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CHAPTER FIVE

PLURALISM AND ITS IMPLEMENTATION: The Seventies

INTRODUCTION

i. The seventies were the decade in which panaceas disappeared,
Much had been asked of education in 1944, By the end of the
sixties, however, it seemed to be becoming clear that education
was not making a significant attack upon deprivation, and by

the mid-seventies the implications of economic and child-population
contraction were disposing of the vestiges of the optimism

of the fifties. The growing polarisation between the Black
Paper conservative backlash and the radical de-schooling
critique, with the Marxists adding their point of view,

fostered unease and the lowering of morale among teachers.
Uncertainty increased with the suggestion that the Progressive
Movement may not have been so worthwhile after all, in view of
complaints about poor achievement by many pupils in the 'basics'.
In addition, schools seemed to be becoming more stressful places,
as indeed did society generallye. The country was coming to

face the possibility that Britaint's supposed national character
of decency, tolerance and moderation offered no immunity to
violence and social unrest, as regular TV news~programmes
featured student-militancy, Northern Ireland terrorism,

violent c¢rime or industrial picketing. Racial disharmony

was leading to fright and even to hysteria,and the prospect

of this disharmony turning into violence which could spread
through inner-city areas was growing stronger. The prospect also

of a steady rise in unemployment was increasing in probability.
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ii. Yet against this somewhat depressing backdrop, some
steady gains seem to have been made for RE., By the start of
the decade, the first wave of realistic re-appraisal had been
faced, and, thoughrecovery and re-instatement were to take
time, changes had been made which were to help to this end.

At the very least, it was becoming apparent what RE could not
be,. But in addition clarity was emerging about the nature
and parameters of the various forms of RE which could be
offered, and in which parts of the system they might best
function, It is in the manner of British education that
change proceeds slowly, so there was no sudden emergence of
any one form of RE likely to be the eventual dominant mode.
But a new vocabulary was percolating, as terms such ﬁs neo~
confessionalism, phenomenology, experientialism, implicit
religion, life~stance education. and pluralism infiltrated
initial and in~service courses in RE, Towards the end of

the decade it began to appear as if a large measure of consensus
about aims might be achieved. The aims debate was part of
larger discussions about RE, a not-unimportant topic of which
was how a teacher's own religious beliefs, or lack of then,
might relate to his handling of RE in the classroom. There
seemed to be a steady improvement in the academic standards of
the colleges, and the supply of gualified RE teachers from
college and University also showed improvement. Publications
for RE continued, reflecting the wider range of approaches now
being envisaged., Syllabus~-making proceeded, reaching a landmark
in 1975, and cuwrriculum~development secured both the money and
personnel for some major schemes, The number of RE Advisers
increased, and LEAs began to provide RE centress for the wider
dissemination of resources, The DES did not shed RE from

its concerns.
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iii. It was in this decade that RE personnel took very seriously

the possibility that the more valid societal assumption for

education was that of a plural rather than a Christian society.

This led to Syllabuses which advocated religion in breadth as

the appropriate content for RE, and to a marked tendency to
differentiate RE and ME. These moves were fully withih the
definition of pluralism underlying this study, namely the belief

that plurality of religious and moral belief~ and value=-systems

is a desirable social feature, especially in a democracy, and

that this plurality should be fostered in the Maintained schools.

The conceptual changes involved in these moves were debated,

and in the process a new rationale both for RE and for ME was

soughta. One of the purposes of this chapter is to analyse

this debate and the ensuing suggestions for the respective rationeles,
But the study is basically historical, and the core-element is

the relationship between RE and ME. So considerable attention

will be given to the place of the Schools Council's curriculum-
development in RE and ME in the course taken by RME in the

seventies. One way of viewing the decade is to see it as still
occupied with the 'religious difficulty', in the three aspects i
suggested in the first chapter of this thesis, The content~ 4
aspect was now about resolving the problem posed by the presence

of different religions in the country, as distinct from the problem
of different denominations within Christianity. The administra-
tive aspect was indicating the possibility of a forthcoming problem
if various religions interpreted the 1944 Education Act to

entitle them to their own Voluntary Aided schools. The aspect

of the RE/ME relationship seemed to require that an ME be formed
whiéh would satisfy both the secular and the religious. The
problem for the would-be historian is how to select his material

from events which have not yet had time to settle into historical
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perspective. It is proposed to handle the themes of the
RE/ME debate, the developing concept of ME and the role of
the Schools Council in RE and ME curriculum-development.

By so doing several issues vital to the relationship between

RE and ME will become clearer.

ive Clarification will occur, first, in that it will be seen
that one of the outcomes of pluralism and secularism is that
education becomes primarily a matter for professional
educationists who are that by training and experience. The
seventies might almost be called the decade of the professional,
Second, as the nature of RE and ME become better defined,

so it will be seen that the two areas may not be able to

exist alongside each other without some interaction, The
Schools Council's view of complementarity between RE and ME
ostensibly made this point, but in practice it is to be f
doubted if the publications from this body saw complementarity
as anything other than total separation, Hence, it will be
maintained that a better way of viewing the relationship

is that of intersection, and it will be suggested that the

Schools Council might have themselves deduced this from

thelir own data. Third, the complexities of the two concepts,
RE and ME, became more visible in the seventies, but these
compexities might well tell against both the total separation
of RE and ME as well as the old simplicities of total

equation,

ve It is acknowledged that to pick out the theme of the
relationship between RE and ME is to narrow the examination

of éeventies' RiE quite severely, But this is an inevitability.
The closer one comes to the present, the more rigorous must

be the process of selectione.
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Dele THE RE/ME DEBATE

54141+ Philosophical Spadework

i, It was seen how, in the sixties, there was a readiness
on the part of some to allow that christianising aims

might be inconsistent with an educational approach.to'RE.
But it has also been seen how the *new! Syllabuses were

to remain attached to the view that RE was primarily about
bringing children to an acceptance of Christianity., The
seventies opened with this issue unresolved and it soon
became a major subject for debate as RE came under pressure

to justify itself as a valid area of the curriculum.

ii. A series of articles appeared in a London University
journal between 1972 and 1974 (1) which are of special
interest in that the central issues of RE's educational
justification are all handled succinctly. While no claim

is being made that they were either barometric or influential,
they are valuable in that the writers were as aware as any

of the pressures of pluralism, secularisation and current
research, The general itone was one of optimism that RE

had a continuing important contribution to make to education,
and it may be noted that the writers included Humanists who
were finding themselves in agreement with the views expressed
by their colleagues, who, in turn, were developing positions

which were more humanistic than the former rationale for RME,

iii., Martell's opening article was dismissive of Christian
aims, of compulsory acts of worship and of the need to seek
agreement from the churches (2). While Gates was not so

ready to diemiss the church from any further participation in
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Maintained school RE, he welcomed church participation only if
it were part of a common cause to help children understand what
is meant by being religious (3). It may be noted that the
church. had in fact paved the way for such a position by its

Durham Report (4), although in that publication it had called

for a rather different approach to ME than that emerging from

the U, L, 1,E. articles,

ive Jones (5) and Hemming (6); the two Bumanists, were more
interested in ME than RE., However, Jones praised Martell's
pluralistic concept of RE, and Hemming was more positive again
in his evaluation of RE's contribution. Jones was anxious
that ME should proceed without *unhelpful accretions' from the
past. Memming repeated his point made earlier (7) that the
cosmos as a physical source of wonder can stimulate the
imagination to a dynamic type of morality, based on search

and discovery. Both these writers were leading up to
Hemmingts recommendations for ME. Be called for truly caring
schools in which the search for a consensus of principles,

within a variety of viewpoints, was everyone's shared goal.

ve These articles illustrate that Humanists and religious
people could engage in a common enterprise, if the crucial
question wexre not 'What are the religious beliefs or lack of
them of the participating partie;?a Were the pivotal question
to be ‘Is thé enterprise educational?’ then common ground

was possible; A theme running through all the articles is
the view that RE must justify itself educationally. This is
most explicit in Gates, who drew on Hirst, Smart, Loukes,
Pheniz and Tillich to reach the conclusion that to examine
religion as a form of knowledge and as a *'locus of ultimacy!

made RE a 'proper humanismf?, This represents a very appreciable
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move away from forties' positions, in which Humanism and religion
were, more often than not, contrasted with each other and placed
in polarity. Straughan continued in a similar way to

Gates (8), Me argued that, in view of the long tradition of

both RE and ME, it was near indoctrinatory and certainly anti-
educational to deprive children of acquaintance with either
tradition, Very aptly he pointed out that the supposed

agreed criteria testing a moral Judgement might be no more
clear than those testing a religious claim. These two writers
were showing that RE and ME, as related processes, could appeal
validly, at least in principle, to humanistic premises for
their justification, But it was also clear that to do so

RE had to be what its title described it - Religious Education,

not Christian Educatione.

vie These London University articles formed part of a wider
philosophical debate that was developing a view of education
which would give weight to the notions of rationality and
personal autonomy, and which would not be dependent upon
metaphysical underpinnings (9). Peters! view of education

as initiation into publicly worthwhile traditions, and Hirst's
defence of the traditional differentiation of knowledge into
logically distinet forms had been percolating since 1965 (10).
In 1968 Dearden furnished the primary schools with a
philosophy of education which showed affinities with Hirst,
and which steered between the authoritarianism of the old
elementary tradition and the thoroughgoing 'needs and interests!
approach of unrestrained Progressivism (11). In various

wa&s these three writers were addressing themselves to a

secular, plural society, and were advocating pluralism,
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the conditions in which the merely plural become the desirably
plural. Peters wanted the plurality of public traditions to
be subordinated to the criterion of worthwhileness. Hirst
wanted the plurality of knowledge to conform to the struc%ures
required by logic. Dearden wanted the plurality of individ;

uality to issue in 'personal autonomy based on reasont,

vii. Peters! analysis of education distinguished it from
either training or instruction, and also turned away from
instrumental, moulding and growth models (12), Me argued

for the importance both of intrinsic ends and of public
objectivity. He stressed the value of initiation into

forms of knowledge, of which Religion was one, He avoided
the equation of happiness with worthwhileness, He held out
for the t'crunch of standardst, There may be a weakness in
his position in that the notion of worthwhile public
traditions is highly debateable, and diversity of moral content
is a problem which may not be resolved by focusing on form
rather than substance, He did grapple with ethical diversity
while expounding the view that rational moral principles can
be found (13). But it may be questioned whether he really
closed with the problem that morality might have to have
designated a specific content, as well as being accorded a

distinctive form of thoughte.

viii. Hirst's outlook stemmed from his belief that the ground
of values was to be located in Man's conception of the diverse
forms gf knowledge he had achieved (14). He saw liberal
education as a process of developing rational mind through the
pursuit of kaowledge of what is the case, its Justification

. being found in the justification of rational mind. His
defence of the forms of knoﬁledge meant also a defence of

Religion as a form of knowledge,with benefits to RE. But the
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question might still have to be raised as to how far Hirst gave
sixties! RE an answer to its problem of justification. It must
surely have been important that Hirst held out for Religion as a
form of knowledge and developed a position on RE which fitted a
secular rational educational context, But this position seemed
to rest upon an acceptance that rational mind was its own
Justification, the apparent circularity being defended on the
grounds of the inter-relationship between concepts of rational
Justification and of the pursuit of knowledge (15). Yet even
were this allowed as a valid way out of the difficulty, a further
problem would still occur in that religion may only partially be
able to appeal to rationality for supporta Some religious tenets
may indeed be beyond reason, while not necessarily being
unreasonable. Also, there are those who would argue that a
religious outlook on life is an irrational perspective. In
addition, by insisting on a narrow view of truth (16) Hirst might
have gone some way in weakening his own argument for Religion as

a form of knowledge. Por he himself pointed out that the
verification~procedures for Religion were then as yet undeveloped,
the inference being there to be drawn that they might remain so.
Also, if religion has to borrow validation-procedures from another
form it can hardly carry full weight as a form of knowledge in its
own right (17). Furthermore, religion may not be sufficiently
unitary a phenomenon to be regarded as a form, It seems that
Hirst was talking about Christianity rather than about religion.
These considerations then would seem to cast a certain amount of
doubt upon'Hirst's argument for Religion as a form of knowledge,
however valuable such a view from such a souree.may have been to
RE teachers at the time, !ét in that Hirst had developed a case
for RE's continuance, which in no way depended upon ecclesiastical
or legal underpinning, he was pointing RE in the direction of

academic respectability and educational proprietye.
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ix. There may be a further question to consider in addition to the
matters discussed in the previous paragraph. This concerns the
way in which the forms of knowledge might relate to the world of
ordinary people. Hirst was insistent that knowledge of the forms
carries back into the common world of persons, It is true that
this claim is made at the end of an article which was pitched at

a high intellectual level, no doubt because Hirst reckoned, and
surely rightly, that the issues with which he was engaged were more
discernible at that level. It may therefore not have been the
most appropriate place to give a developed treatment of the

'subtle as well as the simple ways' in which knowledge of the

forms carries back to ordinary people. Yet RE teachers might well
have found themselves hoping for a sequel in which this topic

received a fuller discussion,

x. Although Mirst encountered critieism (18) it may be presumed
his influence was strong, in that he was arguing for the traditional
English approach to education but making his appeal to non-
metaphysical criteria in the process. In doing so he was
constructing a philosophical Justification for RE which both gave
it status academically and indicated the way in which RE teachers
might successfully move with the times, But in that he seemed
to be arguing for Christianity, rather than for the whole
dimension of religion, he was not fully aligned yith the course
which was to take RE inb World Religions. Also, although he did
not contend for a hierarchical structuring of the forms, in most
schools there is such a structuring, and in Maintained schools
Religion is usually not very high in the rank~order. Yet

where RE is valued this is very often for its personal and

social implications. That is, at the very point at which

Nirst's case seems a little under-developed. Nonetheless
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when the force of the philosophers! demands for educational
Justification came to be felt in RE, in the early years of
the seventies, Hirst was an ally of some standing. His
views had had time to achieve dissemination since 1965, and
he had developed a position which was appropriate to a

secular plural society.

xi. Petersand Hirst had been supportive of RE, but Dearden
was not able to be supportive to the same extent, His basic
argument about RE was that, because the truths of religious
doctrines are debateable, it is wrong to present them in

the schools as unquestionably true (19). Hirst and Peters
would both have agreed with this proposition. Where

Dearden contrasted with his fellow-philosophers was that,
while he accepted that the alternative to indoctrinatory RE
was valid educationally (i.e. teaching about religion), he

did not seem disposed to advocate this position with any
degree of thoroughness. He showed no anticipation of Smart's
programme, although the data were there for him to have
considered. This omission was paralleled by an apparent

lack of awareness of the creative outburst of RE research

and writing in the sixties (20)e. Although Dearden allowed

in principle that Religion was a form of knowledge he did not
develop the point. Yet even if he had misgivings about
Religion as a form, he could nevertheless have given it some
consideration as a field of knowledge, as Holley suggested (21).
It does seem a little unbalanced for him to have shown rather
more sympathy to the comparable difficulties of validating
Aesthetiés and History, than to validating Religion (22).
However, on the topic of the RE/ME relationship his analysis
 was more extensive, and his advocacy of ME was careful and

illuminating.
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xili., In his discussion of the relationship between RE and ME
Dearden analysed some basic issues, and his handling of the
topic must rank as a valuable contribution to the debate..
His position on the relationship between RE and ME was in
keeping with his thesis that personal autonony based on
reason be regarded as the central aim of the educational
process, In examining the case for the autonomy of morals,
he accepted the view that actions are the product of choice
and decision, and are the autonomous acts of the will., He
was aware that he might have seemed a little arbitrary in
assuming freedom and responsibility, but if his defence might
have appeared lame he could reasonably have asked if there
were any way out of the difficulty which would appear
otherwfse (23). For he also had to basé his Justificatdion
on the proposition: rationality is rationality is
rationality (24). Once grant that his view of rationality
is self-evidently valid, a feature of which was to regard
others as free and wesponsible beings, then his case for

the separation of morals and religion is surely well
grounded, Perhaps however he might have been on less sure
ground when he placed individual morality in the area of
personal opinion, while making social morality obligatory
in public education, Clearly he is making an important
point in that he is finding an acceptable moral role for
schools, without at the same time undermining the principle
of individual autonomye. Yet it may be asked whether to
differentiate in such a clear-cut fashion between the
individual andbthe social in morality is to underestimate
the strength of the link that may exist between individual

and social behaviour. This may be an important question for ME,
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xiii. In this emerging rationale for the traditional view of
education as initiation into academic disiciplines there seemed
to be no room for an RE interpreted as induction into one
particular religion. But there did appear to be a Justifiable
place for classroom Religious Studies where these paid due
attention to the requirements of openness, pluralism and

freedom of choice, although school worship appeared to be
unsaveable (25). The really difficult problem occurred in

the area of truth-claims., In that respect, Phenix's scheme
urging that education should be about the development of
meanings (26) might have offered a better way forward for RE
than did Hirst. For Phenix allowed the validity of
existential knowledge as real knowledge, valid because it
contained a personal element, But Hirst attacked him on this
point, maintaining that Phenix was not talking about knowledge
in the philosophical sense but about states of perception,
awareness and feeling (27). Yet Hirst's reduction of
knowledge to only two valid classifications, knowledge-that and
knowledge-~how, would seem to question the validity of the view
of Religion as a form of knowledge, especially as Hirst had

to concede that verification-procedures for religion had some
way yet to go before they were authoritative., Phenix's
acceptance of existehtial knowledge was to posit a looser

view of truth than that of Hirst but it was also to give

a certain amouat of support to a central area of content in
religion. It may perhaps be questioned whether, in a
situation of pluralism, an exclusively tight view of truth

can really be permitted, Such a suggestion might perhaps

be made in view of the fact that Phenix obtained backing against

Hirst on the grounds that Phenix's position was logically
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the looser of the two, his looser schematisation being a positive
merit in curriculum-planning (28). While usefulness for
curriculum-planning does not make something true or verifiable,
there may be times when relationships and care for persons must

be given at least as much consideration as the strict verification
of truth (29). If Barrow's unease with the criterion of usefulness
is borne in mind (30) then there may be good reason for deweloping
a rationale for RE which locates as central the view that the
fundamental human motivation is search for meaning (31). It may
be noted, however, that both Hirst and Phenix distinguished
between morality and religion (32). But it should also be noted
that Hirst tried very hard to bring traditionally minded Christian
RE teachers to see that they could move forward with a changing

educational pattern and not lose their integrity in the process (33).

e1e2e RE and Pluralism

ie It has already been seen how the churches were moving with

the times in the Othen Report (34). This process continued as
the seventies opened with a more comprehensive and substantial

report than Othen, in the publication of the Durham Report (35).

