 

support the teacher to perceive what is really needed in the moment and act upon it. But 

schedules and programmes tend to work like uniforms, diminishing the role of the educator 

into becoming a manager of time. Findings show that trying to live up to expectations 

coming from outside, pushes educators out of the presence and makes them lose sight of what 

is the need of the hour. Instead they tend to put on a uniform of time that fits the programme. 

Bronfenbrenner’s ecological systems theory (1979) stresses how the different living systems 

that surround children and adults are intertwined. Understanding this social rhizome can be a 

first step in taking the pressure off the situation and redirecting the pedagogical approach to 

one that focuses on children’s well-being. From here educators can develop a balanced stance 
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that reinstates their role as educators to its full potential. However to stand in the midst of 

what is needed and what is expected, is only possible when educators have the forces to do so. 

Findings show that children are more easily irritated and less tolerant if their inner worlds are 

burdened and to accompany children who lack inner well-being requires forces of health. 

Lack of rest and sleep challenges both children and adults in their tolerance and social 

capacities and is emphasised by neuroscience and psychology as vital for young children’s 

endogenous processes and to process experiences (Marshall, 2011). Given the long days some 

children spent in early childhood settings, time to rest during the day can thus be seen as 

essential for both children and adults. Further taking Steiner’s view, sleep can be understood 

as essential to keep in touch with our eternal Self (1996b). Drawing a parallel with van der 

Kolk (2014), this eternal principle can be understood as ‘keeping the score’ or overseeing the 

bigger plan and mission of Self’s journey in this life on earth. However, despite these insights, 

reports show how modern life increasingly challenges these fundamental basics (Sigman, 

2019). Today’s information culture and digital revolution are seen as bringing additional 

social challenges affecting the lives of children and adults and arriving at the doorstep of 

early childhood settings. Facts from adults’ worlds invade children’s lives for which they 

have no experiential context to make meaning of. Marshal’s view (2011) that the infant brain 

ultimately dumps everything it cannot make meaning of poses the question if childhood 

should be about dumping things or about building worlds full of meaning. If we take 

Bowlby’s (1969) view that children want to be in the attention of the adult, it seems logical 

that they will follow the adult’s interests and want to be part of their world and in their favour. 

However one would hope that being loved and valued does not depend on fulfilling the 

expectations of the other, but rather arises out of a deep interest of who you are. Out of this 

love, adults can shape worlds in which the child can be and become in her or his own time. 

The digital world challenges the development of these loving bonds putting a screen between 

children and their caretakers. The digital divide that arises between children and adults and 

between children and the natural world is also found to lead to a loss of inner picture 

making. Media research shows a pathway to follow for children to grow up into media-

mature adults (Bleckmann, et al., 2018). The first and fundamental stage for young children is 

the integration of sensemotor experiences through using their full scale of possibilities in 

sensing and exploring the world to make meaning of it. The virtual world however offers little 

for such rich sensemotor exploration. Mediated presence is only a meagre substrate of the real 

thing (Lefebvre, 2014) and digital representations are devoid of their living nature (Schoorel, 
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2016). The ability to create inner pictures can be seen as tightly connected to the explorative 

and imaginary play that arises out of real encounters with a world that is full of life. With this 

embodied reality and rich inner world of pictures created out of their own self, children have 

developed an inner compass with which they later can navigate safely through the digital 

world and use it in a meaningful and responsible way. The rise of video game addiction 

among youngsters shows how developing this strong foundation is essential in early 

childhood. Research into this mental disorder states that youngsters that have not been able to 

develop a sense of self in the real world, are easily pulled into the virtual world and loose 

touch with life itself (Bleckmann & Jukschat, 2015). But also adults are affected by the digital 

world and need to develop media maturity. Findings show educators are diverted by their 

mobile phones while being with the children. This relates back to educators’ presence being 

hindered, if being occupied by other things on their mind. If things are on the mind there’s no 

the inner space for observing what is needed in the moment. In this sense the earlier 

mentioned first conditional step of emptying to develop presencing is here once more stated. 

To do this in the midst of life happening in the Waldorf early childhood setting requires an 

inner strength that needs to be cultivated in moments freed up for contemplation (Han, 2017; 

Steiner, 1974, 1994b; Zajonc, 2009). The introduction of mindfulness practices in schools 

have been proven successful in helping children to overcome stressful situations and free up 

the inner space from where they can engage and come to learning (Walker, 2018). It can also 

help the educator to find a new perspective to deal with conflicting needs. Findings point to a 

tension between educators’ wanting to work part-time and children depending on the 

educator’s continuity as the primary substitute attach person for the child. This brings us back 

to the beginning of this topic seeing the impact of work life on early childhood settings. With 

both parents working long days, the opening hours of these settings have also prolonged. 

Together with increased educational challenges, the lack of additional support and in many 

countries the low social status and salary, educators often find themselves at the brink of 

breaking (Noble & Macfarlane, 2015). In addition, having a family with young children 

themselves, they feel a responsibility to be there as well. Staying upright in the midst of this 

tension requires inner strength of the educator and points to the need of rethinking the 

organisation of the educational system and the social system that is interconnected with it.  
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Summary 

This subchapter discussed supporting and hindering aspects in shaping a time quality in which 

educators can fulfil their mission. Supportive elements mentioned are imaginative play, 

rhythms – rituals and routines, deep connections – existential encounters and bonds, being 

there and being present, and nature and music. Hindering elements discussed are time 

constraint, limitation of self and others, schedules and programmes, a lack of inner well being 

and/or forces of health, social challenges, the digital divide and the loss of inner pictures, 

being occupied and conflicting needs. The meanings of these findings were explored with 

theories presented in the literature review summed up in the summary below.  

5.3.3 Summary	

I discussed in this subchapter findings relating to the third research question exploring 

educators’ role and possible ways of shaping time qualities in Waldorf early childhood 

settings. Educators’ role was linked to safeguarding and providing time for children time to 

develop a healthy physical foundation, sound relationships and a strong inner core. 

Participants’ perceptions were discussed by bringing them in conversation with theories from 

attachments, attunement, interoception, relationship formation and self and widened with the 

anthroposophic view on the human being. Next I discussed findings related to possibilities 

and hindrances mentioned by participants gathered in ‘the way’, referring to them as ‘bridges 

to timelessness’ or Aeon time and ‘tumble stones into the big divide’. Findings relating to ‘the 

way’ were discussed by bringing them in conversation with theories of among others 

Lefebvre’s rhythmanalysis, Schiller’s play drive, Buber’s I-Thou, Bronfenbrenner’s 

ecological systems theory and Steiner’s view on cosmical rhythms and music. 

The next subchapter discusses viewpoints mentioned by participants in which they express 

their hopes, intentions and wishes for children’s immediate and distant future. 

5.4 The Breath of Time 	

The breath of time is chosen here to point to a qualitative aspect of time. Doing things with 

breath expresses a quality of time that has duration and is expansive. The hopes, intentions 

and wishes discussed in the following subchapter all relate to time that has breath. 
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5.4.1 Hopes, intentions and wishes to come true 

In the next subthemes I first explore participants’ hopes and intentions for children for the 

immediate and distant future and situate them in relation to other findings. Next I discuss the 

wishes they would grant children and the possible meanings lying behind them.  

Hopes and intentions 

Participants’ hopes and intentions for children in the immediate and distant future relate to 

availability of time or time with a big breath. Giving children time to play and grow is 

expressed as a hope connected to the first seven years of life and connected to this unique 

time window to develop the physical body as a foundation for the rest of life. Play can be seen 

as the core activity of children, a way to make meaning of the world and a harbinger of 

freedom. Time to play and time to grow poses itself opposite the observed shift in Waldorf 

early childhood settings towards a more result-oriented approach. The hope for children to 

develop a strong inner core is related to the education of the inner being and the love 

received in those early years. It was further voiced as developing a stronghold to embrace life 

as it finds them. An education oriented towards supporting the development of the inner being 

and aiming for resilience can be understood as unfolding in lived time. As such it stands 

opposite of a mindset that is oriented towards results and aims for material success based in 

clock time. Hoping for children that they can experience their childhood as a wholesome 

experience is related to encounters with the world that are digestible, good, beautiful and 

things that breathe, giving a sense of timelessness. Wholesomeness can further be understood 

as an all-encompassing foundational sensation of feeling good coming forth from experiences 

that support inner well-being. Connected to digestion and breathing, it relates to furthering 

endogenous processes that result in a quiet presence of the sense of life. Goodness and beauty 

can be seen as relating to a moral aesthetic quality in which something of the divine origin of 

things is expressed. Waldorf early childhood settings that embody these wholesome qualities 