This document attempted to grapple with the topic of the role of
RME in a secular society. It put forward a rationale which argued
from a functional definition of religion as essentially meaning-
construction, and maintained that as such it would form a
siguificant element in the human conditiom. Paragraphs 204 and
205 lay at. the heart of the report;s argument, Paragraph 204
identified the religions of the world with Man's response to

the tenigma of his“origin and destiny', as he sought explanations
for his suffering and his finitude, and as he twurmed to
value-systéms for his dignity and his direction. The report

went on in paragraph 205 to posit a recognisable spiritual
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dimension in Man's nature, requiring to be expressed through
religion, this last named term being taken to cover any
meaning/value-system constructed in response to 'the questions
of man's ultimate concern' (36)., Flanking these central
points were the assertions that Man could not fully be
explained by reductionist theories, and that Peters' view

of education as initiation (37) could readily take on board

the view of education being expounded in the report.

ii. This report might almost be a @icrocosm of the history

of RME from 1670 onwards. As indicated in the first chapter (38),
the 'religious difficulty' forced pluralism of a limited kind
upon education, the Anglican church having to accept

reduction of its privileges as alternative religious and

secular groups strengthened numerically and politically.

The 1970 report can hardly be seen as the work of a church
pioneering a pluralistic approach to RE. It seems much more
the product of a church realistically accepting that the
existence of alternative belief- and value-systems meant
withdrawal of evangelising aims, and inclusion both of

religions other than Christianity and of secular belief-

systems as valid material for the RE lesson. The reluctance

to abandon Christianity's dominant RE role in the curriculum and
to discontinue school worship would suggest a church which was
putting its weight into restraining any trends which were
showing too radical a departure from the traditional. If so,
it could'not be expected to meet with complete approval. Elvin
was particularly\critical,.seeing the report as a device designed
to give the church an even greater hold over the young (39).
Cox believed that in some important respects the report

begged anumber of questions (4O).
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iii., But if the church had shown readiness to modify its

conception of RME in the Durbam Report, it also showed, in

the Birmingham Syllabus controversy, that there were limits

to which it was prepared to change under pressure from
contemporary secular groups. For the Birmingham Syllabus and
Handbook of 1974 (41) together sugnified a radical departure
from previous LEA provision, in that non-Christian religions
and some secular belief-systems were allowed to stand alongside
(not underneath) Christianity in their own right. The
Conservative group on the committee were angered that

communism had been given a place in the Handbook, and they
allied with the National Society, which had secured a legal
opinion that the Syllabus was inconsistent with the 1944
Education Act, an opinion which was substantiated when the

LEA pursued its own legal engiiries,. The outcome was a
compromise in which a new Syllabus was issued, making RE
specifically concerned with religion, but in which the Handbook

was accepted as it stood,

ive The implicit assumptions of the Syllabus and Handbook
were secular rational. As well as a stated rejection of the
aim of inculcating any one set of beliefs, great attention
appeared to be given to the objJectives of critical assessment,
objectivity and pluralitye. As Newbigin pointed out, the
Syllabus itself had a life-stance which was taken for granted
and raised above criticism (42). Cox suggested that the
unit on humanism had propagandist undertones (43), and Taylor
that the Handbook was an initiation into agnosticism (44),
Cole however was enthusiastic and found that the Syllabus

and Handbook were t'shot through with religious pluralism
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from beginning to end' (45). Yet the Handbook is in fact
quite selective of the religious groups recommended for
examination, Also, the approach is so cognitive that the
result might be merely descriptive without a real closing with
the issues with which religions are preoccupied. Jones
prophesied minimal attention to Christianity and negligible

to the Bible (46).

Ve The Birmingham production, as the first major impiementation
of Smart's phenomenological approach, might be pardoned for.

the alleged faults of not fulfilling its own objectives fully,
and of creating different impressions on different readers as to
what exactly it was about, But it can perhaps validly be
charged with not handling adequately two central areas which
were points of controversy in the seventies, It did not

tackle the question of what religion was, and it did not,
because of the'flattening' of religions, offer sufficient

help in evaluating religions on grounds other than personal
preferences. These criticismspoint to what is perhaps the

most fundamental problem of all for RE teachers, namely what
does the 'flattening' of religions do to the quest for truth,
and for the self-understanding of religious people, particularly
Christians and Muslims? Truth seems to be a very live issue
for adolescents, Wwhen teaching the phenomenology of religion
the teacher's fears about imposing his own views and his
avoidance of the question of truth might foster ineriness of a
similar kind as was supposed to reside in the old Bible-

knowledge approach on occasions.

vi. It is noticeable how the language of aims changed, with
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the coming of the Birmingham Handbook. The subsequent
Syllabus -productions of the second half of the seventies
uniformly avoided, if not actually specifically disowning,
the language of confessionalism (47)., RE was now about
understanding religion, about appreciating what it means to
be religious and to take a religion seriously, and about
appreciating the human significanee of religious phenomena.

It was also about something wider than Christianity,

s2e MORAL EDUCATION: A DEVELOPING CONCEPT

De2el1e Theoretical Perspectives

i. The psychologisté who had most to offer Moral Education

in the seventies were those in the cognitive developmentalist
tradition and those in the behaiourist, Piaget, influential
to RE in the sixties (48), put forward a fecund theory which
was developed by later researchers, His basic thesis was

that moral thinking develops through stages, each characterised
by a certain quality of reasoning, the génoral development
being from heteronomy, im which social relations are governed
by a one-sided respect for his elders by the child, to
autonomy, in which mntual respect and co-operation lead to
social relations based on a maturely rendered agreement (49),
Kohlberg refined and filled out this theory, his first work
appearing as early as 1959 (50). His method was to preseant
individual interviewess with standardised stories, each posing
a moral dilemma for which there was no obviously 'right!?
answer, with tl;e requirement that the meam of resolving the
dilemma be justified on specific grouads, Given a large
enough Sample, an adequate age-spread, with some longitudinal

depth and some across-culture investigations, the responses
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could be grouped into categories, and the resuilts compared
with those of Piaget. Kohlberg's three levels, each
containing two stages, amplified Piaget's simpler scheme,
The cognitive developmentalists could ciaim to have
demonstrated that moral development can be expected to take
plaee, that children can be helped through the stages (51),
and that. ME can be effective to this end, Although Kohlberg
was a psychologist, it should be noted that his work had
rhilosophical implicatioens (52), particularly in suggesting
that the naturalistic fallscy should not be regarded as
ruling out any sort of correspondence between the "is'and the

‘ought' (53).

ii, The altbrnative psychologieal school preferred to focus
attention on the envirommental variables by which behaviour
can be manipulated, The behaviourists would probably see
Skinner as archetypal, although behind him is the Pavlovian
tradition.. From his experiments with rats and pigeons,
using operant conditioning techniques, he theorised that
desired behaviour can. also be produced in humans scientifically,
by means of reinforcemnnt-techniqnos.(54), this applying
even to language (55). On such a view moral behaviour must
be regarded as an eamvironmental product, produced aceording
to a set of criteria which are in some sense themselves an
environmental product also: words like purpose, freedom,
responsibility and autonomy refer to mo more than a histery
of reinforcement (56). Although, in Britain, Eysenck has
espoused behaviourism and interpreted consciemce as a set of
conditioned reflexes (57); Wright has been dismissive of

the 'circus tricks' type of morality (58). However,

considering how well the Piaget/Kohlberg approach relates to
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the British acceptance of developmentalism in education,
especially in the primary schools, and how recent philoseophers
have pressed for 'rational moral principles! as a mark of

the autonomous person, it may seem a little surprising that
the theoretical perspective which has found greater favour in

Britain is that of behaviourism.

iii. The sociologists can also be accorded a contribution

to seventies' ME. The philosopher Dewey gave them a lead
when he attaclked any attempt, either to isolate a supposed
entity, Moral Education, from the total life of the school,
or to isolate the Moral Education supposedly given by the
school from the larger circle of social activities of which
the school forms a part (59). Durkheim developed a theory
of morality specifically slanted to schools (60). He
pressed for a scientific approach to morality, which started
with it as a social fact rather than a theoretical construct (61),
embracing relativism without apparent serious misgivings.
While Musgrave found his analysis difficult for modera
sociologists because of Durkhezim's emphasis upon authority,
his assumption of social unity and his lack of stress upon
the non~-cognitive (62), it would nevertheless seem to be the
case that Durkheim still has a current validity. His search
for a secular rational morality, neither rooted in religion
nor needing religion for its credibility, maintenance and
authority, is a contemporary search also. Again, his
insistence upon a science of morals, starting in the empirical
and striving to bgild up a knowledge and understanding of
moral rules and why people accept them, is a congenial

notion to many moderns,

ive But in addition to these voices from the past, several
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seventies' writers, taking a sociological perspective,
contributed to the developing ME concept. Kay made a
distinction between true Moral Bducation and socialisation.
into a specific set of cultural norms (63), and cantended
that, as middle-class homes seemed to develop the precon-
ditions of and the primary traits of morality better than
working-class homes, ME should ensure that working-class
children should make the best use of life-enhancing
possibilitiee (64). He was one of the few writers who
seemed equally to be concerned both with the development of‘
moral judgement and with the production of moral behaviour. He
frankly involved, the moral educator in 'personality engineering' (65)
and saw himself to bé stretching the naturalistic fallacy

to allow the validity of deductions of moral imperatives
from moral statements (66), Another writer, Sugarman, was
involved with the work of the Farmington Trust ME unit (67),
and made it his specialism to relate sociological findings
about the nature of tl» school as a social system specifically
to ME., Kay drew attention to his studies and articles
1966-69, but found him 'sadly conservative! in wishing

to inculcate sensitivity to authority (68) (a Durkheimian
idea, be it noted). Sugarman's 1973 position (69) was to
invest a great deal of hope in the influence to be exerted
by the Farmington Trustt's model of the Morally Educated
Person (70), seeing this, not as a moral absolute, but as
representative of the values common to a number of societies
within the cultural tradition of Judaeo~Christian humanism

and liberal democracy.

v. The writers examined so far would fall within the broad

category of those who approach education as an institution,
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avalysing it as one of the major social phenomena. Musgrave
took a different stance, this being the social action
perspective which focused on the meanings held by the
participants in a given situation. Ee was more interested in
the creation than the transmission of social reality, faulting
Kay for alleged deterministic tendencies (71). The research-
survey Musgrave conducted, although small, is of particular
interest, for he claimed to have found evidence of a moral code
held by a sample which showed awareness of moral problems,

but contained no respondent who mentioned any need for Reliéious
Education, This code was strongly based on the importance of
the individual, but tempered with a desire for good personal
relationships, being applied in a situational manner (72).

It would have been of interest also had Musgrave given an
account of the way in which the schools he surveyed actually
conducted ME, for his stress on the importance of the
'reflective creative process' encouraged by novel situations
suggests this as an important part of the samplets ME, It was
therefore a method about which ME teachers generally could have

learned with some profit,

vie Seventies'! sociologists helped towards an appreciation
that direct teaching may nct be the only constituent of ME. The
many factors additional to formal lessons, in their complex
permutations, came under scrutiny for their implicatiomns for
Moral Education, MNevertheless it seemed clear that a -
sociologist would take seriously the nature of the pupils?! own
beliefs about morality, however immature, inadequate or
inconsistent he might find them to be, This would encourage
the view that direct teaching, on a sociological showing also,
would contribute to Moral Eduéation, in so far as it‘engaged

with pupil-belief, 1t would seem the case that, in so far
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as the sociologist scrutinises the organisational structures,
relationship-networks and societal interfaces of the school,
for their implications for Moral Education, he is remdering
ME a serwice, The sodiologist might, however, hawe only a
very limited, and limiting, view of ME as he does this, For
he is thereby primasrily concerned with the immediate and with
the environmental. The larger questions of purpose and
beliefs about the nature of the universe are not ruled out

by the sociologist, in that, as Musgrave has shown, the meanings
held by participants are factors of social importance., But
the sociologist‘who has foresworn, seemingly against Durkheim,
the reificatiom of society might be umeasy about handling the
possibility of a link between beliefs about the cosmos and
moral behaviour (Musgrave's research, it should be noted, did

not specifically probe this,), and uncertain of its place in ME,

De2420e ME and Secularism

i, It has been seen how the Durham Report made concessions
on RE (73). Reference must now be made to its position on
ME. The basic contention was that Moral Education was
incomplete if aiming only at a common-denominator type of
morality, for, without reference to fundamental questions of
meaning, purpose and value, such a morality might be no more
than the conventional wisdom of a particular period (74).

As there was a reluctance to move too far from a traditional
Christian approaéh to RE, so there was a comparable reluctance
to move too far from using the Christian ethic as a base for
ME., But there were concessions tb the plural and the secular,
'as when the report averred that ME should be 'less authorit-

arian' and must take account of 'significant differences' of
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opinion in society on moral principles and/or practices,

that induction of young children into morality should be

such as to be capable of rational justification (75). .- But,
while emphasising that Christians have no mbnopoly of

concern for moral matters, it is noticeable that there is

no mention of World Religions, Also, the differences of
opinion among Christians on specific issues such as premarital
sex, homosexuality, marriage, divorce, drugs, race, war and
the bomb seemed to be rether skated over, while a four-line
reference to situation-ethics hardly seems an adequate base to
put forward the conclusion that any current moral confusion
would only mistekenly be seen as 'sinister?, While it

should be noted that the report gave due attention to the
place of the school generally, and to each teacher in
particular, in the proeess by which pupils developed morally,
it r?garded the contribution of the RE teacher to be that of

- explorinz the moral implicatioms of Christianity. The
exclusiveness of that statement was acceptable enough in

1970, but it was hardly an anticipation of the strength of
‘either pluralism or secularism, Among its 47 recommendations
was the negative one that a separate subject called t*moral

education! be not introduced (76).

iie It fell to the lot of Hirst to advocate a fully
secularised ME (77). He argued that, as in engineering and
agriculture, so in education, the principles governing the
practice must be decided on autonomous, rational grounds,
independent of religious belief. Christian education,. he
maintained, was an anacﬂronism. Curtis attempted a reply
that RE was a pleonasm (78) (a not untypical characteristic

of the early sernties was to continue to blur the distinction

between RE and Christian Education) stressing the poiat that



234,

moral as well as rational grounds were needed for the total
educational process. But such a reply relied upon a closer
identification of religion and morality than seemed warranted

by the times, Also, Hirst certainly did not need reminding

that education was a moral process, for he was to argue in 1974 (79),
this being an amplification of his 1965 article, that morality

was not grounded in religion but in rationality, and that society
could give no other remit to educationists than to proceed on

this understanding.

iii, In attempting an evaluation of Hirst's contribution to

the development of a concept of ME appromiate to the seventies
it would seem necessary to distinguish between two aims which

he appeared to have set himself, First, he wished to analyse
the nature of Moral Education in secular terms. Second, he
wished to commend this analysis as not inconsistent with
'certain interpretations of Christian belief?, This being so
it is immediately clear that the former aim is the more relevant
to this study, for the course of RME in the seventies was not
influenced to any great degree by the consideration as to
whether it was consistent with Christian belief, However, it
remains the case that Hirst reckoned there to be a sufficiently
strong enough Christian element among RME teachers for him to
devote his attention to persuading them to acecept secular ME,.
The forthcoming appraisal therefore will hold these two aims
apart, and although it will be suggested that Hirst may have been
less than convincing in his theological aim,it is nonetheless
recognised that this would not invalidate his analysis of

Moral Education under his first aim.

ive To take his theological aim first it may be said . . -

that Hirst was not attempting an apologia in the manner of the
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sixties' radical theologians (81), His intention was not to
suggest a synthesis between Christianity and Mumanism, but to
interpret Christianity as traditionally understood in a way
which would be consistent with his proposals for Moral
Education. Yet it may be questione d. whether he aligned with
Deism rather than with Christianity. There are two
considerations which suggest this to be the case, First, he
exhibited an apparently unqualified confidence in the power

of reason to arrive at solutions to moral problems without the
need for dependence upon divine helpe. This would be
consistent with his view that the central feature of morality
is the making of rational moral decisions, which must
presuppose the capacity of reason to be able to make such
Judgements, Yet it is doubtful if Christianity in any form
can avoid positing some limitations upon the competence of
unaided reason to solve human problems, Even those Christians
who ére the most reluctant to use the former terminology of
original sin might nonetheless be obliged to advocate a
sophisticated version of this very notion, Hirst is prepared
to argue however that morality can be haumered out in a
comparable way to the rational hammering out of agricultural
or engineering science, Yet this comparison may be valid
only if the thammering out?! is a term to denote 'knowing what
should be done', It may certainly be the case that Man

can arrive at a correct intellectual analysis of human
problems in the same way as he can arrive at an analysis of
agricultural or éngineering problems, But the application

of moral knowledge is at .least as important as the application
of agricultural or scientifiec knowiedge, and it may be that
something extra is needed by morality at this point than by
agriculture or engineering, It is here that Christianity

might be expected to say something distinctive,



236.