are experienced as timeless and can be seen as an oasis for children and adults in a time of 

rush and acceleration. To do this the hope is expressed for educators to become artists of 

time, which is seen related to developing a musical ear to hear the music of the moment and 

the breathing that comes with it. To become an artist means you have to get to know your 

material really well, its properties and qualities, and to develop the tools to use it until it 

becomes a second nature with which you can play creatively. From the anthroposophic view, 

time can be seen as linked to the etheric body, and music as an expression of quality to the 
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astral body. Building on Steiner’s ‘pedagogical law’, the astral body educates the etheric body 

and taking this further, musicality can be understood as educating time. Becoming an artist of 

time thus means for the educators learning to shape the quality of time, which will depend on 

their inner music. This begs the next question: who makes the music? Composing the music 

needed for the hour, means listening to what is present and creating in the moment the melody 

and rhythm that the situation asks for. Just as the artist needs to be free to follow his 

inspirations, the educator has to be free to shape the quality of time. 

Wishes to come true 

The opportunity to do things on their own was mentioned in giving children the deep joy ‘I 

am able, I can do this’. This empowering feeling in early childhood can be understood as a 

foundation for developing a deep experience of self-efficacy. Next, ‘to be seen for who they 

really are’ was seen as a fundamental experience for children. It points to the ability to look 

beyond the behaviour and outer appearance and can be seen as an existential encounter that 

can be life changing. Following, it was wished that children would be allowed ‘to follow 

their inner destiny’ and not be diverted to do other things. Being allowed to stay close to 

who they are in those first years of life, and the union with the world, builds a foundation of 

trust in themselves and the path that lies before them. Lastly and embracing all the others, 

‘time as a gift’ for children is wished for and related to people having time. Seeing time as a 

gift for children can be understood as making yourself available for them, not necessarily 

doing things with them but ensuring them with your presence and loving attention. It also 

means giving them the time they need to be and to become who they are.  

5.5 Summary 

In this subchapter I discussed participants’ hopes and intentions for children, expressed as 

time to grow and play, to develop a strong inner core, to have a wholesome childhood and the 

hope that educators would become artists of time. To start, I explored time to grow from the 

perspective of early childhood as the time to develop a strong physical foundation. Next I 

viewed time to play as fundamental for meaning making and developing inner freedom. The 

hope for children to develop a strong inner core was seen in relation to educating the inner 

being through loving interest. Then the hope for children to have a wholesome childhood was 

discussed as referring to an all-encompassing feeling of inner well-being and related to bodily 
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processes and moral aesthetic experiences. Finally, the hope for educators to become artists of 

time was connected to musicality and discussed against Steiner’s pedagogical law.  

In the next subtheme I explored participants’ wishes for children. First I discussed the wish 

that children would be empowered to do things themselves, leading to the deep joy of 

experiencing ‘I am able, I can do this’. Next I viewed the wish that children would ‘be seen 

for who they really are’ as a fundamental experience of being valued. Linking to this I 

explored the wish for children to ‘follow their own destiny’ from the perspective of 

developing trust in early childhood. Finally the wish for children to be surrounded with 

people that have time was discussed, seeing time as a gift of being and becoming. 
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6. Conclusions 

6.1 Introduction 

Arriving towards the end I present here my conclusions responding to the research question 

posed: How do Waldorf early childhood educators perceive, understand and describe time 

qualities in their educational settings?  

- What qualities of time do participants perceive in a Waldorf early childhood setting?  

- How do they perceive children and adults acting within these different time spheres? 

- How do they understand the educator’s role in shaping these different time qualities? 

- What are participants’ hopes and intentions for children’s immediate and future reality? 

- How can these insights inform and support Waldorf early childhood education? 

- What are possible outcomes for children, parents and their communities?  

First, I address the first four sub-questions one by one. I limit myself here to present my 

conclusions in a crystalized form and refer the reader to the previous chapter to discover the 

thoughts that stand behind them. I then address the fifth under the header ‘recommendations’, 

exploring how the insights of these findings can be used. Finally, in the last section named 

‘future horizons’, I address the last sub-question, pointing to possible outcomes for children, 

parents and the communities linked to them. Here I will also acknowledge the limitations of 

this study and how they can be used as incentives for further research. 