Ve Second, Hirst found a role for 'grace' only by restricting
it to Christians. He drew a comparison between the position
that Justification for morality did not rest upon Christian
belief, which he had argued previously, and the position

that it is a mistake to think of Christian faith as 'providing
an extra element in the moral life, which is missing on a
purely natural approach!' (82). He thus appeared to remove
God from any direct involvement with the psychological,
biological and social mechanisms of moral behaviour. By so
doing he seemed to be further bringing his position nearer to
that of Deism than Christianitye. It may be doubted if many
Christians could be altogether happy with a view which seemed
not to be giving sufficient allowance to the traditional

doctrine of God as sustainer as well as creator,

vi But these two points are more in the nature of theological
- criticisms, Jjustifiably so in view of the fact that Hirst was
addressing himself to the task of commending his position to
Christians. But, as has been indicated, this was not his
sole aime His central argument was that rational moral
principles do exist and should form part of school ME. Yet
this would raise a question of central critical importance

to this studye. It must be asked whether the very generality
of the principles for which Hirst argued so cogently makes
him vulnerable to a charge similar to that which he directed
- against the concept of Christian education. He maintained
that this was a vacuous term prone to cultural conditioning.
But his ownposition on rational moral principles may be
comparable in that, whilé universal moral principles do

raise morality above particular cultures, these principles

may be so general that they could fail to indicate how a



237.

rational morality might be expressed in particular
situations,. However desirable it may be to put forward

& system which breaks free from moral relativism, if this
system can itself be criticised as being ill-equipped to
handle the uncertainties of moral content, then it may
validly be asked if the matter has been advanced in any
appreciable way. But perhaps there is no way of solving
the problem of deciding on moral content short of settling
for a particular morality and championing, even enforcing,
it against all comers. This was the solution advanced in
the forties, but that solution was not appropriate to

the seventies, Yet if the problem cannot easily be solved
at least some headway might be achieved by an ME which
advocated discussion of moral issues in a rational manner,
aiming at understanding the issues involved if not at
complete resolution of the problems under consideration,
Hirét showed how Christians and secularists could enter
meaningful dialogue with each other both on the topic of

the autonomy of morality and of the natural mecharisms which
may be involved in the process of producing moral behaviour,
He also placed ME in some relationship with RE in that he
focused on the religious significance which morality could
acquire, Furthermore, in declining to go the way of those
radical theologians who reduced relgious belief to mere moral
teaching he gave to religious belief a strengthened role at
the psychological level of personal involement in morality.
In addition, as his 1974 publication was the culmination of
a series of articles and addresses given over ten years (83),
he may be said to have anticipated and prepared his readers

for the debates and changes of the seventies.

vii, Hirst had done for ME something similar to that which he

had done earlier for RE. This was to show how each area
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might validly fit an educational scene in which aim, method and
content were decided upon rational, secular grounds. This was in
turn comparable to what he was doing for education as a whole in
that he was arguing for the traditional subJect-curriculum but by
appealing to non~-metaphysical criteria. Hence; for RE an
Objective, cognitive approach to religion as an area of study was
& proper concern for the Maintained school, but a personal
eéngagement in religious practices was not, this being the province
of religious institutions formed to foster an individual's
commitment to a particular faithe. For ME morality as an
autonomous domain, perceived and implemented rationally, was
essential to education, but a morality dependent upon religion for
its authority and implementation was not. Yet Hirst did not

want the two areas to go completely out of relationship with

each other when each had secured its independence, He suggested
various-benefits for RE that came from an autonomous ME, These
were found not so much in the prospect that RE would then be
released to do its proper Job of teaching about religion, a view
later to be emphasised by the Schools Council, but that religion
could be better seen for what it really was, The corollary woeuld
then also obtain that morality would be better seen for what it
really was, Hirst did not address himself, however, to examining
how an autonomous RE and ME mighf operate each in its own right
and yet interact with each other, But it must be remembered that
he was writing at a time of crisis for both RE and ME when it was
crucial that each be satisfactorily conceptualised. Any
criticism that he téo encouraged an unnecessarily severe

severance of RE and ME must ‘take account of this., Now that

the debates of the sixties and seventies have settled more into

a historical perspective, the time may have come to explore the
notion of t'intersectiont as a designatioh of the RE/ME relationship

which encourages the possibility of mutually beneficial interaction.
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2e3e CURRICULUM=~-DEVELOPMENT

De3ele Religious Education

ie Although the Birmingham Handbook could be described as

a curriculum-development project, it was the Schools Council
which occupied the major role as RE and ME curriculum-
developers in the seventies., The Council had already

given attention to some of the issues that were stimulating
debate about RE (84), and in 1969 had turned to Smart to
direot a secondary RE project, followed by one for primary RE,
with parallel ME projects under the directorship of McPhail.
Thus, although criticism had been levelled at the old |
Syllaebuses that they had been too heavily dependent upon

l University Theology, it was nevertheless from a University
that fresh guidance was sought, a start being made in the
secondary rather than in the primafy‘schools. However,
Smart¥s intention was to locate the schemes firmly in the
schools themselves and to consult teachers on a wide basis.
A series of booklets was produced for classroom-use, but
they appeared only after a long delay and then some were of

a rather indifferent quality. But the 1971 Working Paper

was a very valuable publication, clarifying many of the

problems confronting RE (85).

ii. It advocated following the lead given'by Smart. Both

the confessional and the anti-~dogmatic approaches were

rejected in favour of the phenomenological, or undogmatic,
approach, which fuses the tools of modein scholarship in

order to enter into an empathlc experience of the faith of
individuals and groups! (86)., Goldman was set aside as
!neo-confessignal', Loukes received qualified commendation, Cox

had ieanings to the neo-confessional, but Smart was hailed
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with plawdits, and Smith was commended for combining the
positions of Loukes and Smart (87), “Those engaged in teacher-
training were urged to break away from traditional patterns

of University Thaologyg'to provide courses more suited to the

RE recommended in the paper ad to reflect Lancaster University's.
imnovations. | The question that was continually pressed,

as the paper drew out the implications of its view for RE; was:
What is the most appropriate approach in a multi-faith, but mainly
secular socipty for an RE which aimed at understanding of,
toleration for and sympathy with many viewpoeints, both in

their cognitive and affective aspects?

iid., A chapter was devoted to the relationship between

RE and ME, [Elsewhere, Horder, the deputy-director of the
. project, had made it clear that the scheme was to make a
conscious separation of Moral amd Religious Education (88),
But the position taken by the paper was to see both aress as
complementary, and to welcome co-~operative ventures on this

basis.

'Many of those concerned with RE are fully aware that
morality is an autonemous area of study, that religious
perception and moral perception are as distinct as
historical perception and aesthetic perception,
Iikewise, many whose interest is moral education
recognize that the insights and accumulated wisdem

of the great world religions cannet be ignored in

any comprehensive scheme of moral educationt (89),

The paper spelt out its positiom in a final summary.of eight
propositions, which accepted the autonomy of ME dnd stressed
that RE had a plage in the schools whether or not it was

a 'fount of virtue', Yet it seemed to be smuggling in a
plea for religien still to figwre in ME's base, for 'you
cannot get far by an appeal to self-interest, or by appealing

to the child as a rational moral being' (90), Perhaps any
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attempt to bring RE and ME into some sort of relatiomship will
take on the appearance of special pleading for one or the other.
For, although Horder's earlier point that the ethical is

nearer the heart of religion than the ritual or doctrinal (91)
seems to have been quietly dropped, the impression might be
taken from the paper that a truly autonomous ME is not really
being envisaged, For the point is made that a religionfts

moral teaching cannot be divorced from its religious dynamic,
and the Humanists are described as having 'got into the pool?

of common morality by Christian springs (92). The paper may

be regarded as an extension of the Durham Report in the direction

of pluralism, in that autonomous ME was accepted in principle,
with the whole school to be involved in its exercise. The

RE teachert's special contribution was to show the links between
.moral problems, moral concepts and religious belief, whereas
Durham had restricted this to Christian belief., But in the
suggestion that a base for ME was not to be found solely in
self-interest nor in rationality alone, may this not have been
to influence ME back towards a religious base? The assertion
had already been made that an organic connection existed
between religion and religious morality. It is tempting to

wonder whether the real message of Working Paper 36 was that,

while in theory a non-religious base to morality might be

formulated, in practice this was not feasible,

ive The Working Paper for primary school RE was published

a year later (93)s It grew out of a research-survey and
carried the work of formulating an educationally appro priate
RE for the seventies into the primary sector. The paper

drew a distinction between the evangelist and the educationist,
and laid it down as a principle that henceforward any attempts

at Christian involvement should be left to the Voluntary
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schools. As there was evidence that many teachers who

had confidently adopted Goldman's thesis were no longer so
sure of its wisdom, the paper, while itself criticising
Goldman for being vulnerable to the unintended effect of
separating religion and life, nevertheless held out for a
'more viable kind of theme teaching!, and suggested criteria
for selecting appropriate Bible-stories, and for constructing
educationally valuable assemblies, At the top of its
recommendations calling for further investigation was the
topic of the relationship between Moral and Religious
Education, which only highlights the paper's inadequate
treatment of this area. No statistics were produced on this
subject in Appendix C, and the reader is left to glean that
28% of the 422 members of staff of the schools visited said

' they would wish to teach ME if RE were abolished, and 70%
said they preferred to include ME in their schemes of work (94).

The two questions on ME in the questionnaire were somewheat

unsophisticated (95). The section discussing the relationship
between RE and ME did little more than refer to the work of

the Farmington Trust, the Social Morality Council (96) and

the Schools Council, while indicating that ME and RE were

related but noet identifiable with each other,

ve The two Working Papers each prepared the way for further

material., That for the secondary school comprised a
Teacher's Handbook (97) and a set of teaching units (98).
Reviewers were not very sympathetic (99), and Rabbi Charing
drew attention to thirteen factual errors in the booklet on
Judaism (100). However, the booklets were attractively
produced, and had made an effort to comstruct teaching
material for the seventies. If was soon to become clear

that this material would be overtaken by better from various
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quarters, not least from the religions themselves. The
further contribution to primary RE was a publication growing
out of discussions with and reports from teachers, and
designed to help teachers foster the understanding of religion
among primary children (101). It operated on a definition

of religion that was part phenomenological and part functional,
~according RE a role in both areas. It contained echoes of

the Durham Report in agreeing that RE should help a pupil's

search for a faith by which to live and in evaluating
Christianity as important in the school's socialising process.
It settled for the terms 'opent', 'plural', 'exploratory! and
‘aiming at understanding' as those most relevant for an
'appropriate! RE, All the major areas of debate were
discussed, but the final chapter on ME and the relationship
‘between RE and ME must be déemed a further inadequacy from
the Schools Council on this matter, Certainly the statement
'making children good is not the purpose of religious
education' (102) makes sense in the context in which it
occurs, This context made the claim that RE's proper role
was to teach religion. It was not about the behavioural
outcomes that might be looked for from educatioh. But the
question may perhaps be>valid1y asked whether the pendulum
has not started to swing too far in the direction of total
severance of RE and ME, to the neglect of the moral dimension
of religion. However, inlthe treatment of aims and
objectives, in its invitation to teachers to adopt a
considered, educational approach to RE, and offering help

to this end, and in its resolve to point the way forward the
book must surely be considered a contribution to the

advaneement of the suﬁject.



293026 Mdral Education

i, The Lifeline project for secondary schoolchildren was
begun in 1967, under the direction of Peter McPhail for the
Scheols Council, the published material appearing in 1972 (103).
This material grew out of survey~work and comprised three
sets of discussion-cards and three teacher-handbooks. The
sets were broadly developmental, but this was development in
complexity of the material itself, rather than developmental
in the sense of matching material to psychological maturation.
Unlike Wilson, McPhail did not foecus primarily upon moral
reasoning, comsidering emotional response to be a vital part
of moral behaviour., His approach was to construct a scheme
which started from believed adolescent needs, ascertained
empirically, in defiance of the naturalistiec fallacy, rather
| than from a worked-out phiiosophical ideal. By basing
everything upomn the principle of consideration of others,
which was both a desirable moral characteristic and a feature
of adelescent thinking, MePhail believed he had given the

word 'ought' a new authority (104).

ii. The correspondence hetween the philesophical and the
empirical which McPhail believed he had discovered went some

way to reducing the criticisms invited by his treatment of the
naturalistic fallaey. When Downey and Kelly, for example (105),
say that, just because adolescents find certain qualities
desirable this does net form a ground for teaching them to
emulate such qualities, they should surely Have added that,

if the quality in question is something like consideration

for others, then there may be reason for believing that there

is more than a chance. correlation between this partieular'is'

and 'ought’. However, their criticism that MePhail has given
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pupils no help in distinguishing between the truly moral and
the merely expedient consideration for others, is more telling,
as is their additional point (citing Petérs) that consideration
for others is emphasised at the expense of other aspects ef
morality, such as courage, determination, justice and

impartiality (106).

iii. It perhaps should be horne in mind that McPhailt's
refusal to espouse a particular philosophical stance was
dictated by a desire to involve as many people as possible

in ME, in particular to recommend materials and encourage
further co-operative development that would be acceptable to
both the religious and the secular moral educator (107).

So the criticism that his scheme was thin on philosophical
Justification, as it certainly was, was incurred not toe

" uaworthily, andhe undowbtedly indicated an awareness of both
moral philosophy and developmental psychology (108), even
though he pays little attention to either, His preference
for behaviourism, although not spelt out, is everywhere
inferable, whether in the importance placed upon reward, or
reinforcemgnt, or upon morality being caught rather than
taught, o;2£he equation of the terms loral Education and
Social Education, orZ%he claim that 'Habit is a great,
perhaps the greatest, motivational force'!' (109), Farr drew
attention to the 'Durkheim-i%tke social conditioning mechanism?®
implied to the project (115). Actually McPhail included |
some defence against the charge of brainwashing (111), seeing
the repudiation of teacher neutrality, .except as an occasional
procedure, as a guard against indoctrination as well as
being what the pupils appeared to want anyway (112), He
asserted the values of autonomy, altruism, rationality and

democracy, but, as Quinn pointed out, autonomy seems to be
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regarded as freedum from coercion rather than adherence to self-
evaluated and internalised moral principles, and democracy

may be no more than a convenient method of social control (113),
But the major irony does seem to be that, while McPhail

claimed that & 'major criterion' to decide which of his

material to recommend for the classroom was the development
reached by the pupils (114), the nearest he comes to drawing

on the, by that time, quite considerable cognitive development-
alist research was to suggest a 'passive! to *mature-
imaginative' continuum as a minor ingredient of his scheme (115).

The criticism of Downey and Kelly seems fair that

'To have linked a programme such as his with Kohlberg's
findings, for example, would have given the whole project
the firm psychological base it needs! (116),

. ive The 1978 Startline project for the primary school (117)
was comparable in rationale, method and materials te lLifeline.
The survey, conducted by Jasper Ungoed~Thomas, was published
with the other material (118) preducng a fascinating store

of material provided by the childrem, although indicating so
meagre a reference te religion as to exclude the religious

as a separate category in the recording (119).,  Ungoed-Thomas
found the overall pattern of children's reactions to be
'fairly comforting to any who are pessimistic about the moral
state of the nation's children' (120), but this optimism is
somevhat belied when it is seen to reside in the uncritical
confidence that the children act 'within a widely accepted
social moral framework! and by a rather baffling statement

which seems either to be sloppy wording or unexamined

inconsistency

'Provided that adults are prepared to identify why
children behave in particular ways then tlre appears little
reason for fearing that the moral behaviour of children
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should be eroded by lack of that caring understanding

which necessarily must provide the foundation for

satisfactory moral development of childrem' (121),
Can a foundation really be both necessary and optional at

the same time?

Ve The rationale of Startline is that of Lifelime, but made
more firme There is a comparable disinclination to
Philosophise, Ungoed-Thomes! one chapter on 'rationale!
being not unfairly described by a reviewer as a 'mercifully
short and quite irrelevant sortie into historical positionmns
in moral philosophy' (122). Inductive categorisation from
empirical research is again seen as a more fruitful way
forward tham the establishment of a base in moral philosephy.
The theoretical framework is that of secial learning, but
this time more strongly advocated, in thirty pages on‘tho
nature of social conditioﬁing (123)e Kohlberg's work this
time receives a mention (but almost a damning with faint
praise), but his appreach is rejected as overorganised,
undersubscribing the importance of feeling and positive
motivation, and concerned with verbal subscription rather
than behaviour, . McPhailk ratimsle, as might be expected in

& scheme for British primary schools and lower secondary
forms, endeavoured to relate to the Frogresesive School
Movement, by stressing informal school organisation,
divergent rather than convergent thinking, creativity,
flexibility, dynemic rathér than static attitudes, the
importanee of the 'hiddem! curriculum being made to serve the
growth and self-confidence of the pupils, and the crucial
value of play. Where this lime of thinking seems to be
running away with itself is the surely astonishing

statement that

'Man'slseriousness and intellectualisation of his
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experience are probably the greatest barriers to
children's social and moral learning, social
flexibility and creativity' (124).

This surely smacks of anti~-intellectualism and suggests a

denigration of moral judgement,

vi., There seems to be little doubt that the Startline
material, especially with its focus on happiness and
unhappiness, would be of immediate interest to children,
although perhaps it might have erred too much to the cosy (125).
The project showed a commendable realisation that, at the

end of the day,ME maybe judged on its effectiveness in
actually producing moral behaviour, not in producing young
reople able to discuss moral dilemmas with skill and ease

but unable to match this knowing with doings This did not
,have to result in a neglect of Kohlberg's work and
suggestions for classroom-ME, however, nor did it have to
run out into quite such a marked denigration of the
intellectual and the philosophical, For, though the
isolation and elevation of one moral principle, consideration
for others, made the stheme readily usable in the schools,
this might make for a rather thin ME with a not very

adequate conception of the range of moral principles that
might enter a moral decision., However, the scheme was not
presented as a fully orbed ME programme, but as more in the
nature of a starter-unit, _ As such, it would 11nk‘very well
with situational approaches, with Utilitarianism and with
religious approaches which operated a situational love-ethic,
Its empirical starting point also offered a useful ,
complement to Wilson's philosophical approach in the MEP,
although it is noticgable that, like Kohlberg, he too is

neglected by MePhail.
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oite RE, ME AND 'COMPLEMENTARITY'

i. It would seem that the Schools Council's approach to the
RE/ME relationship could be fairly summariéed in the following

five propositions.

8s Religion must not be reduced to, although including,
morality, and RE must give serious attention to the many

other aspects of religion than the moral dimension.

be Religious moralities are too organically linked to
the wider number of elements in religion for them to be

validly taught in isolation from thos other elements.

Ce Morality is an autonomous domain of thought and knowledge,
issuing in a distinct perspective on life, thus enabling

ME to be taught independently of religion.

de Although RE and ME are separate educational exercises

they neverthelss complement each other,

€s HME cannot exclude the objectives of behaviour-change

and production of desired behaviour,

These propositions made good sense in the seventies (they still
do), but the question must be pursued as to whether the term
tcomplementarity® is the most appropriate way of describing the
relationship between RE and ME., 1In that the moral dimension

of a religion could be expected to overlap with secular rational
morality, or even with particular socio-moral systems, the

term is adequate enough, But the term 'complementarity?®

might imply, not overlap, but parallel practice without any form

of interaction. The result might therefore be total separation, to
the impoverishment of both RE and ME, egch being denied mutual

support and criticism,. I% would seem thus to be in order to query
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whether the term 'complementarity' is too weak, and indicates a
swing away from the former confusions surrounding the notion of
an equated RE and ME which has gone too far in the opposite
direction towards the extreme of total separation. If so, then
a stronger word such as 'intersection' might be preferable. For
if justice is to be done to the idea of an interacting RE/ME

then the production of religio-moral and religio-social units for
ME and P.S.E. courses is not only proper but desirable, The
survey in the following chapter will take up this paint and seek
for evidence that RE teachers share this view., Before looking
at the survey-results, however, it is necessary to enquire about
what the published material implies for the Schools Council's
understanding of the term Ycomplementarity', with ME and P.S.E.

especially in mind,

ii., 1In principle, the Journeys into Religion booklets could be

of service to an interacting RE/ME/P.S.E. The titles Buddhism,

The Life of Man: The Family, The Man from Nazareth as They Saw

Him, and Exploring Belief offer possibilities in this area, But

in general the booklets do not explore very adequately the

moral and social implications of the religionmns, It would be

a little unfair to criticise the booklets for not beiﬁg what

they were not intended principally to be. But that is not what
is being done at this point. The present argument is that the
‘Schools Council, in their literature, have made clear that they
consider religion to be a significant domain of human experience,
many~-faceted yet in an important sense related to moral behavioun.
But the published material does not seem to reflect this stance,
For on the School Council's own understanding of religion it can
be s2id that this phenomenon should not be portrayed as an
esoteric hobby confined to émall coteries of people withdrawn from

society, but as a highly important and widespread human
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preoccupation,with implications for the whole of life, With
such a concept, the booklet-producers should surely have borne
in mind more fully than they appeared to have done the social
and moral implications of religion. It is one thing to enlarge
RE content, it is another to enlarge it at the expense of those

meeting points between religion and secular rational life.

iii. Looking at the material from the ME projects it would
seem that so little reference is made to religion that the
underlying view is that RE and ME should not interact. They
are finally to be separated and links that may exist between the
two are to be ignored, This is consistent with McPhail's
professed disinclination to philosophise, but it is inconsistent
with his stress upon the importance of strengtheming motivation
towards moral behaviour even if this motivation is more emotiomal
than c&énitive. In view of this iatter consideration it would
seem not unfair to criticise the ME material for not being
sufficiently aware of the importance of religious motivation

to moral behaviour. In wiew of the former consideration it
seems that McPhail might have weakened his scheme educationally,
in that links between belief and behaviour cannot be iggnred
without risk of superficiality in the ME concept undergirding
the classroom-practice, The result of both these factoﬁs is

to make the ME material inadequate for an interacting RE/ME.