6.2 Conclusions 

6.2.1 Time qualities in Waldorf early childhood settings 

Using breathing as a lens to explore findings relating to the quality of time, I came to three 

gestures of time: expansion of time, contraction of time and in between time referring to the 

intermediary stage between the first two. The findings gathered could be grouped in one of 

these three gestures of breathing with each characterizing a tendency towards a specific time 

experience. Characteristics belonging to expansion of time were seen as leading towards a 

time experience linked to ‘timelessness’. Characteristics describing the contraction of time 

were seen as leading to a time experience linked to ‘atomized’ or ‘fragmented time’. The 

characteristics linked to the ‘in between time’ were found to be pivotal moments with the 
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potential of change and linked to ‘transition time’. Exploring the concepts of mythical time in 

antiquity, I identified three Greek gods that embody these different time qualities. Relating to 

the aspect of timelessness and time as being, the god Aeon was brought to the stage as an 

image of cosmic time, permanence and eternity or time beyond time. Kronos, as the result of 

a (con)fusion between the god Chronos who ruled the hours (Horae) and the titan Cronos who 

devoured his children, was found as a fitting image symbolizing the fragmentation and 

atomization of linear time which given its transient character was linked to time as becoming. 

Kronos time can be seen as a time quality that resonates with the acceleration of modern life 

that has lost its meaningful narrative to hold it together, or Chronos detached from Aeon. 

Kairos was found as relating to the intermediary stage and the potential of change, 

representing moments of opportunity and openings for insight. Kairos time can be understood 

as transition moments in which a portal to experience Aeon time can open. 

6.2.2 Effects on children and adults 

Looking at the effects of time qualities on children and adults was given weight for two 

reasons. The first relates to Steiner’s ‘pedagogical law’ and theories of self and interoception 

that point to an intimate relation between soul experience and the building of corporeality in 

early childhood. The second relates to the reciprocal effect between experience and perception 

pointing to the understanding that our experiences not only influence how we look at things 

but also indicates that our perception or how we look at things can actually change our 

experience. I will come back to the possibilities this gives in the next subchapter ‘the ways’.  

Aeon time as an experience of timelessness and eternity is found to enable the educator to 

develop a big view on things in which what really matters surfs up and becomes a powerful 

tool to master the time quality in the early childhood setting. Looking at the effect Aeon time 

has on children it is seen as a time quality that resonates with their dreamy consciousness. 

Allowing children to dwell in this time quality is seen as supporting their endogenous 

processes of growth and health, furthering self-development and generating an overall sense 

of well-being. Using an image one could say that Aeon time allows them to linger in the 

Garden of Eden where they are still held by time as ‘divine union’. 

The effect of Kronos time as an experience of time-limitedness and acceleration is found to 

shatter the view of the educator into fragments conveying only short-term objectives. The 

stress that arises out of this is seen as taking away educators’ inner joy for their vocation and 
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challenging their physical and mental forces of health. As a result adults are unwittingly 

captivated by Kronos time resulting in a shift in the educational approach from being child-

centered and process-based to a more result-oriented and outcome based one. As such Kronos 

time is seen as also challenging the physical and mental well-being of children. Continuing 

with the same image one could say that Kronos time pushes children out of the lived time that 

holds the Garden of Eden and into a mindset that tends to squeeze them into the uniform of 

fixed programs and schedules set in operational time.  

Kairos time as openings for spiritual passage is seen as a potential for changing the 

perspective and shifting into a different gear. As a mediator between the opposing poles of 

Aeon time and Kronos time, Kairos offers a way to balance both and bring them into a 

breathing gesture. By connecting the fragmented character of Kronos time to the timeless 

character of Aeon time, Kairos has the power to lift Kronos up from its ‘devouring’ character 

and reinstate his Chronos side as the divine ruler of linear time with a big ‘T’. Held in balance 

and working together, both time qualities can come into a breathing balance in which children 

and adults are held by the living pulse of life. 

6.2.3 The role and ways of the educator 

Exploring educators’ perceptions and understandings of their role in shaping time qualities, 

findings showed Aeon time, as availability of time, as a shared common ground. As such, 

educators understand their role as guardians and providers of this time quality. Through their 

guardianship, they seek to enable children to develop a healthy physical foundation, establish 

resonating relations and a strong inner core of Self. Two interrelating dynamics are seen as 

important beacons: the innate and universal developmental steps from the anthroposophic 

view of the human being and the interplay on these steps from the inner dynamic of the child. 

In analysing possible ways to shape this time quality, aspects were found that either support 

or hinder this work. The first were seen as bridges to create a sense of Aeon time or the 

experience of timelessness. Findings mentioned were: imaginative play, rhythm - rituals and 

routines, deep connection, existential encounters and bonds, and nature and music.  

Opposite from this, hindering elements were seen as tumble stones with the risk to fall into 

the ‘big divide’ of fragmentation through Kronos time. Findings mentioned include: time 

constraints, schedules - programmes and a uniformity of time, a lack of inner well-being and 
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forces of health, social challenges, the digital divide and a loss of inner pictures, being 

occupied and conflicting needs. 

I will now come back to the possibility of perception to change our experience in relation to 

Kairos as a potential for change. Kairos as opportunity for spiritual passage is seen to be 

accompanied by two helpers: Metanoia and Pronoia. Metanoia or aftersight refers to 

reflection on past events. Pronoia or foresight refers to the power of anticipating possible 

coming events. Introspection, reflection and contemplation are seen as powerful metanoian 

tools to change the perspective on past experiences through developing a deepened or 

heightened perspective. This enlarged view, changes the soulscape, in which past experiences 

took place. It opens a look beyond the first perspective and in this opened view new insight 

can enter, shedding light on the interconnection between all things integrated within a bigger 

plan. This changed perspective will not only change the lingering experience. It also has the 

power to meet similar happenings in a new way. This is where Pronoia as foresight comes in 

with the power to disentangle rusted chains of impulsive reaction that rattle when they’re 

pulled again and again by the same unconscious triggers. As such, Kairos with the help of 

contemplative practice offers the educator ways out of being captivated by Kronos time. 

6.2.4 Hopes and intentions for children 

Educators’ hopes and intentions for children in the immediate and distant future reality are 

linked to giving children time and can be seen as coming from a concern of present 

observations in Waldorf early childhood settings. Hopes expressed for children are: time to 

grow and play, time to develop a strong inner core, childhood as a wholesome experience and 

educators as artists of time. Time to grow and play can be understood as coming from 

observations that show that the acceleration of modern time increasingly invades life in 

Waldorf early childhood settings and challenges educators in creating a time quality that 

allows children to grow and unfold according to their innate rhythms. It also relates to the 

observation of societal expectancies that subordinates play to goal-oriented activities with the 

eye on school readiness and formal learning. Time to develop a strong inner core can be 

understood as coming forth from a concern that there’s no time for children to learn through 

exploration, frustration and endless repetition, with all the feelings that come with it and give 

them a strong sense of self. In a time of haste, things need to be solved quickly or better even 

avoided, by strict management and things ready for easy ‘consummation’. Childhood as a 
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wholesome experience can be understood as rising from the concern that the very basic 

ingredients needed for this wholesomeness are under threat. Given that the image of ‘home’ 

was seen as basic in constituting a sense of wholesomeness, concerns are that Waldorf early 

childhood settings are losing the components of what makes ‘a home’ for the sake of meeting 

the expectation to be ‘ready in time’. Finally, the hope for educators to become artists of time 

can be understood as a concern coming forth from observations that show a tendency of 

educators becoming managers of time as a way to deal with the increased developmental and 

social challenges and benchmarks set forward. But it also points to a possibility for educators 

to deal with these time challenges in an artistic way. To look at early childhood educators as 

time sculptors is showing a way of re-awakening the musicality in themselves through which 

they can give time breath. 

6.3 Recommendations 

I now address the fifth sub-question: ‘How can these insights inform and support Waldorf 

early childhood educators and those active in training and mentoring?’ Seeing understanding 

as the first step in empowering people to change, I first address findings that can deepen 

educators’ understanding on their pedagogical practice in relation to their own being and the 

time qualities they shape in their settings. Next I suggest how these insights can be worked 

with in training and mentoring, to help educators develop mastership of these time qualities. 

Understanding time qualities 

Looking at the day in Waldorf early childhood settings as a breathing gesture that creates 

balance between outward and inward-going activities to support children’s health is not new. 

But understanding how the inner quality or musicality of the educator expresses itself in these 

breathing gestures and influences the time quality, is not always apparent to educators who 

find themselves in the heat of action. Raising awareness on the inner musicality is not only 

important for its direct effect on the time quality but also because of adults’ impact as role 

models for the young child. This research points to the importance of integrating moments of 

rest or pause during the day to recollect and for educators to ‘check in’ with themselves and 

become aware of their own breathing, their inner sounding and the music of the moment. 