Yet there is evidence from Ungoed»@homas' survey that

implicitly religious questions awe. sometimes raised by children
without their being prompted to do this, . and it hardly
seens educationally desirable to construect ME or P.S.E. courses
which set out deliberately to exclude the possibility of these
questionssrising in the course of examining moral issues from
socio~humanistic perspectivos.“ ME can. contribute to an inter-

acting RE/ME as well as RE, The Schools Council should im
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fact have advocated this, if Working Papers 36 and 4k were to

be regarded as guidese. That they were not so regarded seems

to constitute a message from McPhail that interacting RE/ME is

to be located in RE, not in ME. This stirengthens the suspicion
that McPhail is not really talking about ME at all: he is

really tallting about a Social Education which conditions children
into a prudential outlook that cannot bear to look deeply into

moral beliefs, and how these beliefs relate to religious beliefs,

ive There are scattered references to religion in the Lifeline

material: card number 54 in the Consequences set brackets R.C.s,

Protestants and Pakistanis; in the Points of View set 1 card

features a church wedding, 1 the problem of R.C.-Protestant
marriages, 1 Jewish observanee of religious events, 1 Muslim
observance, and 1 a general reference to religion and politics;

in the What Would You Have Done? booklets, 'Birth Day' places

& compassionate situation in the context of & missionary
dispensary, and 'Arrest! deals with the arrest of Anne Frank
and her family. Yet the general areas of consideration are
those which engender beliefs which relate to religiom:
consideration for others, the formation of the: self-concept,

the place of authority in behaviour, group-and community-living,
race-relations, commitment, persecution, conflict, civil rights,
suffering, personal responsibility and community-service.

So it can hardly be argued that an ME or & P.S.E. course which
is structured on McPhail's suggestions must exclude links with
religion to be true to itself. What cam be argued is that,
because McPhail has not himself developed the point as to how
an interaective RE/ME could fit into his scheme, he has left
teachers to draw the inference that it does not and should not.
It may be that teachers woul& then feel that it is unprofessional

to offer religio-moral and religio-social units for ME and P.S.E.
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25+ THE RE/ME RELATIONSHIP

i. There were two clearly marked tendencies in this decade
which directly affected the relationship between RE and ME,

The firet tendency might, actually, have been found more in

the literature than in the actualities of classroom-RE, although
it may be presumed that the literature eventually pervades

the classroom., This was the suggestion that RE teachers decline
the role of moral educators While such a proposal.was a

break with the past, it was in keeping with the emerging
rationale of RE as education into the understanding of religion,
both as a general area of human experience as seen from the
standpoint of 'ultimacy', and as specific phenomena as seen in
the various religions of the world. But to decline this role

was in effect to say that the moral dimension of religion was
no more important than the other dimensions. This might be

a serious misunderstanding at least in the case of Christianity
for, although individual Christians may sometimes prefer religious
ceremonies and discussions about doctrine to the practice of
good neighbourliness, it would seem that to accord this
preference priority would be denounced by Jesus as the New
Testament portrays him, In addition, although by refusing to
allow RE to be regarded as primarily ME the RE teacher could
avoid the charge that he was failing to produce moral behaviour
in pupils, he was also severing a link with the general public,
who can safely be presumed to have evaluated RE for its

supposed contribution to public morality.

ii. The second tendeney was to construct specifically ME
programmes, not to replace RE but teo complement it. The
sixties had produced some not abl e theorists about ME and

about moral development, and the way had seemingly been cleared
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for an ME project to build upon this worke When the project
which was set up by the Schools Council went into publication,

it was seen that Wilson, Peters, Hirst and Kohlberg were not
followed to any great extent, the lead being taken more from
Durkheim and Argyle. Empirical research was deemed to be a
better groundwork than moral philosophising. One result of

this approach seemed to be that the absence of explicit reference
to religion in the surveys was apparently taken to Jjustify

its absence from the later published material. But this might
be doing no more than point up the weaknesses of the research,
For lack of conscious reference to religion is a very simple
matter to elucidate from an empirical survey. But perception

as to how religion might operate at a more unconscious level
would require a more sophisticated and more penetrating survey
than McPhail and Ungoed~Thomas emplo&ed, perhaps even contemplated,
Yet it is at this larel tmt e relationship between RE and ME may

be highly significant. Information about this area would

throw light on a topic which MePhail stressed as important,
namely motivation to moral behaviour. It was the importance

to him of this area that encouraged him to see in soclal learning
theory a psychological base to his projects. But metivation

to moral behaviour 1# highly complex, and certainly means more
than habit or prudential calculation of consequences. It
impinges on beliefs, and upon the links between beliefs and
behaviour. It is here that ME and RE might intersct, and to
fail to allow such interaction might be productive not only of
misunderstanding, but of waste, in that sources of moral energy
might lie unappreciated gnd untapped. Perhaps the Schools
Council projects in ME were too intent oma avoiding previous
problems stemming from the equation of RE and ME,when they should

have been evolving a valid process in which RE and ME intersected,
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i, To press for the term tintersection' rather than
'complementarity' as epitomising the relationship between

RE and ME is to press for . more than academic niceties,
There are important practical implications which stem from
the following considerations. 1In the first place, although
the Schools Council's literature implies that complementarity
involves some form of joint pursuits, the published material
seems to operate on the principle of near-idivorce of RE

from ME, Such an inconsistenecy is very unsatisfactory, because,
second, the stress laid upon non~cognitive motivation towards
moral behaviour by the Schools Council's projects would seem

to require, as part of ME, the sensitising of the pupils to

the range of motivation available, of which the God-~concept
forms part. This is not necessarily to say that religious
motivation does not possess cognitive elements, nor is it

to say that the former, perhaps crudely drawn 'sanctions' which
may have been used in RME to induce desirable behaviour -
should be immediately re-introduced., It is rather to say
that, én the Schools Councilts own understanding of RE, as
multi-faith and multi-dimensional, and on its own understanding
of ME,as concerned with the strengthening of motivation to
moral behaviour, even when such motivation is not entirely
cognitive, practical classroom-work in ME should seek to
indicate to the socio~humanistic the strengths that may come -
from religion, as it would to the religious the strengths

that may come from the socio~humanistic. Such a proposal
implies more than that, because religious moralities, in so

far as they relate to rational moral principles, are subject

to and can promote fational discussion about behaviour, then
there can be some overlap of material in RE and ME, In other
words, certain topies can be discussed rationally in either

RE or ME. It is a proposal, on the contrary, that might
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well find the 'overlap' apﬁroach somewhat superficial,

although essential as an element in RME, It is a proposal
that more nearly represents the historical processes which have
been examined in this study, inthat the link between belief

and behaviour continues to be postulated without recourse thkis
time to metaphysical justification. It must surely be to the
benefit of social behaviour to bring it under a critique from
absolutist positions, if this serves as a check upom relativism,
Just as it must surely be bemeficial for absolute standards to
encounter a humanistic critique directed towards exposing their

possible incompatibility with individual need,

iv. A third consideration should also be examined, in view of
the recent trend towards courses in Personal and Social
Education. A complementary RE/ME such as the Schoals Council
constructed im practice might well leave RE teachers wondering
about the propriety of using religious material in such
exercises, But, if the argument im the previous paragraph
stands up then RE teachex must surely be wromng to feel that
they might somehow undermine P.S.E. by the use of religio-
moral units in these courses, Such units would seem almost
to be a necessary inclusion on the SchoolsCoumcil's own
interpretation of complementarity given in the theoretical
parts of that body's schemes, For example, the following
units might well be a very valid offerimg from RE for P.S.E.
courses for fourth- and fifth-year pupils, if the criteriom of
tintersection' of RE and ME is allowed: Religion and Welfare;
Religion and Political Action; Human Life - What is it Worth?;
Attitudes to Deathj Ritgs of Passage. This is by mo means
an exhaustive list, Evidence will be presented later from

the survey to suggest that there is little risk that RE teachers

would exploit P.S.E. courses for partisam RE purposes. It
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would seem unfortunate if this professionalism became a

blockage to a proper interaction between RE and ME,

vii, The time seems right for an exploration into how RE

and ME might relate in ways which result in interaction rather
than parsllel practice. For the position that each is
autonomous now seems to be generally accepted by educationists,
and as the survey will show RE teachers themselves may be
expected to be in agreement also, while not seeing autonomy

to be synanpmous with total severance, It would seem
impossible to deny that there will at least be overlap

between morality and the moral dimensions of the religions,
Also, in that RE has moved from being a means to promote the
acceptance by pupils of one particular faith, this has

opemed up the way for RE to move closer to ME, Such a move
could well help to keep religious moralities aware of the
continuing necessity to keep themselves truly moral and of the
obligation to recognise the good wherever it is to be found.

In a éomparable way ME might profitably move closer to RE in
that each is surely equally concerned to clarify the beliefs
underlying the respective practices, for an ME which is unaware
of the link between belief and behaviour might not only be
superficial but might not be ME at all. It might be no more
than social conditioning into a set of mores carefully
protected from searching criticism from any quarter, religious
or moral. Furthermore; it would seem that there is now

a better understanding of the complexities that surround the
meking of moral decisions, and, if so, this would tell against
the rigid severance of RE and ME into water-tight compartments,
as it would tell in favour.of the conceptual separation of

the two areas.
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5¢6s _SUMMARY

i. The decade had opened uncertainly., Both pessimist and
optimist could advance reasons for his position. The major
research-schemes of the sixties had underlined the seeming
general ineffectiveness and apparent ineptitude of the
Agreed Syllabus tradition, and the revised Syllabuses of the
late sixties had not yet had a chance to prove themselves

to be any better, While the Shap Working Party had pointed
an alternative way forward, they were breaking new ground,
and camried no standing other than that of self-appointment,
Even the occasional research-finding which might hawve
heartened RE teachers, such as that dealing with indoetrina-
tion in the Alwes report (126), could be submerged in the
geﬁeral depression of the timo; as in Matthew's judgement
that Alves 'did nothing to redress the pessimimm' (127).
Wright and Cox replicated their 1963 research and comcluded
that there had been 'a very considerable decline in support!®
for RE among sixth-formers (128)., Opponents of RE were

not slow to hammer away at what was seen as a decline towards
extinction, so that the editor of Learming for Living could
begin his March, 1975, editorial with the words

'We are sick and tired of hearing people say that

there is no future in religious education! (129).
ii. But the optimist could have his say also, Hilliard
felt able to write that the signs were pointing to RE's
imminent entry upom a second century 'as fruitful as that
which is now closing' (130). H.M.I. Eric Lord wrote of
the indestructibility of the religious dimension to life,
finding that the pluralistic nature of society was opening
up new areas of nqed,for RE (131). Smart averred that the
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Prospects for the study of religion had scarcely been brighter
than at the then present time (132). The editor of Learning
for Living could be presumed to be in a good position to

speak knowledgeably, when she reported that there were
teachers scattered over the country, in schools and colleges,
who were reflecting profoundly on the place and function of
RE in education, and there were many who were experimenting

at grassroots (133).

iil. The seventies was a decade of clarification for ME,

In 1970 Loukes had made the point that everyone seemed to
talk about Moral Education as if they were all agreed as to
what it was that they were talking about, and asked whether
such assumed unanimity was justified (134), A year later,
May reported from his research that many teachers were
'somewhat at sea' in their thinking about ME, but nonetheless
there were many teachers throughout the country who were
coming to support the case for more specific moral teaching
in schools, and that, in this, they were joined by a
‘considerable majority! of 14-16-year-old pupils (135). As the
decade proceeded, however, research-findings in the theories
of moral development began to filter through te educatiomists,
and two major curriculum-development projects from the Schools
Council focused attention on both theoretical and practical
issues, In addition, insistent demands that the philosophy
of education be taken with. utmost seriousness, not only
helped to reshape the rationale of RE in the direction of
pluralism; but filled out the concept of ME, also in the
direction of pluralism in that no ome moral conteat was
designated as incumbenf on all schools. The relationship
between RE and ME was analysed as never before, By the end

of the decade certain conclusions had apparently been reached



260.

which were to form part of the basis for the eighties,

ive First, there was a widening readiness to acknowledge that
ME did not require, and even may suffer from, a strong link
with RE,. The corollary that RE did not require and may even
suffer from a streng link with ME, was also coming to be
examined in the RE world, not out of a sense of pique, but
more out of the discovery that there was an almost immense
range of religious material that might have to be included

in an RE worthy of the name. Also, a moralistic RE might
unnecessarily create resentment among pupilse. The sort of
separation which seemed to be commending itself was not the
divorce that both Knight and Tribe (136) had advocated as
Secular Humanists, ner was it the neutrality of the Farmington
Trust unit (137), nor even the consensus hoped for by the
Social Morality Council upon a set of universal moral

principles (138) - although such principles had at least a

prima facie link with religious moralities. The position
takenbby the Schools Council was a middle way, RE and ME
being seen as complementary, with RE being thereby released
from the responsibility of being ME's guarantor so as to be
able to concentrate upon its proper task of RBeligious
Bducation (139). Such a position would seem to imply a
separate subject, Moral Education. But McPhail was against
the timetabling of ME as a subject, although he had argued
that ME was a field of study in its owa right, with particular
concepts, skills and techniques (140),.this opposition
stemmimg from his belief that the majority of teachers
should come to reéognisq 'the responsibility that all
educators have in this field! (141).. Both the Durham Beport
and the 1965 Joint Statement (142) had disavowed the setting

up of separate courses, especially if parents had to choose
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between them. With such a linewp, it might be expected
that grassroois' practitioners might gravitate to a mediating
position, The survey reported in the next chapter may be

of interest here,

Ve Second, the complexities of ME became ever more apparent,
The simple days when ME could be construed as the learning of
the Ten Commandments and discipline in a set of virtues,
could only be deemed simplistic as the decade advanced,
Kohlberg was scathing about the 'bag of virtues! approach,
and could draw upon some meticulous empirical evidence to
support his beliefs about moral development occurring in
stage-sequence and moving towards a non-relative morality,

It was the combination of the entranee of the psychologists
and sociologists and the extrication by the theologians from
simple sounding platitudes,that highlighted some of the
complex factors that had to be considered in the comstruction
of ME programmes. Although this study has examined only the
cogni&ivo developmentalist and the behaviourist psychological
schools, because of the widespread welcome to the former

and the influence of the latter upon British ME curriculum-
development, other approaches were coming under considera~
tion (143), Perhaps it was the Williams who indicated,

in the most elegant of fashions, the complexities that

might surround ME (Norman Williams had been a member of the
Farmington Trust team) (144), sociologists were also
exploring issues relevant to ME, at a time when sociology was
everywhere proclaiming the intricacies involved in analysing
wmodern induatriai societies, Psychologists and sociologists
sometimes appeared to be proceeding with scant regard for
theology, yet neither of them could ignore that people did

have cognitive needs to make sense of reality, in the interests
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of individual and social wellbeing, Those writers, therefore,
who insisted that there was an organic link between beliefs
about the nature and purpose of the universe and beliefs about
the nature of morality, would seem to have shown a sure

touch in their understanding of the RE/ME relationship, and

to have helped to safeguard it from the extremists ef both
polarities, Also, while personal autonomy was acknowledged
to be a valuable ME aim, by both the religious and the secular,
no one wished to advocate this without putting some

qualification upon its absoluteness.

vie Third, it seemed that the nearest to aschitim of the problem

of deciding upon moral content was the positing of ratiomal

moral universals., These were, however, rather gemeral principles,
although they offered some hope that relativism would be

checked, As the times were not conducive to an acéeptance

of the Durham Report's ' implication . that Christian morality

be continued as the basic content for ME, the church's cause
not being helped by disagreement among Christians on some
current moral dilemmas, focus had to shift from content te
form, Something of value would be achieved presumably, if
pupils could be brought to discuss behaviour in a ratienal
and informed manner, But this did not guarantee that moral
action would, in the event, be forthcoming, and there was a
degree of uncertainty manifest as to whether ME should confine
itself to the development of moral judgememt, or whether it
should take the further step of trying to produce moral
behaviour in pupils, To do s0 it would hit two problems:
the first was thaf ofHdhich moral content?% the second was
that of indoctrination. -All that had been said about
indoctripation‘and RE seemed now as applicable to ME, if

Moral Education were to be involved in the production eof
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behaviour~change by any means other than the cognitive,
Peters had maintained +that the use of reason has to grow out
of the inheritance of traditions (145)., Did this mean that,
inevitably, there had to be some moral indoctrination in the

primary school?

vii, Indoctrination was foresworn by almost everyone
connected with RE in this decade, The language of
christianising aims disappeared and objectivity became

an important aspect of methodology, especially as the
appreciation grew both of the plurality of belief-systems
within the category 'religion!, and of the actual increase
within society of a plurality of religious groupss. School
worship seemingly could carry no justification, if it were
Christian worship, and little justification if it were an
attempt at plural religious worship, although school
assembly continued to be valued if re-interpreted in secular,
educational ways (146). Yet, the move away from teaching
for commitment produced an unease for some that RE was not
being true to itself if it were confined only to an
objective appraisal of the multiplicity of religious
systems, ~while = any recommendations about teaching from
commitment had to be made in the context of plurality of
beliefs and values, including those of the atheist and
agnostic (147). One form in which unease over this
situation manifested itself, in the eighties, was the
appearance of numbers of Christian confessional schools,
set up independently of the State system, as a reaction to
the very objectivity and plurality of some State school RE.
Muslims also pressed for Voluntary Aided provision, arguing
that the logic of the 19#4 act necessitated their being

granted this concession.
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viii. By the end of the decade two factors at least seemed

to be encouraging signs for RE's continued presence in the
Meintained schools. First, it seemed to be becoming less

and less a matter of urgency to justify RE's place in the
curriculum on educational grounds, for that hurdle seemed

now to have been surmounted. Second, despite educational
cuts, RE did retain its presence in the schools, if much
reduced in the colleges. The prevailing economic gloom

might, actually, have indirectly helped RE, for it seems to

be the case that in times of insecurity and hardship

religion can gain a hearing denied it in times of prosperity
and materialistic happiness, The supply of people coming
forward to colleges and Universities for R.S. courses has

not dried up, and these coursesmight now be gaining a reputa~
tion for being 'harder' than in the old monistic days.