Taking the image of breathing as a model, such moments of ‘holding’ and ‘pause’ are 

essential to keep the balance to avoid suffocation or breathlessness. I also hope that this study 

supports educators to hold and stand in the tension between wanting to shape a world of 
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timelessness for the children in their care and the pressure they are experiencing coming to 

them from a society run by operational time. Understanding the difference between Aeon time 

and Kronos time can serve as a useful lens to look critically at their pedagogical practice. 

Further, understanding the potential of Kairos can motivate educators to strengthen their inner 

capacities through cultivating moments of contemplation. In doing so, they build bridges on 

which the much-needed and often wished-for insight can come, to help children and their 

families navigate through the increasing complexities of life. In addition, befriending Kairos 

helps them find and shape the portals through which they themselves can escape the rapids of 

Kronos time and enter the calm waters of Aeon time where young children thrive and 

blossom. Entering this endless sea of being, their breathing and that of the children will slow 

down and deepen, supporting endogenous processes of physical and mental health. 

Mastering time qualities  

Understanding educators’ inner world as the living reality the child breathes in points to the 

importance of mastering these inner worlds. Colours and shapes, toys, stories and games can 

only work their magic if the breath of time creates a world of meaning and coherence in 

which these can come to life. Becoming an artist of time encompasses different arts. The time 

processes with which we constitute the flow of the day are etheric sculpting forces that 

directly influence the architectural building process of the physical body. The dynamic of this 

modelling activity is moved by the inner music that influences our breathing. This music is 

composed by our Self as the inner director of our lives, or by the ‘I am’ that speaks in us with 

the power of creating worlds. In the beginning was the Word and the Word was with God… 

Practicing the arts is a way of sensitising yourself for the power of these hidden forces and 

developing the skill to use them in a pedagogical sense. It helps to refine observations skills 

of visual and auditory perception and to understand metamorphoses taking place. Waldorf 

early childhood trainings have already integrated the arts as an important part of their 

curriculum, but using them as a tool for educators to become artists of time has to my 

knowledge not yet been developed. I believe and hope that the windows opened in this 

research on the breath of time, offers potential to explore the possibilities of this ‘new art’. 
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7. Future horizons 

7.1 Possible outcomes 

Taking Bronfenbrenner’s theory of ecological systems (1979), the temporal crisis discussed in 

this study can be understood as what he identifies as the chronosystem. Connected among 

other things to social change, the chronosystem influences all the other systems and ultimately 

also that of children and adults in the microsystem. Looking at the powerful mechanics 

working behind the temporal crisis can be discouraging and disempowering, as it seems 

impossible for the individual to make a change. But I think and believe that there is an equally 

strong or possibly even stronger chronosystem latent in the inner world of the human being. 

We may not be able to change much in the reality set in operational time, but we can take 

hold of our lived time through cultivating our inner lives. To balance acceleration and 

fragmentation, we can cultivate moments of timelessness through contemplation or any of the 

other portals mentioned in this study, such as nature and music. We can make our lives and 

that of children full of meaning by exercising presencing and develop the powers of attention. 

I believe that the life in the microsystem can also affect the other systems, all the way up until 

the chronosystem and ultimately change the Breath of Time. 

7.2 Limitations as seeds for further research 

Along the way of this study I encountered so many promising windows that I had to leave 

unopened because of the limited scope of this research. One of them is the view of male early 

childhood educators; it would be interesting to see if they have the same perceptions on time 

qualities and if they are differently affected by them, have other ways to deal with them etc. 

Not having their perceptions in this study for sure is a limitation that arose out of practical 

considerations but nevertheless needs to be acknowledged. I trust however that most of the 

findings can be generalised. Also the view of the parents is not directly included and I think 

researching their perceptions of the time qualities in the Waldorf early childhood setting could 

add valuable insights to this research topic. Lastly I think children’s experience of time could 

be in many more ways explored through how they express time qualities in their language, 

play, movement, drawings… all these artistic expression of children’s inner worlds would 
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open windows through which their experience of time and the effect of time qualities on their 

well-being could be further explored.  

CODA: THE LOTUS FLOWER 

“I do not seek, I find” (Picasso). Living up to the Kairos theory, when you open yourself for 

the unknown, things really do find you at their own time. And so I want to add here an 

additional insight that arose, acknowledging the fact that according to academic standards I 

should not add any new thoughts at this point in the research, but sometimes one needs to put 

the rules aside to do what is felt as needed and right.  

I’ve been amazed and utterly taken to see how the idea of time has moved the heart and minds 

of great thinkers since the beginning of history. The close connection of time to the existential 

questions of being and becoming is most likely the reason why it grabs thinkers and moves 

the heart of those experiencing its effects. I could have easily spent with each one of them a 

long time, rolling myself in their knowledge, and it was hard to just get to know them and 

then having to take my leave again. Nevertheless, following the evolution of thinking on time 

from prehistoric man still being within the experience of time itself as divine union, to the 

split between experiencing time (lived time) and placing time outside ourselves as something 

that can be perceived and managed (operational time), I’ve come to understand that both live 

in us respectively as a synthetic quality related to thinking, and as an analytical quality related 

to perception. It resonated for me with Steiner stating that before consciousness lights up in us 

we are still united with the world around us, the latter being the state of being for the child 

before the first awakening of self-consciousness around the age of three. For young children 

the power of imitation is given as a cosmic bridge that enables them to prolong this feeling of 

union. But also for the adult Steiner has left a possibility for re-union. In ‘Knowledge of 

Higher Worlds’ (1994b) he describes many exercises to develop organs for spiritual 

perception relating to the chakras (or spiritual openings), but there is one that gets his special 

attention: the heart chakra. To enliven the workings of this twelve-petal lotus flower (or 

wheel), he gives six exercises to take hold of our soul life, and by doing so, to awaken the 

potentials of the other six petals: control of thinking leading to objectivity, control of will 

leading to action, control of expression of feelings leading to equanimity, practice of 

positivity to open yourself for goodness-beauty and truth, practice of openmindedness to 

make yourself receptive for new thoughts or insights, cultivating all exercises to develop 

harmony in yourself and with the world. Practising these exercises, according to Steiner, will 
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enliven the heart chakra, open the lotus flower and make the wheel turn. As a result, he sees 

that our thinking will no longer be based in our brains but in our hearts, which I understand as 

leading to enlivened thinking and ensouled perception. Of course these thoughts are not new, 

and many have worked on them before me, probably much deeper. However, I felt the need to 

put some sun on it because this study for me has shed new light on the need and immense 

possibilities that lie dormant in us and can be awoken by this inner work. From it I see a 

possibility for adults to stand in the middle, holding the opposing forces and find freedom 

within themselves. 

Meditative verse given by Rudolf Steiner to Ita Wegman on December 21, 1920: 
 
The human being is a bridge 
between the past and the future. 
The present is a moment— 
moment as bridge. 
Spirit grown to soul 
in matter’s husk 
comes from the past: 
soul growing to spirit 
as seed encased 
journeys toward the future. 
Grasp future things 
through past ones: 
hope for evolving things 
through what has evolved. 
So grasp existence  
in evolving growth: 
so grasp what will be 
in what exists. 
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Rudolf	Steiner	University	College  
Master	Programme	

September 3, 2018 

Dear parent, 

As part of my master's studies at the Rudolf Steiner University College in Oslo, Norway, I investigate 

which different time qualities are perceptible throughout the day in a Steiner kindergarten. The school 

and teacher of your child have given their permission for this. The purpose of this letter is to inform 

you about this as a parent. 

The aim of my research is to gain more insight into how the flow and different events during the day 

and the experience of it are connected to each other. My hope and intention is to come up with insights 

that can be used in the training and mentoring of early childhood educators and thus also benefit the 

children they supervise. 

As a method I will use participatory observation for this part of the research. This means that I will 

take part in the day's course for a number of days. I will discuss my participation with the kindergarten 

teacher in advance so that the children are in no way hindered by my presence and the daily course is 

not disturbed. The teacher of your child will communicate the planning of the dates of observations in 

good time to your child and you as parents. It is my intention that during my observation everything 

goes its usual way and the children do not feel observed but rather experience my presence as a visit 

from someone who comes to give a hand. I would also like to clearly state and ensure you that no 

personal data will be used in the processing of the data and that the full anonymity and privacy of your 

child throughout the project is guaranteed. 

For further questions you can always contact me c.aerts@me.com  

 

With best regards, 

Clara Aerts 

 

Student Rudolf Steiner University College - Master Program in Waldorf Education - Oslo, Norway. 