It may also be the case that students in teacher-education
courses have no antipathy to undertaking the RE which is

now asked‘of them, although it seems that in many primary sthook
the only recognisable RE conducted is the assembly, and

school worship is increasingly being questioned for its
educational propriety, even though a Conservative government

is unlikely to allow a repeal, or even a re-phrasing, of this
part of the 1944 Education Act. The DES has retained its long-
mémﬁng. support for RE, and the term 'spiritual education!
seems to be becoming part of the present currency. RE |
inservice work continues, and the LEAs throughout the country
have shown some willingness to set up RE centres, The
diocesan RE agencies also provide a resource-service which is
made available to and used by teachers in the Maintained sector.
RE research has continued throughout the seventies and proceeds

into the eighties (148), Resource-material has been unstemmed,
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with productions appearing on World Religions, on
Christianity as a World Religion, in video, and on computer,
The Schools Council added to its previous initiatives with
Groundplan, in 1977 (149), A Religious Education Council
was formed in 1973 for England and Walee, with subsequent
pnblicatipns (150), and an Association for Religious
Education,in 1969 (151),.

ix, The seventies produced some useful contributions to ME.
As vell as the Schools Council projects, the Social Morality
Council (founded in 1966) launched a journal (152), and
established a resource-centre at St, Martin's College,
Lancaster, in 1980 (153)s. The wave of Personal and Social
Eelationships courses, which swept the secondary schools
(thaﬁgh not all) can be counted as a promising development,
and the survey in the next chapter will look at how RE
teachers might relate to these courses, and will. indicate
that there may be the makings of a similar trend in the
primary schools, While the attempt to replace compulsory
RE by compulsory ME failed (154), snd while there are not
many schools which have separate RE and ME departmenfs, the
survey will also indicate that ME as a subject in its own
right is gaining acceptance as a concept, if not as a
practical policy. The survey will also show that RE teachers
might not exploit their positionnby attempting to advance

RE on the back of ME,

Xe Yet, despite the promising developments in RME in the
seventies, the decade nevertheless ended under a question mark.
While there had heen talk about and projects aimed at dispelling
the confusion that had come to surround the RE/ME relationship,

it may be doubted whether confusion had been displaced to any

great extent., One point could be said to have been established,
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namely that ME was not synonymous with RE. But this had not

led to any agreement as to what constituted a valid base to and
rationale for ME, It might still be argued, for example, that
the proper role of RE in ME is for it to prepare for an autonomous
ME (though this may now not be a view held by many): the function
of religion, in other words, is to tethat of prelude for morality.

A continuing case for a religious base to ME might perhaps therefore
be constructed on these lines. If, however, a religious base is
rejected as inappropriate then whichever alternative base is
suggested runs into the major difficulty of deciding which view

of Man is to lie at the heart of that base, This is a fundamental
problem for those who advocate a 'humanistic'! base to ME, for they
must first decide what is humanistic Man, Those who interpret

Man largely in economic terms, and those who interpret him largely
in deterministic terms might be out of step with those seeing him in
Hirstian secular .rational categories, while the religious view of
Man is separate againe. The pressures would therefore seem to be

in the direction of eclectieism, which hardly seems promising
material for a rigorous rationale for ME. What is likely to

happen along that route is for those conversing studiously to

avoid the topics of moral content and moral basis, It begins to
look as if the seventies produced a not-dissimilar answer to the
forties to the questions about moral foundations -~ they are to be
decided by that group who can secure the power, the money and the
influence to impose their political will on the nation., While

the realism of this statement might be applauded by the relativist,
it can scarcely offer much comfort to those who believe, but

cannot prove, that morality is grounded in universal and timeless

principless To say that the way out of this problem is for

ME to purvey as many different moral positions as is practicable
is only a partial answer to this dilemma, however, For every

schoolteacher encounters the situation in ﬁhich children must be
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obliged to display behaviour that might not be forthcoming on the
strength only of balanced classroom-discussions about various
moral viewpoints. Classroom-discussion and school behaviour

may well complement each other, but in requiring certain
behaviours a school has settled for a particular moral position
and backed it with its authority, Yet there may be tensions
between the sort of discipline a school imposes and some of the
aims a moral educator may hold, and there may be differences of
opinion among the staff of a school as to what constitutes moral
behaviour on some issuess It can scarcely be argued that society
has a common mind on what comprises moral behaviour, These
considerations can make an ME teacher feel very insecure and

can foster uncertainty about aims, methods and content of ME
teachings Furthermore, although Hirst (155) and Wilson (156)
were to argue strongly for a direct form of ME as an identifiable
part of the curriculum, a strong case could also be put up for
ME, not as a separate entity, but as conducted through existing
curriculum-éreas (157). In addition, the nature of the school
organisation and the teacher-pupil relationships and staff
relationships may be of greater possibilities for ME than the
diseussion of moral issues in the classroom, To these uncertainties
must be added the major problem of where specialist teachers of
morality are to be found, if ME is to be conducted by people with
comﬁarable expertise in this area as in any other (158). Hence,
the seventies closed with & noticeable uncertainty about the

way in which school courses in ME should be constructed, as they
opened with a comparable uncertainty about RE courses. In
particular there was no‘rigorqus analysis as to how ME related

to personal education or to social education. This point will

to some extent be pursued in the remaining two chapters,
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CHAPTER SIX

SURVEY OF TEACHERS AND HEADTEACHERS, 1983

INTRODUCTION

io The study so far has charted the course of post-war RME, not
in a descriptive fashion but to provide a context in which to
analyse the relationship between RE and ME, To have the RE/ME
relationship as a specific area of investigation has aided
coherence in selecting and marshalling the material, for the
available sources provide quite a sizeable body of data. It hes
also helped towards a contribution to the RE literature for this
particular aspect of RME has been unjustifiably neglected, But
it would be unsatisfactory to make use of the topic of the RE/ME
relationship as a historiographical device, without also seeking
to say something useful about its place in the contemporary RME
scene, Little.can be said of historical value about the eighties
as yet, so it would seem that a survey is called for, among
teachers actually engaged in, or with some responsibility for

RME in primary, middle and secondary schools, Certain significant
issues in the RE/ME relationship could then secure a current
response, the results of which might provide a record of some
value in contributing to knowledge about RME in the eighties,
Such a survey was conducted in 1983, and fhe aim of this chapter
is to describe the course of the project and to present its
findings. It was designed to ascertain how a sample of serving
teachers viewed aspects of the RE/ME relationship, especially in
the light of trends towards f.S.E¢ It is recognised that, while
this is a fitting way to close the study, it is to become exposed

to the problems inherent in small-scale, unofficial research, as well
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as being subject to the considerations enjoined on such

research by the naturalistic fallacy.

ii. However, empirical research of the sort that will be
recorded in this chapter now forms a valuable part of the

body of RE literature. Although a scheme which is designed
as a conclusion to & thesis would not expect to carry the

same weight for its findings as, for example, the Loukes?
investigations, this coming chapter nevertheless stands in

the Loukes' $radition and employs a comparable sampling
technique, in that, although the secondary sampling was total
within a given authority, the primary sampling was selective
according to known interest in the topic being investigated.(1),
Question 5 has some affinities with Hilliard (2), but
preferring the term *incentive! to 'sanction'. While Working
Paper L4's research was not without some reference to the
relationship between RE and ME, the forthcoming project
advances considerably on that publication in detail, breadth,
complexity and sophistication. There is a comparable advance

also on Working Paper 36, and even on Alves (3), although the

lattert's investigation was so admirably detailed and complex in

other areas,

iii, The reasons for concluding on an empirical note,
therefore, are as follows, First, the éfudy required some
reference to the eightieé, but such a reference would be
little more than a personal appraisal if there were & dearth
of source-material within the historical sweep of the thesis,
Second, as teachers stand at‘the interface of educational
theory and classroom-practice, their views should be taken
into consideration in any examination of curriculum-

components, Third, a research-survey such as the one that
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is being presented deals with a neglected aspect of RME in the
research-tradition and would so gain strong justification

on these grounds alone, quite apartfromits intrinsic relevance
to this particular investigation, Fourth, the structural
balance and finesse gained by rounding off & historical study
in this way, by generating as well as consulting primary source-

material, is a not-unimportant consideration.

ive The scheme itself will furnish information about whether
the sample could be expected to be hospitable to the argument
of the study that the RE/ME relationship is best conceived of
in terms of intersection. The use of the term 'intersection!

did not appear in the questionnaire, for this would be to lead

the witnesses. This added to the problems of interpretation,
but it was hoped that the choice of question, especially that
dealing with P.S.E. and that with moral incentives, would help
towards a valid interpretation, albeit with a degree of
obliqueness, " The narrowness of the sample, while a disadvantage
were the survey to have been the main point of the study, was
appropriate to a project which had reviewed the arguments

for an autonomous ME, and which then investigated how far
teachers accepted them as successors of those who felt most
threatened by the notion in the forties and fifties, i.e. RE
teachers, The survey-questions themselves all relate to
aspects of the topic which have been analysed and discussed

in the previous parts of the thesis, Continuing the format

of the study, a section of the recording of the research-
survey will be devoted to what may be deduced from this

chapter about the RE/ME relationship.
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6e1s THE STRUCTURE OF THE SURVEY.

i. The aim was to seek some contemporary information
relating to the central concern of the study, by ascertaining
how a sample of teachers and headteachers viewed aspects of
the relationship between RE and ME. Ideally the sampling
would have taken account of the main teaching areas of
Humenities, Sciences and Aesthetics, and of different teaching
levels of responsibility held in a wide variety of schools,
Also, personal taped interviews would have added useful

data. But such a scheme would have been .a doctoral thesis
in itself, as well as calling for time and resources far
beyond that which was available to the present investigation.
So, & more modest programme had to be contemplated. It was

decided to circulate a postal questionnaire, among a sample of

primary and middle school headteachers selected according to
LEA advice as to known interest in the topic, and among heads
of RE departments in all secondary schools in a given authority.
While this sampling was restrictive, it nevertheless
balanced width against likelihood of response. The bias of
the sample was not a disadvantage provided that the
investigation remained scrupulously within its own brief,
this being to see how far RE teachers were disposed to accept
the theoretical separation of RE and ME, and how far they
would operate in a context of separated RE and ME in such a
way as to suggest that they nomethelesa saw the two as

intersecting.

ii. The first pilot-scheme was conducted in Sheffield City
schools, and encountered & response of an unexpectedly highish
order (67.1%)e This may have been accounted for, to some

extent, by the sense of identification felt by Sheffield
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schools with the University of that city. For the covering
letter made it clear that the research was being conducted

for a Sheffield University degree, and the Division of
Education had kindly agreed to act as a posting address,

The second pilot-scheme was conducted in a mix of city, town and
rural schools in the Derbyshire LEA. The resultant response
was 34,6%, Perhaps the summer is not a good time to send a

questionnaire which necessitated a firm deadline for completion,

for secondary schools are very much occupied with public and
internal examinations. However, despite the modest response,
sufficient information was gained on the points which made

necessary a second pilot-scheme for a questionnaire to be

formulated for circulation throughout an LEA as a main survey.

iii. Some difficulty was encountered finding an LEA which would
include yet another survey in its schools! programme, After
several disappointments, however, Nottinghamshire agreed to

the request to circulate the questionnaire. From the start

the RE Inspector was approving. After further explanation,
the administrative officer responsible for monitoring such
schemes acceded to the request, and smoothed the way for the
project to proeeed, Distribution of the questionnaire was to
a fairly large sample of primary schools, selected again on
LEA advice as to known interest in the topic, and to all
middle and secondary schools, Nottinghamehire providing quite
a good mix of city, town and rural schools. The covering
letter indicated that the LEA had given full approval to the
project, but the RE Inspecfor, while remaining in agreement
with the survey, did not wish to add any endqrsement which
might seem to be putting official pressure upon the teachers

and headteachers to respond. The resultant replies amounted

to [1'509%0
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ive A major problem with any questionnaire for busy teachers

posed to the circulator is for him to contrive to prevent its
immediate or eventual consignment to the waste-paper basket,

It seems that teachers are increasingly being called upon to
co~operate in research-schemes, so that a private project without
the backing of a national or regional agency does not stand

a high chance of suecess, The simple solution of circulating

a short questionnaire which made minimal demands upon the

respondent was not an option, such being the complexity of

the topic under investigation. Even a two-page questionnaire

would have been inadequate. But selection from the many
aspects that offered themselves for examination had to be made,
It was decided to concentrate on the following five areas,

the subsequent response seemingly justifying both their

selection and the degree of depth to which they penetrated.

a., Reaction to the suggestion that RE and ME should be
separated into different school departments, or

conducted as separate exercises,

be Relative weighting that might be attached to the
two areas, RE and ME, if these two elements were to

form a composite subject.

¢c. Levels of participation by RE staff in socio-moral
courses, when these formed distinect curriculum-

components, additional to and separate from RE,

de Evaluation of a set of suggested aims for Moral
Education, including some with specific religious
content, in the context, first of ME as part of RE,

and, second, as an exercise in its own right.

e. Evaluation of a set of incentives that might help
pupils to acquire motivation towards moral behaviour.

These also included specific religious content.
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Ve Information relating to the further area of actual
teaching schemes would have resulted in a valuable store of
material, Regretfully, it had to be decided that such an

area would have over-loaded the questionnaire, which had

already run to four pages. Similarly, an investigation in
detall of teachers! beliefs about the many elements of the
relationship between RE and ME would have been a profitable
exercise, but it was estimated that to do this with any degree

of adequacy would have necessitated a questionnaire at least

as long again, Also, it would have pushed what was intended
as a statistical survey towards the impressioenistic, even if
the information gathered would have provided an illuminating
commentary upon the sections of the earlier parts of the
study which dealt in detalil with how Moral Education was
viewed in the forties and with Hirst's case for autonomous ME,
The areas delineated in the previous paragraph seemed to be

a sufficiently sophisticated set of topics upon which to

proceed with the construction of a questionnaire which aimed

to balance substance with elegance, economy with detail, ease-
of-completion with allowance~for-complexity, and which

allowed for a certain refinenement of measurement. All the
questions were to be capable of anaswer by a simple tick in an
appropriate bax, but space was to be provided in each question
except the first for respondents to make their own comments,
Anonymity was assured, but some respondents were untroubled

about declaring themselwes,

vi. Much reflection was givén to the matter as to whether it
would be advisable to circulate both primary and secondary
schools with the same document. With misgivings, a dual

questionnaire was sent out in the first pilot-scheme, but the

response from the primary sector suggested that any apprehension
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was unjustified, Headteachers of infants schools were able
to respond to points (a), (b), (d) and (e) of paragraph iv
above, but for the obvious reason that a primary teacher is

& class~ rather than a subject-teacher point (¢) was not
particularly relevant, 1In the eveni, primary and middle
school staff were more conscientious than were their secondary
colleagues in replying. Perhaps the use of the wording
'departments/specialists' helped to make the project relevant

to both primary and secondary schools.

vii. The composition of the survey was as follows,

TABLE 1
PILOT A
Spring, 1983, Sheffield

Primaxry Middle Secondary Total
Circulation | 26 17 39 82
Response 20 11 24 55 (67.1%)

TABLE 2

PILOT B

" Summer, 1983, Derbyshire

Secondary

Circulation 81
Response 28 (3446%)
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TABLE 3
MAIN SURVEY

Autumn, 1983, Nottinghamshire

Primary Middle Secondary Total

Circulation 88 9 86 183

Response 43 6 36 84 (45.9%)

Notes: 1. The secondary response figure of Table 3

includes 1 sixth-form college.

2, There were 14 respondents from Voluntary primary
schools, 2 from Voluntary middle schools and 5

from Voluntary secondary schools,

3. Overall figures were as follows:

Total circulation: 346 schools.

Total response: 167 schools (48.3%).

6e2e TABULATION AND ANALYSIS

6e2e1e Question 1

i, 1, INTRODUCTION

1.01. Please tick the appropriate boxes,
Teacher Headteacher Infant First Primary Middle Secondary
- /= [ — [ i3 -
1,02, Do you consider that, ideally, schools should have
separate Religious Education and Moral Education
departments/specialists?
Yes |I_1 No [

1.03. Do you know of any school which has separate departmeats/
specialists? Please specify:

The important part of this question was 1.02, which carried a
standard wording in each of the 3 surveys, so making it

possible to record a total response of 166. In this case a
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sampling which was designedly restrieted to those with a

responsibility for RE was probably more valuable than a wider

sample drawn from a variety of teaching areas,

For the

questioner wes then in a better position to discover how far

the arguments for the separation of RE and ME had been

accepted by those who might fairly be presumed to be most

resistant to the proposition.

rejection of the proposal.

TABLE & (a)

'YES*' RESPONSE

The result was a substantial

Primary Middle Seconda:y Total Overall Total
3s " 28 108 158
LY
104 104
8n n 120 21n 27.5%
TABLE 4 (b)
'NO' RESPONSE
Primary Middle Secondary Total Overall Total
17s 9s 1hs 40s
: 120
184 184
71.9%
" 35n 5n 22n 62n
Notes: 1. The following key will operate throughout the reporting:

2. 1 return was unusable,

8 = Sheffields

d = Derbyshire;

n = Nottinghamshire,

3, 0f the Voluntary schools, 1 infants and 2 primary

ticked the 'Yes' box, 18 ticking the 'No' box.
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ii, Implications. It would seem to be an open question as to
whether the figure of 27.5% indicated a hopeful sign that the
argunments for the separation of RE and ME were spreading; or
whether the figure of 71.9% indicated that they were not
spreading fast enough, The expectations were that there

would be more primary and less secondary respondents in the

tNo!' vote, than turned out to be the case.

6.202. Question 2

i, 2. GENERAL POLICY ON RE/ME

201, Which do you personally regard as the most valid policy
for Religious Education and Moral Education in schools?