Supervision Dr. Martin Lee Mueller, Associate Professor, Rudolf Steiner University College, 
Professor Dahls Gate 30, 0260 Oslo, Norway. 
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Rudolf	Steiner	University	College  
Master	Programme	

 

Letter of consent 

 

I agree to participate as interviewee in the master thesis project of Clara Aerts researching 

time qualities in Steiner/Waldorf early childhood settings. 

The purpose and nature of the study has been explained to me. 

I understand that anonymity will be ensured in the write-up by disguising my identity and 

other places and names.  

I am participating voluntarily. I give permission for my interview to be recorded 

electronically. 

I understand that I can withdraw from the study, without repercussions, at any time, whether 

before it starts or while I am participating. 

I understand that selected extracts from my interview may be quoted in the report and 

subsequent publications. 

  

 

Participant 

Signed …………………………………….   Date ………………. 

 

Researcher  

Signed …………………………………….   Date ………………. 
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Interview guide for semi-structured interviews  

 

- How would you describe the time flow of a day in your early childhood setting? 

- What are in your experience moments during the day that are challenging for you as the 

educator, please describe? What do you think are aspects that make it challenging? 

- Can you describe moments during the day that are challenging for the children, please 

describe? What do you think are aspects that make it challenging for them? 

- What are in your experience moments during the day that go easy/have a natural flow for 

you as the educator, please describe? 

- Can you describe moments during the day in which the children are in their natural flow? 

What do you think are aspects that make these moments easy for them? 

- How would you describe the essence of your task as an early childhood educator in the 

past, present and future? 

- What are your hopes and intentions for young children in general for now and for the 

future? 

- If you could grant young children one wish to come true, what would this be? 
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Fig.1: Central part of a large floor mosaic, from a Roman villa in Sentinum (now known 
as Sassoferrato, in Marche, Italy), ca. 200–250 C.E. Aion, the god of eternity, is standing 
inside a celestial sphere decorated with zodiac signs, in between a green tree and a bare tree 
(summer and winter, respectively). Sitting in front of him is the mother-earth goddess, Tellus 
(the Roman counterpart of Gaia) with her four children, who possibly represent the four 
seasons. Picture by User: Bibi Saint-Pol, own work, 2007-02-08, Public Domain. Retrieved 
from: https://commons.wikimedia.org/w/index.php?curid=1804754 
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Fig 2. Pietro Perugino, volta del Collegio del Cambio: affresco astrologico di Saturno 
By Pietro Perugino - Own work, Public Domain.  
Retrieved from: https://commons.wikimedia.org/w/index.php?curid=38868336 

 

 
 
 
Fig. 3: The mutilation of Uranus by Saturn (or the destruction of Aeon by Kronos). 
By Giorgio Vasari - http://www.uwm.edu/Course/mythology/0200/titans.htm, Public Domain. 
Retrieved from: https://commons.wikimedia.org/w/index.php?curid=962858 
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Fig. 4: Kronos, titan and father of Zeus, devouring his children. 
By Giovanni Francesco Romanelli - pl.pinterest.com, Public Domain. 
Image retrieved from: https://commons.wikimedia.org/w/index.php?curid=54277715 
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Fig 5: Kairos 
Image retrieved from: 
https://commons.wikimedia.org/wiki/File:Francesco_salviati,_storie_di_furio_camillo,_1543-
45,_kairos_02.JPG 
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Fig. 6: El Tiempo vencido por la Esperanza, el Amor y la Belleza. (Vouet Simon 1647 –  
Museo del Prado) – Time defeated by Love, Hope and Beauty. Web Gallery of 
Art:   Image  Info about artwork, Public Domain.  
Retrieved from: https://commons.wikimedia.org/w/index.php?curid=6444215 
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Fig.7: The Triumph of History over Time (Allegory of the Museum Clementinum), ceiling 
fresco in the Camera dei Papiri by Raphaël Mengs, Vatican museum, 1772. 
By AlfvanBeem - Own work, CC0, 
https://commons.wikimedia.org/w/index.php?curid=16884771 
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Fig.8: Monument to Charles Borromeo in the Cathedral of Milan (Italy). Two allegorical 
atlantes by Pietro Daverio complete the monument: they represent "Time" and "Eternity". 
Picture by G.dallorto - Self-published work by G.dallorto, Public Domain: 
Retrieved from: https://commons.wikimedia.org/w/index.php?curid=3219920 
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