&. RE AS A SUBSIDIARY TO ME

Education in morals, which would include the ethical
[] teachings of the religions as supportive, but minor,
elements.

b ME AS SUBSIDIARY TO RE

[' Education in religion, which would regard the ethical
teachings of the religions as the main material for ME.

ce RE AS A MAJOR PART OF ME

Education in morals, which would include a major study of

[l the ethical dimensions of the religions, but with little
attention to the other dimensioms.

de ME A3 A MAJOR PART OF RE

_ Education in religion, which would include specific ME
LJ material having no direct connection with the religions,
but in greater measure than might occur in (b),.

e, THE STUDY OF CHRISTIANITY

[] Education in Christianity to provide a perspective on all

other moral and religious systems,

2,02, Please specify any further category nearer your own views,

2.03, Which of the above categories does your school come nearest

to operating? 99 - be = Ce a de — e, I
2.0k, Please indicate if and why you may consider that nome of

the above categories, in 2,01, applies to your school.
DO NOT SPECIFY WHICH SCHOOL.
The assumption underlying this question was that RME would be
tsught as & composite suhjeét by the sample, even in those
schools in which ME and Social Education ecourses operated in

addition to RE. The aim was to ascertain the quantitative
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in preference to the status-weighting, as this was less likely
than the other to result in pious but perhaps meaningless |
platitudes. The structure of the question also afforded an
opportunity to see if respondenis were teaching according to
school policy, while holding different persomal views. There
was a chance that this might throw light on how they saw the
relationship between RE and ME. As this question underwent

revision during the pilot-stage, separate tables are presented,

TABLE
PILOTS A & B

Option Primary Middle Secondary Total
8¢ “‘ 1 5
be 8 2 108 184 28
Ce 2 1 58 14 9
de L 5 6s 5d 20
e, 5d 5
others 2 2 38 Lq 11
TABLE 6
MAIN SURVEY

Option | Primary Middle Secondary Total
8o 10 1 11
be 6 2 13 21 (25%)
Ce -3 1 1 5
de 5 7 12
. 17 3 L 24 (28.6%)
others 2 9 1
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Notes: 1. Option (e), Table 5 was inserted in Pilot B upon

hints occwring in Pilot A that it should be included,

2. 0f the options, (a) was unchanged in Pilots A & B and
Main Survey; (b) was unchanged in Pilots A & B, 'but
sustained a minor (insignificant) modification in
Main Survey; (c¢) was unchanged in Pilots A & B, hut
also sustained a minor (insignificant) modification
in Main Survey. None of these modifications altered
the sense or the emphasis of the options. Each was
designed to clarify the meaning., Option (e) did not
appear in Pilot A, and its wording in Pilot B wes as

follows,.

*Education in Christianity, with incidental
references to other religions and ethical
systems', '

3. 0f those respondents ticking_(e); 1 was from an R.C,
secondary, 1 from a middle and 11 froma mimary
Voluntary school. The respondent from an infants
school in Note 3, para. 6.2.1., ticked option (e),
as did 1 primary respondent of the .same Note. Both
these respondents also ticked (e) in 2,03. The
other primary respondent of Note 3 (para. 6.2.1.)

ticked (b) in both 2,01 and 2,03,

ii. The table for Main Survey would suggest that the sample
was reluctant either to make RE too moralistic or to make ME
too religious, or to embrace a thoroughgoing pluralism in RE,
The last named point, however, would have to take into account
the primary 'vote' which gave & strong endorsement to (e),

as well as indicating a readiness to allow a strong moral
element to feature in RE, Although Pilot A specifically

referred to'religions (in the plural), and although there was
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no comment from either primary or middle sectors about: the
omission of Christianity as a distinct category in the optioﬂs
in Pilot A; it may nevertheless be queried whether Sheffield
primary and middle schools are as hospitable to pluralism -

as this might suggest in view of the response to questions
3,06 and 3,07, A repeat-survey in Sheffield, using the

revised questionnaire, might well show support for option (e),

iii, There was some evidence in the surveys that teachers
preferred a different policy on RME than that operated by the
schools in which they taught, This was contributory evidence
for one of the general conclusions fram the survey-findings

that the sample would be unwilling to operate unprofessionally,
that is, they would make a conscientious attempt to teach
courses according to what they saw the official brief to be.

If this is a valid deduction them the question becomes of
particular importance as to whether they might unnecessarily
debar reference to religion from P.S.E; courses in the interests
of an automomous ME, The argument of this thesis would urge

that such scrupulosity is misconceived,

ive In the pilot-surveys 16 respondents indicated a mismatoh
between personal preference and school policy (19.3%). In
Pilot A there were 4 primary, 4 middle and 5 secondary
respondents who did noé tick the same option in 2,02 as in 2,01,

Among this number some made further explanatory comments,

A primary headteacher (who ticked noms of the options
in either 2,01 or 2,02) explained that he regarded RE
to be in bartnership with ME inr his school, each having
equal statué; tEducation in morals, which would
include the ethical teachings of the religions as

supportive, (but equal) elements' was his description,
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but he acknowledged that in quamkitative terms ME took

more of the content than did RE,

A nursery-infants headteacher also could not tick any
options in 2,01 (as, indeed, she was not able to fill
in most of the remainder of the questiomnaire) and stressed

that 'atmosphere was all-important!?,

A secondary respondent reported that there was no RE
department, there being instead a 'fully integrated General
Studies Course, with Social, Moral; Political, Religious

and Careers Education as facets of it!,

Another secondary respondent reported that optiom (b) was
nearest to his own viewpoint, but that *several of our
staff who deal only with Values Clarification, would be
offended if they thought that this element had its sources
based in religion, This school aims -~ it may not

succeed -~ at a religious education with a strong spiritual
element', (italies respondentts: 'spiritual' not

defined)., 1In a comment at the end of the questionnaire

the same respondent said that he had foﬁnd it enjoysble to
£ill in, but that in another mood he might have filled it
in quite differently., While this is a comment upon the
'soft?! nature of survey-evidence, it is to be hoped it is
not a comment upon Qhat the respondent understood by the

term spiritual,

Another secondary respondent replied that RE was taught in

the first and second years, and thereafter ME took over,

ve In Pilot B 3 respondents disclosed a difference between their
preference and school policy. In addition, there were 6 whe
found question 2 impossible to answer as it stood., 1 lelt it

blank and informed the invostigafor in a comment at the end
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of the questionnaire that 'This isn't the way of finding out
what busy teachers think about a cohplox subject!s, No
suggestion was made as to what he thought was the way to find
out, but at least he did complete and return the questionnaire.
Another informed the investigator that 2,01 was tunfairly
loaded! (without going into what he meant by the"criticism);
left the question blank, but ticked (d) as school poliey and
commented that he would like to see tdistinct areas, the overlap
(being) in the ethical dimensiom of religion'. Another
indicated that RE and ME were conducted as 'separate entities',
having ticked the 'No! box in 1,02 and (d) im 2,01. The

sixth respondent indicated that his courses were plural religious,
moving into GCE and CSE examination work, with all fourth- and
fifth-year pupils following a Social and Personal Education

course,

vi. In Main Survey there was rather more evidence of a

' disparity between personal viewpoint and school palicy.

1 infants headteacher (of a Maintained school) considered that
parents should opt in rather than opt out, RE to be extra-
curricular, ticking (a) as school policy. Another respondent
operated (e) while giving (d) as a personal viewpoint (this

in a Maintained school), A4 first school headteacher preferred
(d) but operated (a). Of the primary-school headteachers,

6 indicated a difference between personal viewpoint and school
policy, but none made comment, 1In the secondary sector there
were 10 respondents who clearly stated a mismatch on the hasis

of the optioms specified in the questionnaire, and a further 5

indicated a prefrerce. for options not fully correspoadimg to
scheol policy, but also met fully corresponding to the specified
options, Of the 10 clear mismatches, 2 personally preferred

option (d) but both having to opérato (e), although in
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Maintained schools. The third personally preferred (e) but had
to operate (b). 0f the further 5, 3 wanted a complete separafion
between RE and ME, but had to operate (b), 1 wanted 'the study of
ME and RE in equal partnership', but had to operate (e) (in =
Voluntary school), and 1 merely wrote that 'it seems to me that
RE and ME is a case of 'East is East and West is West!', It is
unwise, almost dishonest, to mix or confuse the two's 2,03 was
then left blank. The comment of a further respondent who ticked
(a) and (e) as school policy seems worth recording.

'It is wrong for RE to march on moral legs (as can and .

does happen in c). Conversely ME does not stand on

religious legs. When ME/RE are mixed it is virtually

impossible to unscramble the omelette, Hence I regard

ME and RE as notidnally distinet but in many areas are

coincidental. I consciously avoid confusing theological

and moral categories?',

"~ vii., Implications. There arethree general conclusions which
might be drawn from the answers to this question which have a
bearing on the study, First, the necessity to include an
option devoted entirely to Christianity as interpretative of

all other beliefs and values was unexpected and indicates that
pluralism in RE may be still a very patchy practice. It is
tempting to speculate that the church still exerts an appreciable
influence on RE through its rank-and-file membership, Second,
the readiness of about 28% of the main-survey sample to operate
in an RE/ME situation in support of a school policy which did
not accord with their viewpoint suggests that professionalism in
this sense mattered strongly to them, This raises the query as
to how far the sample would fiéht for RE's continuance (a very
proper and professional thing to do) if it appeared to be school

policy for ME to take its place. This leads to the further point that
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some respondents revealed such a conscientious desire to avoid
an RE and an ME dependent upon each other (a commendable desire,
it should be said) that in practice it would appear possible
that some operated on the hasis of total separatiom, But'’

to do so may be misconceiving the concept of autenomy. It

may also be assuming that a 'mix' always means an irrewversible
"mix?t, Omelettes certainly canmot be unscrambled but the

cast of a play can, These points are picked up elsewhere in

the thesis,

602020 guestion 2

i. 3. SPECIFIC RE/ME POLICY RELATIONSHIPS

3401 Does your school mount Personal RelationshipsCourses,
which are separate from anything mounted as part of
the schoel's RE programme?

Yes [:I No [:]
3,02 If 'ﬁoa' to 3.01, please outline the aimes and scope
) e course(s).

There seems to have been much activity recently in secondary

schools to initiate courses in Personal Relations, and the like,
As such courses would relate to, and might‘overlap with,
equivalent areas in the religioms, it would seem a useful

field of enquiry to ascertain how RE teachers reacted to these
newcomers, This thesis has suggested that there are
appropriate units for sﬁch courses in which both the religious
and the moral intersect without either losing its integrity or
autonomy. Also, there seems point in trying to discover if
there are signs that such courses are penetrating primary
schools, Sﬁbxwesﬁnn 3,01 was standard in esch survey so enabling
a total of over 160 respondents to be rcported, 6 schools

left the question blank so reducing the response to 161. Only
2 primary sc¢hools reported an ipterest in the courses, both

these being in Nottinghamshire.
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'YES! RESPONSE

Scheme Primary Middle Secondary Total
Pilot A 1 20 21
Pilot B 16 16
Main
Survey 2 2 26 30
Overall Total 67 (42.2%)
TABLE 7 (b)
'NO!' RESPONSE
Scheme Primary Middle Secondary Total
Pilot A 19 10 L 33
Pilot B 12 12
Main
Survey 37 4 8 49
Overall Total 9l (58.4%)

Notes: 1. The primary bias is clearly a factor to be allowed

72.1%
27.9%

for., Secondary percentages are: 'Yes!:

'No':

2. Of the 2 primary schools reporting an interest in
Personal Relationships courses, 1 desecribed the
course as & 'Growing-up Club' for fourth-years, the
other referred to a Health Education programme,

entitled 'Qurselves?,

3. Of those secondary schools in Main Survey which
responded negatively, 1 was an R.C.,, another a
Voluntary, and the remainder each being a Maintained

school,
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iie 3,03 If 'yes' to 3,01, are these courses ,

Ol a, mounted and staffed exclusively by the RE Department?
I be mounted, but not exclusively staffed, by the RE Dept.?
[l ¢« contributed to, but not directed, by the RE staff?

i de not open to an RE contribution? '

| es not coantributed to by RE staff as a matter of
RE departmental policy?

3.04 Please add further comments, especially upon those
reasons which resulted in answers (4) and (e). Please
do not specify which school.

Sub=question 3,03 was also standard throughout the surveys, but,
as was expected, the primary schools found it too inappropriate

to be answerable, No respondeat in any school ticked option (a),

and the majority of replies favoured option (c).

TABLE 8 (a)
Scheme Middle Secondary
Pilot A #(b), 8(e), 3(a), 2(e)
Pilot B 3(b), 7(c),_5(d).‘1(e)
g:i‘v‘q 1(e) 2(b), 18(c), 4(d),2(e)
TABLE 8 (b)

Option Middle Seecondary
be 9
Ce 33
de 12
e. -1 5

Notes: 1. The reasoﬁs given for tickimg (d) were, either that
timetable -load made an RE contribution an impossible

exfra for RE staff, or that Personal Relationships



200,

courses were regarded as the reponsibility of the Pastoral
staff, or that the RE department was regarded as a

separate department by the school,

2o Of the 6 schools reporting option (e), 1 middle and
2 secondary made no further explanatory comment, 1 said
that the RE department was a separate department, another
that it was'not policy, just the way it is staffed', and
1 reported that 'R.E, has its own long established course
in Personal Relationships which preceded these other
courses, which is examinable., The other courses are ﬁot.

The R.,E. is a two year courset,

3+ A comment from a middle-school respondent who left 3,03
blank stated that Personal Relationshipscourses were the
responsibility of Pastoral heads, and a secondary respondent
who also left this section blank stated tersely that there
was no RE department (this was the mhool with an RE

component in an integrated General Studies).

iii. 3.05 If 'no! to 3.01, does the RE Department feel it
necessary to provide Personal Relationships Courses
as part of the material for RE?

Yes [ ] No [:]

Sub~-question 3,05 was anether standard question, but the total

response that can be reported this time is that of 84, which,
with the total response to 3.03 being 64, makes the number of

respondents who did not send in returns for these sub-questions

to be 19,
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TABLE 9 (a)
'YES? RESPONSE
Scheme Primary Middle Secondary | Total
Pilot A 3 2 b 9
Pilot B 11 11
Main
Survey L 2 5 11
Overall Total |31 (36.9%)
TABLE 9 (b)
'NO' RESPONSE
Scheme Primary Middle Secondary | Total
Pilot A 14 7 1 22
Pilot B 1 1
Main
Survey 2h 3 29
Overall Total 53 (63.1%)
Note: 1. While the primary bias would again have to be taken

ive

3.06

primary schools who were mounting Personal

into account, it is of interest that there were 7

Relationshipscourses as part of their RE programme.

'yes! to 3,05, does the material of these courses
seek to commend only Christian values?

seek to make explicit the links that may exist
between the P.R. material and the religions?

, seek to avoid direct references to the religions?

Sub=-question 3.06 was near standard throughout, the only change

being the insertion of the word 'only' ia Main Survey 3.06 a.
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TABLE 10

Option Primary Middle Secondary Total
a. 25, 1n 28, 2n 3s, 44, 1n 15

(& + D). 2n 18, 14, 1n 5
be 18, 3n 1n 6d, 3n 14
Ce 2n 2

Notes: 1, The key is as before (see Tables 4(a) and (b) ).

i

2. This particular section of the sample were quite
ready to link bPersonal Relationships material with

the religions.

3, While the numbers are too small for meaningful
percentages, it seems noteworthy that option (a)

drew a response of 41.7% (N = 36).

Ve 3407 If 'mo! to 3,05, would you conmsider that, in echools
where P,R, Courses were operated, (i) as part of RE,

they should aim at 5 oc00 ] 3,06b2 [T] 3.06c2 [

(ii) separate from RE,
they should aim at 3,06a? D 3,06b7 D 3.,06¢? l—_—[

TABLE 11 (&) Response to 3,07 (i)

Option Primary Middlo Secondary Total

a. 108, 3n 28, 2n 18, 1n 19
(a + b)e 2n: 28 18, 14 6
be s, 7¢ 28, 2n ks, 44, 5n 28

Ce 18, bn 5
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(b) Response to 3.07 (ii)

Option Primary Middle Secondary, Total
2. 2s@, 1ne@, 1s(b)|1se@, 2ne@, 1s(b)| 1s(nr), 1d(nr), 11
14 (a+b)
(a +b), 1ne@ 1s@, 3de 5
be. 1s@, 3ne, 4s(a)|1s@, 1ne@ 3s@, 2n@, 3de 22
1s(e), 1n(a),
in(ec), 1n(a+b)
Ce 18(b), 3n@ 15(a) 1d(nr), 1n(a), 11
2n(nr5, 1a(b) 1n(b)

Notes: 1.

e

The additional key to Table 11(h) is as follows:
@ = identical response to that givem in 3,07 (i),
ar = no response made to 3,07 (i),

(a), (b), (¢) = corresponding response to 3,07 (i).

There is a similarity of response, forming a pattern,
between Tables 10, 11(a) and 11(b), option (b) scoring
consistently the highest. In Table 11(b) a greater
comparative preference was shown for option (¢),

apparently at the expense of option (a)e

vi. Sub-question 3,08 was near standard throughout, the two forms

being as

follows,

Pilots

3.08

It has been said that it is too risky to link Moral
Education closely with Religious Education, for, loss
of religious faith might encourage a loss of moral
values., Would you see this opinion as a stimulus to

a, strengthen the religious base to lMoral Education?
be find a non-religious base to Moral Education?

3.09 Please add any further comments you wish.
" Main Survey
3,08 It has been said that it is too risky to limk Moral

Education too closely with Religious Education, for,



30k,

rejection of reiigious belief might encourage
rejection of moral values based upon that belief.
Would you see this opinion as a stimulus to

a. strengthen the religious base to Moral Education?
be find a non-religious base to Moral Education?

3,09 If you have ticked 3,08a would you say this involved
commending the acceptance of religious belief, rather
than its appraisal? Please comment,

3,10 Please add any further comments you wiszh,

TABLE 12
Option Pilot A Pilot B Main Survey Total
ae 10p, 5m, 10s 128 15p, 4m, 118 | 67 (55.8%)
be 7p, 3m, 58 118 12p, 1m, 1hs 53 (4k,2%)

Notes: 1. The additional'key for this table is as follows

P = primary; m = middle; 8 = secondary.

2. The question designedly put the matter starkly, as
this is so oftem the way in which it is put. The
middle way, by which both bases are presented alongside

each other, was mentioned in 3.10 by 2 respondents.

3, 0f those respondents ticking 3.08b, 1 primary and

2 secondary were from Voluntary schools.

While the primary vote was expected, the secondary findings
showed a higher number 6f RE teachers opting for option (a)
than was expected. This would seem to call for a table
relating these findings to type of school, with a recording
of commentq made in response to 3,09 and 3.10. This table
may be found in Appendix 2, p. 363. It will be found that

a desire to strepgthen the religious base to Moral Education
was not restricted to members of staff from Voluntary schools,
and that such strengthening was not seen inevitably to involve

the commending for acceptance of religious belief (as distinct

from appraisal),



305.

vii. Implications. The two general points that could be

taken from these findings are, one, that there was a readiness

by RE staff to contribute to P.S.,E., courses and that where this
did not take place it was not due to an embargo by the RE
department; and, two, that where P,S.,E, courses were in the RE
context of the department?!s work the material would be related

to the religions, but that were these courses to be operated
outside RE then there would not be such a readiness to relate

the material to the religions, This last named point would link
with the finding that in those schools where P,S.E, courses

were mounted separately from the RE department, only a few were
left to the RE department to direct and none was exclusively
staffed by RE personnel. Thus, there were continuing grounds

for suspicion that P.S.E. courses, if operated separately from

RE might avoid reference to religion. There was also continuing
evidence that the sample was professional in the semse of wishing
"honestly to implement what they were asked to do. There was

no evidence from 3,04 that non-RE P.S.E. courses contained
religio-moral units. Yet there was clear evidence from 3,08

and 3,09 of a strong wish to strengthen a religious base to

Moral Education, So it would seem a valid inference that

the reduction of subscription to options (a) and (b) in 3,07(ii)
was because P.S.E. course-directors did not consider religio-
moral units as appropriate. It is part of the argument of

this thesis that they are appropriate, not aut of a desire

‘to empire~build for RE but on the grounds that complete
separation of RE and ME is an impoverishment to both. ..

If te press for feligio-moral units in P.S.E. courses is '
interpreted as a new version of the old evangelising aims of RE,
then this is totally to misunderstand what is being urged. The

contention is that to view RE and ME as intersecting means that
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each can benefit from the other's critique and can enlarge

understanding of the relationship between belief and behaviour,

6e2elte Question 4

is 4. RELATIONSHIPS BETWEEN RE AIMS

KEY C = comsiderably M = moderately U = uncertain
S = scarcely N = not at all

4,01 How do you evaluate the importance of the following aims
for Moral Educatiom, when taught as part of Religious

Education?
- N[ Ul 5[N]

&, to support school rules

be to relate skill-acquisition in morality to
the additional help that may be gained from
religion, in this area

ce to foster understanding of the term
'rational moral principles!

de to foster a pupil life~style based on
consideration of others! interests, but
appealing to religion to support acceptance
of such a life-style

e, to foster the ethic of 'enlightened self-
interest' but bringing this under a
religious eritique

f, to provide information about the moral
stanees of the main world religioms

ge to help pupils to an acceptanee of the
Judaeo~Christian ethic, as summarised in the
Ten Commandments and the Sermon om the Moun

h, to encourage pupils to look on God as a
helper towards moral development

i, to handle the argument that the existence of]
moral consciousness in man is evidence of thel
existence and moral nature of God

The purpose of this section was to continue to look for the
inclusion or otherwise of religious motifs in ME, when part of
RE and when separate, In addition, it would serve as a pointer
to how the work of Hirst and of wilson and of McPhalil might be
evaluated, so referring some of the earlier theoretical parts

of the study to something of a classroom~-screeaing. Option (e)

was included in the alternatives on the assumption that emlightened

gelf-interest operates to a greater or lesser extent in
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contemporary society in tandem with a hedmistic materialisnm,

and it was a matter of interest to see how teachers reacted.

ii, The chief disadvantage of this question was that it had

to be assumed that the respondents would have been reasonably -
clear as to what each option meant, and that this understanding
would correspond to that of the investigator, Brief summaries,
in the manner of 2,01, would have been too simplistic, while

a glossary of sufficient adequacy would unfortunately have

been impractical. There turned out to be some evidence that
suggested that option (e) might have drawn the response of
funsure!, not because of uncertainty as to the value of the
suggestion, but of uncertainty as to its import. This
evidence did not emerge in comnection with the other optioas,
but it might nevertheless put the 'unsure! measurement under a
general query about its reliability. However, in the pilots
'unsure!' did not turm out to be a heavily .subscribed category,
"and its location at the mid-point of the scale did give some

confidence that it might serve its intemded purpose,

iii. The recording of the findings from this question are
somewhat complex, sand so it seems preferable to move the
appropriate tables to the appendices, in order to maintain

more coherently the flow of analysis. Tables 14-16 are,
therefore, to be found in Appendix 2, and Tables 13-20 also

to be found in that appendix, Tables 17 and 21 are included
in the text as being more readily comprehensible, for they
indicate only the rank-order of each optiom on each measurement.
As the sole.change in the question was the inclusion of option (h),
the tables can be presented in pilot, main-survey and composite
forms. Where the composite tables relate to the scale-order,

they are included in the text.
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TABLE 17

SCALE-ORDER OF OPTIONS/MEASUREMENTS

Measurement Scale~order

Consideraltily dy £, h, g, ¢, 1, a, e,

Moderately a, dy ¢, £, i, by, g, €.
Unsure ey ¢y iy hy d, g, a, f.
Scarcely - a, ¢, i, gy £f4 hy ¢, d.
Not at all i, e/gy, a, hy £, d, c.

Notes: 1., Option (b) has been emitted as this did not appear
in the pilots.

2o The létters in the Scale-order section refer to the
options in 4,01, and are placed on a descending

.scale from left to right.

3o This information is taken from Table 16, Appendix 2.

The high rating of (d) in the considerably and moderately. scales,
with a correspondingly low rating in the scarcely and not-at-all
scales was a predictable outcome, (This option was higher in
the unsure scale than anticipated, especially as the wording

did not meem unclear). = McPhail's approach, with its empirical
starting point, its eschewing of moral philosephising, and its
concentration upon what appeared to be pupil-concern, was likely
to appeal to teachers who knew of his work. To those who did
not, the simple universal would make good practical as well as
moral sense, whiie“its affinities with religious moralities
would make it an agreeable companion in RE teaching. Likewise,
the popﬁlarity of (£f) could be expected, The presence of

alternative religions to Christianity has penetrated the
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predagogic, and probably the national, consciousness by this
time, and it seems that RE teachers may be coming in increasing
numbers to regard them as allies in their work, rather than

the reverse, in that they help to keep alive religic-moral
categories. Nevertheless option (g) scored fairly highly,

52 respendents placing it on. the considerabily scale, and 47

on the moderately scale, Its low rating on the unsure scale
would call for comment, for, in this case, the unreliability
that might have to be attributed to this measurement in relation
to some of the ratings, would seem not to apply. For it is
difficult to see how the question could have been more

unambiguously phrased than in the terminology of the gquestionnaire.

Yet it would have to borme in mind that option (g) also came
well up on the not-at-all scale, Perhaps it may fairly be
surmised that, despite the bias residing in the sampling, in
actuality the sample was more diverse in opiniom than might

‘have been expected. This would be a gain for the sSurvey. A

similar diversity showed itself in option (h) and its grading.
It drew 57 on the considerably and 49 on the moderately scale,
with 20 on the not-at-all scale, this latter figure suggesting
that the concept of a secular morality had gained a place in the
sample, In this case, however, the bias of the secondary vote
would have to be taken into account, there being only 3 primary
respondents selecting this rating for this option. Option (e¢)
did well on both the 2 positive and the 2 negative scales
(rating very low on the latter), with a good spread of primary,
middle and secondary schools, It seems that the work of
Wilson, of Hirst,lof Petaers and of Dearden may not have been
unknown to the sampl@, ag it related to this option, although
the high scoring on the unsure scale would advise caution abqut

this interpretation. It may perhaps be safely assumed that,
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as the wording of the questionnaire at this point was

unambiguous, themn a firm response suggests some acquaintance

with the literature. Option (e), it may be noted, scored

consistently poorly.

ve 4,02 How would you evaluate the above aims, in 4,01, for

- ¥

b., but omitting any reference to religion

Ce .

d., but making no appeal to religion
e., but making no religious critique

f.

-
h,

Moral Education as an exercise in its own right,
independent of RE?

C{M|U| SN

Unfortunately a typing error omitted an t'st

from the word 'religion' im option (b). This
omission regrettably makes this option somewhat
spurious, for, as it stands, it hardly makes sense,
The thinking behind the option was directed to seeing
whetker a teacher handling an ME course would
consciously refer moral behaviour back to the
individual's beliefs about the universe and Man's
place within it, This would be regarded as general
religious belief by many people (so the assumption
ran), and did notrequire an anchorage in specific
religions, Second thoughts by the investigator
made him come %o regard such a concept as too complex
for the éimplicity'of the option, and the returns at

this point must be discounted.
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TABLE 21

SUALE-ORDER OF OPTIONS/MEASUREMENTS

Measurement Scale-order

Considerably dy ¢y a, £, e, g, h, i.

Moderately a, £, i, e, ¢, h, d/g.
Unsure ey i, hy £, ¢, g, 4, a.
Scarcely i, gy f/a, h, e, d, c.
Not at all i, hy gy £, a2, e, d, c.

Notes: 1, Option (b) has been omitted.

2o The letters in the Scale~order section refer to the
options in 4,02, and are placed on a descending

scale, from left to right.

3« This information is taken from Table 20, Appendix 2.

As in 4,01, option (d) was the clear favourite, with the low
showing on the moderately scale relating to the high showing
on the considerably scale, this score being the highest of all
the responses to any of the options in both 4,01 and 4,02,

The high rating of (d) on the moderately scale (4,01), this
being the thindmhighqst score of any of the options of that
101 question, might perhaps justifiably be interpreted as
’indicating a reticence to score it more highly because of the
specific reférence to religion. Was this an indication of a
feeling that a very desirable aim (the fostering of a pupil
liferstyle based on the consideration of others! interests) might

be rendered more difficult of success by linking it to religion?
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Yet, on the other hand, option (f) scored quite well in the grid.
The wording of this option, hovwever, was more 'neutral!, |
Option (h) did rather much as expected, as did (i), although

it should perhaps be noted that (i) éame out top of both the
scarcely and not-at-all scales: (a) did rather better in 4,02
than in 4,01: (e¢) did slightly better in 4,02 than in 4.01,

The higher incidence of (¢) in the unsure scale of 4,01,

compared with 4,02, may also be noted, but whether this suggests
that those choosing this option in 4,01 were not sufficiently
aware of the points of contaet between rational moral principles
and religious moralities camn only be speculation, Option (e)
fared better in 4,02 but not markedly: it came out top of the

unsure scale for both 4,01 and 4,02,

vii. Implicatiens. The answers to 4,01 and 4,02 were
suggestive of strong support for McPhail's work, but also
indicated a belief that reference to religious moralities

should be included im ME which was conducted independemtly

of REc The latter point would be supportive of the view

that RE and ME intersect, by reason of the mature of eaeh,

and the former point would also relate to at least the Christidn
ethic and the Buddhist ethic, and probably across the main
world religioas, that to fail to so relate it in an ME course
would suggest that that course was not even operating on the
tcomplementary' hypothesis, but was applying a strict 'separation!
criterion, The sample might be taken to havwe agreed with this
suggestion, The response te option (1) might be taken as
further ovid;nne that the sample was reluctant to use ME as

a buttress for RE, of it may indicate a semse of futility in

the particular argument's effectivensss. As has been indicated
there may be & suggestion of caution that RE entering ME might

be counter-productive, but this would depend om hew it was handled.
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6.2.2. Question 5

i, o MORAL INCENTIVES

2401 As & general rule, without considering individual cases,
how weuld you grade im importanee the following answers to
the pupilt!s question !'Why be good?!? .

&, pleasurable consequences to oneself of
one's good' actions

b, unpleasant consequences to oneself of
not being good!

Ce pleasurable consequenees to others of
one's 'good!'! actions

d. unpleasant consequences to.others of
one's not being ?good?

e, pleasurable consequences to oneself
if everybody were 'good!

f. unpleasant comsequences to oneself
if no one tried to be ftgood?

ge love is self-evidently right
he God is pleased when one is tgood!
i. God is displeased when one is not 'good!

Note: No respondeat commented on the omission of tduty' or

feirness! from this catalogue of incentives.

The objective behind this question was the quite simple one of
seeing how far specifically religious motivation to moral
behaviour, that is, behaviour issuing from a believed relatiomship
with God, might be advocated by teachers to their pupils,

while option (g) would be seen by some as 'specifically religious
motivation', it was options (h) and (i) which were deemed the
crucial criteria, on the grouads that the word flove'means too

gany things to different people, the meaning of agapé& not being
sufficiently éenerally appreciated in the pop-culture, for love

to be seen as a religious characteristic, at least in an explicitly
religious sense, Option (g) might, however, throw some light

on how the sample might respord to situation-ethiecs,
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ii. The Skinnerian model of Man is very evident in the wording
of the options, this being chosen for its relative straightforward-
ness, and, therefore, for its relative unambiguity. To have
introduced an option dealing with the pupil's self-concept
seemed to be discountable on the grounds that the theory of the
basic goodness of Man (likewise the opposite doctrinme) needed
more detailed definition than the questionnaire allowed for,
Also, the hunch that teachers in the heat of the moment are very
likely to appeal to the Skinnerian model, seemed to be verified
in the event, as only 1 respondent commented that he would tell
children not te be false to their true selves. Perhaps a more
relevant consideration was whether the optiomns should be

related to a developmental sequence., Kay has indicated that
researchers in the area of moral sanctions have produeed
eéidente that there may be st#go-sequenco from the prudential

to the personal (4),. But he also indicated that this evidence
was relevant only to the dominant sanction in any particular
activity, and that all the sanctions were operative to a greater
or lesser extent in all the stages., His own survey, in the
7=-16~year age-range, led him to the conclusion that moral
sanctions seemed to emerge chrenologically in the order:
prudential, authoritarian, reciprocal, peer-society, ideal self,
personal. But he excepted the sanctions of religion and
conscience, With this in mind it seemed that the pilot-scheme
could proceed without a specific reference tb the question of
relating sanctions to stages of development, for a general
correlation was availahle from the information given py the
respondent as to whether he or she was in the primary, middle
or secondary sector, and there was opportunity for comment, In
the event, no pilot«-respdhdemt commented on this issue, The
options do actually proceed in a gene:al sequence, (a) and (b)

referring to the brndential, (e)y (d), (e) and (f) referriug to



315.

the reciprocal social, and (g) to the situational personal,

The authoritarian sanction was omitted in the belief that,
although children may find it compelling, especially at a
particular stage of early development, teachers would not wish
to make use of it, running contrary as it does to the {tenor of
educational advocacy of rationality and autonomy. Again, this
seemed justified in that no one suggested its use, As has

been indicated the religious sanction appears as if it may be
stage~-independent, Swainson particularly favouring this view (5).
Kay suggested that the argument was gaining currency that people
are 'good' only when under fear of divine Judgement, While
there are better ways of seeing the relationship between
religion and morality than to view it in this light, if seemed
worth checking to see how far the sample would make use of

this argument.,

iii. Again, the recording is complex, and so Tables 22~24 will
be found in Appemdix 2, A measurement/scale-order report will
be tabulated from Table 24 and recorded in the same format as

Tables 17 and 21.

TABLE 2

SCALE-ORDER OF OPTIONS/MEASUREMENTS

Measurement Scale-order

Comsiderably c, d, £/g, e, a/b, h, i.

Moderately a, by, £, e, d, c¢/g, hy i.

Unsure h, g/i, b, d/f, e, &, Co
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Option (¢) was the clear, if not runaway, favourite, and betokened
the sample's preference for a positive, society-related incentive
to morality. Impressions gained from preparing students for

ME in schools by the investigator would endorse this finding,
However, the high showing of (a) and (b) on the moderately scale
indicated that an appeal to a negative self-concern would not
be displaced by a preference for the positive and corporate,

In this connection it is to be noted that (f) did quite well on
the considerably. and moderately scales, perhaps indicating that
exposure to children mekes for realism. The consistent
unpopularity of options (h) and (i) reflects the trend, probably,
that was noted by Kay and researched by Cox (6), in which young
people are showing a decreasing attention to specifically
religious incentives to moral behaviour. Yet there was some
positive response to these options, Perhaps it should be
pointed out that the whole atmosphere of 5,01 is pragmatic, in
that the wording implies that the incentive chosen will be the
one that will be likely to work, rather than the one which the
toa;her may see it as his or her duty to develop in an ME course.
It was not just in the Voluntary schools that approval of these
options was to be found, In the Maintained schools, 4 primary,
1 middle and 2 secondary respondents ticked (h) on the moderately
scale, and 2 primary, 1 middle and 4 secondary ticked (i) on

the moderately scale. The response from the Voluntary schools
was: 4 primary respondents and 1 middle ticked (h) on the
considerably scale, and 3 primary and 2 secondary ticked (i)

on the moderately scale, (But 1. Voluntary primary respondent
drew lines through all the grid-measurements on the (h) and (1)
options, presumaﬁly signifying total disapproval). The high
showing of (g) on the considerahlx|scale was not matched by

low showings on the scarcely and not-at-all scales, and there

was also a high showing for (g) on the unsure scale. This
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rerhaps suggests that the sample had not yet worked out its
approach to a situational ethic. As it may perhaps bhe surmised
that a situational ethic is operating in society im conjunction

with hedonism such seeming uneertainty may be a cause for disquiet.

ive Implications. There was little evidence of pesitive
evaluation of specifically religious incentives to moral
behaviour, but much evidenee of a preference for society-
related incentives, While this would not. be grounds for
debarring the examination of religious incentives from any

ME course, it would seem to be grounds for ensuring that such

& topic was carefully restrained from becoming, or appearing

to become, the principal element in any such course. The

survey thus ends on a very satisfactory note, in that 'ought!

and 'is' come together without the problems that arise from their
identification. (ntheoretical grounds the RE/ME relationship contains
a wider and more varied range of elements than are contained in
the notion of religious incentives, On empirical grounds there is
good reason to believe that the relationship is seen to contain

thie wider range, in the work of this sample.

63+ GENERAL SYNOPSIS

ie An overall picture can now be built up as fellows., The
sample ranged from infants school to secondary school, the
response reflecting this cotniagc,being composed of approximately
equal numbers of primary/middle and secondary schools. Just
over 70% did not consider it ideal to have separate RE and ME
departments/specialists. A quarter considered that ME would

be satisfactorily carried out if based on the ethical teachings
of the religions., Just over a quarter considered that Religious

and Moral Education would be satisfactorily conducted as
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'education in Christianity to provide a perspective on all other
moral and religiows systems!, There was, however, a cautiousness
to be discerned about an RE which was too moralistic and an ME
which was too religiouss Although personal views as to the
right policy on relating RE to ME differed at times from school
policy, the deduction to be taken from this would seem that the
sample were desirous of doing the job they were asked to do
rather than of acting as saboteurs for their own viewpoint,

Over half the sample had no Personal Relationships courses
operating independently of RE, but there were over 70% of the
secondary schools which did mount these courses separately from
RE, and there some signs that a few primary schools were moving
in that direction alse., There was no evidence of strong
resentment towards, or a desire to boycott, these courses on the
pirt of RE staff, Sometimos'Personal Relatienshipscourses

(as separate curriculum-features) were mounted and staffed by

RE personnel, but never exclusively staffed by RE teachers,

More usually RE staff contributed to these courses, If they
were not invited to do se this was very likely to be because
such courses were seen as the proper responsibility of the
pastoral staff, with the corollary that the RE deparitment was
seen to be engaged in a separate exereise, Where Personal
Relationshipscourses were not mounted by the school, about

a third of the respondents in this situation thought it
neeessary to include short Pefsonal Relationships courses as

part of RE. Perhaps this might have accounted for the

absence of such courses outside the RE ambit, in some cases,
Personal Relationshipscourses within RE were usually related ’
directly to the religions, and often commended Christian values,
and those respondents wheo did not include these courses in their

RE usually thought that, if included, they should relate
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directly to the religionsand commend Christian values, In
general, this same attitude was held towards Personal Relationships
courses, if they were to be mounted separately from RE, although
there was a shift towards the view that, in this situation,

the courses should avoid direct references to the religions,

Over half the sample were for strengthening the religious base

to ME, in response to the suggestion that rejection of religion
might lead to rejection of the morality based upon that religion.
But there was little evidence that they considered that such a
view inwolved teaching religien for acceptance (as distinet from
for appraisal). Where teaching for acceptance was the objective,
this was usually accompanied by statements seeking to dissociate
from the implication that this involved crude proselytising whidh

undermined freedom of choice in the pupils.

ii. In the evaluation of aims for RME, when taumght as a
composite subject, between two-thirds and three-quarters of the
sample considered that the fostering of a considerate life-style,
with appeal to religion as support, was important (82.3%, N = 158).
Back-up to school rules was seen a&s moderately important by
82¢3% (N = 159). The ethic of enlightened self-interest (under
a religious critique) was not seem as an important objective,
but the provision of information about‘the moral stances of
world religions was. Opinien was unevenly divided as to
whether RME should be designed to help pupils to an acceptance
of the Christian ethic. About a third thought this to be very
important, a further third thought it moderately so, and the
remainder were unsure or considered it unimportant, In
replying to the questionesto whether it was important to
encourage pupils to look on God as a helper towards moral
development, 37.1% (N. = 156) considered this to be very

important, and a further 31.4% thought it to be moderately so.
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Nearly half the sample did not consider it important to handle
the argument from morality for the existence of God; although
33e5% (N = 152) thought this moderately important. About

two-thirds thought it important to foster understanding of the

term 'rational moral principlest,

iiis In the evaluation of aims for ME, when taught separately
from RE, again the fostering of a pupil life-style based on
the consideration of others! interests was the clear favourite
(84,9%, N = 139)s There was a very slight increase in the
view that ME should support school rules, When enlightened
self-intersst lost its religious critique, it gained in
estimated importance, although still provoking uncertainty.
from about a quarter of the sample of 123 respondents. The
provision of information about religious moral stances lost in
iﬁportance, as did the belief that pupils should be helped
towards acceptance of the Christian ethic, although there were
still 37.4% (N = 131) who continued to think that this latter
point was important. There was a noticeable drop in support
(at best not very substantial support anyway) for the view that
the argument from morality should be handled, It seems a fair
generalisation to say that the sample would make a sincere
effort to teach secular Moral Education, were this demanded of
them, without seeing the situation as an opportunity to make

religious capital out of the exereise.

ive There was no strong support for urging religious incentives
upon children, but it may be noted that the postulate of

divine pleasure drew support from over a third of the sample
(38.8%, N = 147); and that of divine displeasure from exactly

a third from a slightly higher return (33.3%, N = 153). The
general preference was for a positive, community-related

incentive, but negative fear of consequences was not thereby
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displaced to any great extent. The appeal to the self-evidently
right nature of love drew support from over half of the sample
(6443%, N = 154), and of this number 41 were junior/middle and
48 secondary. But it is of interest that this option also came
nearly top of the unsure scale, and there may be grounds for
believing that the endorsement of the importance of self-evident
love might be tinged with a reluctance to pursue situation-ethics

as an ME offering for pupils,

6elts THE RE/ME RELATIONSHIP

i, The implication of 'the survey for this study is that it
afforded grounds to pursue the notion of 'intersection! as the
best way currently to describe the relationship between RE and ME.
These grounds are to be found in two considerations, both
stemming from the conservatism of many of the responses in the

sample.

ii, First, the teachers in the sample (the term 'teachers! will

be taken to include headteachers as well) showed themselves to

be responsible and professional in a range of attitudes to RE

and to ME, and yet they were reluctant. in practice to separate

RE completely from ME (although more ready to do so in theory).
Their professionalism showed, amongst other ways, in a desire mot

to use ME as a device for the maintenance of RE, The significance
of this point is strengthened”in view of the weight that has been
attached to the supposed moral benefiis accruing from RE,
particularly in the forties, It appears that we are dealing
with a group of teachers who appreciate the importance of ME to the
extent that they would teach ME as a secular, autonomous curriculum-
area without feeling obliged to 'drag in' RE (their own subject)

in the hope of its securing some Teflected glories, If so, the
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reluctance of the sample completely to separate RE and ME is
likely to originate in the belief that complete severance is not
required by the logic of the situation. The natures of RE and ME,
in other words, do not compel total divorce between the two.
Certainly there were those in the sample who did believe that RE
and ME should proceed in independence of each other, but there.
was nevertheless a large majority against the provision of
separate RE and ME departments, and a further majority who
favoured a strengthening of the religious base to ME. The

sample were generally for some sort of interaction bétween RE and ME.

iii, Second, the response to the questions about P.S.E. courses
indicated that where these courses were taught independently of
RE there might be a weakening of the desire to include religio-
maral units in them; Wnen bearing in mind the disclosures that
some teachers operated school policies on RE/ME which did not accord
with their own personal viewpoint, the question does present
itself whether P.S.E., courses, independent of RE, would probably
not contain religio~moral units. This might be so despite the
conservatism of the sample (although it seems clear that P.S.E.
courses under the sponsorship of RE would include such units).
When it is further borme in mind that McPhail's ME material for
classrooms is more than a little scanty on religio~-moral units,
the necessity to develop the position that P.S.E. courses very
properly contain religio-moral units whether or not these courses
are operated under RE aegls becomes more pressing. It is the
position of this thesis that there is no inconsisteney in having
the socio-moral and the religio-moral acting upon one another in
a coﬁmon social e&ucatipn programme, This, it is to be siressed,
is a conclusion that has been arrived at not just because the
surwvey encouraged it, although that was a factor. It is a

conclusion that seems to be demanded also by the historical course
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taken by RME which has always given a chance to explore the links that
may exist between moral behawiour and beliefs underlying that
behaviour, The reluctance of the sample to advocate total
severance of RE and ME is more than likely to stem from an

appreciation of this point.

ive Separation of RE and ME, when interpreted as total severance, then,
would seem invalid both to the survey-results and to the
historical drive of the study. While there may be reasons for

a drastic severance amounting almost to complete divorce, as, for
example, if a popular understanding of the RE/ME relatianship
might be damaging to both areas, it is surely desirable that this
sort of severance be made only until such misunderstanding is
cleared up. Misunderstanding might be better cleared up by the
careful teaching of RE and ME with a view to clarifying the link
between belief and behaviour, rather than by producing courses
which, by their independence of each other, fudge the issue as to
how the two relate, It is very possible to convey the
impressi on, either that there are no such things as moral beliefs
upon which moral behaviour rests, or that, because these beliefs
seem to relate to religious beliefs they are suspect and behaviour

must somehow be made to be suli generis. Both these impressions

seem as intolerable as they are impossible,

ve It is plausible to say that the word 'complementarity?, as

used of the RE/ME relationship meets this point, But in faet it
does not, if McPhail's material is anything to go by. It seems

far preferable to make use of the word t'intersection' which excludes
the possibility of parallel independence and makes necessary;

some form of (beneficial) interaction.
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CHAPTER SEVEN

CONCLUS ION

71+ SOME DEFINITIONS

i. The prewvious chapters have concemtrated upon making a

valid selection from the available historical data by which

8 history of post-war RE might be comstructed, if viewed from
the perspective of the relationship between Religious Education
and Moral Education. In the belief that anything educational
must by its very nature be studied im a broad context, an
endeavour has been made to place the period under investigation
(1944-1983) in the setting of some of its important historical

" origins, stretching back séventy years or so, and to identify
the major social factors and their implications that have
exerted pressure upom RE from the forties to the eighties, to
encourage a re~defimition of the RE/ME relatiomship. Depth,
bféadth, substance and objectivity have been the main methodelog-
ical aims: the actualities of, comstraints upon and stimulants
towards classroom-practice beimg the more spocific content-
objectives, Hence the study has concemtrated mainly upor

the bedy of research relevant to the central issue, and has
offered a comtemporary contribution to that research-tradition.
The essence of the argumentﬂhas been that the traditional, lomg-
established practice of equating RE amd ME meed mot be re~
Autarpreted to result in total severamee; RE and ME can validly
interact with each other to their mutual bemefit. The material
supporting this.contontion has been collected from as wide a
supply of data as possible, being ovaluated more by the

principles of relevamce to and significance for the main
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theme, than of personal interpretation. The point would
now seem to have been reached however when some opinions and

value-judgements may be expressed,

ii. This is not, it is to be hoped, due to any belief that
having reviewed the evidence under the canons of obJectivity
these canons can now be dismissed as of minor consequence.

It is because, partly, certain Judgements do seem to suggest
themselves from the data examined, and, partly, because RE

and ME seem to invoke personal opinions rather readily in so
far as the two are perceived to be in relationship. But
before going on to make something of an individual appraisal
of the evidence, at the same time as presenting a concluding
summary of the study, some comments would appear necessary
about the absence so far of a definition of the word 'moralt,
Without engaging in a full-length philosophical discussion of
this multi-fac et'ed word, it can nevertheless be said that,
historically for English schools, the term, when used to refer
to Moral Education, must include the idea of universal ethical
principles as well as social codes of behaviour. When ME
meant induction into Christianity this was certainly the case,
and since that time various writers such as Hirst and Wilson
have emphasised the universalistic aspects of rational morality.
The correspondence between these rational universals and

some Christian moral principles provides some indirect grounds
to strengthen the case that total severance of RE and ME may
be an inconsistency. Furthermore, the arrival of Social
Education in its various forms would seem to make it the

mofe necessary to kegp in view the possible existence of moral
universals. This would help to head off any tendencies that

Social Education might have towards restrictive manipulation

" and brain-washing.
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iii. To include im ME the notion of moral universals gives

it an element of transcendence in that it is raised abovwe the
social comtinuume, This womld put it into comparison with

RE, though not necessarily into relationship, in so far as

RE is properly occupied with meaning systems and their
associated practices which have referrents te a non-material,
transcendent reality, believed actually to exist, While it mey .be
tempting to link morality amd religion in a transceadental
scheme so as to preclude the idea of complete separation of

the two, that argument is not advaneed here for such linking may
be entirely fortuitous, It does meem valid, however, to

insist that RE should be primarily comcermed with religiea,

that word being so defined as to eniphasise the notion of a
.transcendent referrent, An interesting aspect of Sir Alister
Hardy's research was that rather more people than might have
been expected claimed to have had experiemnces which could be
clasgified as experiemces of the transcendent, so encouraging
the assumption that, im common usage, ordinary people would

tend to define religiom to include a necessary referrent to
transcendence, It may well be at the end of the day that
religion will come to be seen generally as a humam phenomenon,
the tramscendeat dimemsion coming to be regarded as an aberration
for the marginal, But that does not seem to be the case at

the moment. So, while naturalistic life-stanses such as
Marxism or humanism may properly form elecnts im RE, as might
surrogate religions, they would not seem te be the essence of
RE, for such stances by their nature grow out of, and have no
otﬁer reforence'than,to the natural material reality opea to
sense~validation, Implicit religiom could be deemed validly
religious, on the other hamnd, especially if it contained some

explicit pointers to a believed nom-material reality. So, in
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RE and in ME then the curriculum has two componeats both of
which deal with the notion of transcendence, While this would
not form a major argument for retaining the two im relatiomship,
it would surely add further cautiom before the swggestiom that
the two be divorced is implemented, Bnll would seem to have
been right in pointing up the transcendent links between RE and
ME, even though some of the inferenses he drew seemed not to
have advanced the matter of how RE arnd ME relate beyond the

forties' position,

f{e2e ON DEPENDENT AND INDEPENDENT VARIABLES

i. The evidence that has been reviewed in this study, although
marshalled to analyse the relationship between RE and ME, could
‘equally be used to argue thé thesis that State schools are

the reflectors of soclety, and have little influence as
innovators of social change, The failure of the M,E.L., at
thg time, and the subsequent acceptance of its aims, in recent
years, would suggest that it was too imnovatory toe soon.

The belief that was apparently held by many M,P.s in the
forties, that school religion was an effective buttress for
democracy and public morality, did have wider social suppert
than that enjoyed by the M.,E.L, and this support did continue
for some twenty or so years. But once that argumeat had

faded because seeming to los§ general credence, an autonomous
ME could emerge with little condemnatiom or oppositionm,

While there seems to be evidenee from communist countries that
a State educational system can be very effective in establishing
the principles and practices of the rewolutien among the

second gemeration, it would have to be borme im mimd that

in such countries schools are of a pieee with other opinion~

forming ageneies, all of which are made to conform at least



329

ostensibly to the prevailing value~system dictated by the

ruling coterie, Was there sufficient recognition of this

in Britain in the forties, and was there sufficiemt awareness of
the greater complexities and subtleties surrounding values-
transmission in demoeracies? The stirrings for social change,
accelerated by the war and exemplified in the election of

Attlee's Govermment, and the previous struggles of RE to establish
itself even with the benefits of social approval might have been
factors to suggest caution about a too-simple relianee upon
scliools to spearhead the production of a desired social order.

But the day of the sociologist was not yet.

ii, There does seem truth in the view, mentioned earlier in

the study, that the morality inculcated in the nineteenth-
“"century elementary schools ﬁas a morality that served the
interests of the upper classes, and that religion was useful

in bringing the 'lower orders' to accept their places, Indeed,
the whole of the nineteenth-century educational enterprise,

in public, grammar and elementary schaols, might be justly
regarded as a reflection of and support for midd;o-class,,or even
upper-middle-class dominanece, This is not necessarily to

indict those churchmen of the time who strove earnestly to

teach morality through RE as sycophantic and self-interested,

For the acceptanece of a tightly structured, hierarchical society
can stem from a sincerely heid belief in the concept of a
Christian commonwealth, in which each has his assigned place

and in which both the lower and the higher achieve self~
fulfilment in each other, But it may be to indiect the RE
theorists of th; forties with a defieient historical perspective,
when they invested so much hope in the schools as key-agents in
the perpetuation of religio-moral values in a twentieth-

century world which afforded evidence of its having lost
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its previous valuation of religion. This hope became the

more iromic when they openly admitted that for many children
the schools were the only places in which the articulation

and practice of these values would be encountered, The
subsequent discrediting of the theory that the schools could
be properly and effecfively used as the evangelistie arms of
the churches seemingly has accompanied a groater readiness to
allow the validity to church growth of large-scale evangelistic
campaigns, Like Wesley, Billy Graham appears to be becoming
more acceptable to the churches with advanecing age, It may
be that the churches have been encouraged to aceept, from the
failure of confessional RE to fill the pews, that the transmission
of particular religious values must be spearheaded by the
churches themselves, striving to become independent social
Hvariables, and not by the schools under the make-believe
pseudonym of *'Christian communities!, Collective Christian
social responsibility might now be allowed to depend more
heavily upon a context of felt personal conversion, scarcely
possible to constmect in the schools, Clear-sightedness on this
issue must surely be a gain for both church and State, This
night also be part of a wider religious trend by which the
churches, and in particular the Chunch of Englard, feel they
must decline any role which casts them as automatically
implements of Govermment policy, and which therefore curtails

their expression of criticism of Government action,

7e3e THE CHURCHES' ROLE IN RME

i. The intriguing question that would obtrude at this point
is whether the churches were right, in any sense other than
the pragmatic, te negotiate amd implememt the 1944 settlement,

It is not altogether unfair to urge criteria additiomal to the
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pragmatic upon the churches, After all, they do stand for

a transcendent ethical position, and it is not mecessarily
petard-hoisting to ask if the 1944 setilement was in keeping
with their own ethical formularies, which, they insisted at
the time, were to be found in the New Testament, While the
answer to this question would have to be a full-length
examination of the theology of education aé the churches then
saw it to be, it may nevertheless be possible to make some
observations on this matter, in the short space of a
6onclud1ng postscripte 1If the question were to be re-~phrased
to be 'Could the churches have anticipated and allowed for
any of the later objectioms which overthrew confessionalism,
by applying their own formularies more rigorowsly?’ then maybe

some interesting speculations could be made,

ii. On the matter of the pragmatie it would seem that the
churches would have to be given high marks for making use of

the advantageous circumstances they encountered at the time of the
19## Act. For educational provision in England and Wales

had not only grown out of church provisioa but was still to some
appreciable exteant dependent upon church schools, Also, the
Anglican church was a legally established institutioa, the
mainstream churches had worked together and with fellow-
citizens to defeat vazism, church teaching was no new esoteric
doctrine (in fact, it seemed to be a wseful counter-indectrina-
tory programme to fascism and communism), Butler himself was a
churchman seemingly appreciative of a contiauimg church
presence in and comtritmtien tewards State educatiom, and
scﬁool RE and aésombly were practices already generally
established throughout the coumtry, albeit not taken very
seriously in some schools, Perhaps, above all, there lurked

the threat that the 'religious difficulty' might come to regain
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its old force and disruptiveness, To have failed to make use
of these favourable circumstances might have shown the churches
to be lacking in intelligence, rather than to be abounding in
saintliness, But there was a debit side, even on pragmatic
criteria, For the churches did seem to show a serious disregaid
about the problem of providing the human resources to carry out
their rather grandiese scheme for national christianisatien,

and there were few signs of the sort of church/school/community
co-operation necessary to the successful implementation of this
design. Also, there may have been a tendency to assume too
readily that Parliamentary approval of the religibns clauses

of the 1944 Education Aet signified enthusiasm on religious
grounds, While it would be too ¢cynical to dismiss the
substantial Parliamentary welcome given to the religious
‘settlement as being no more than the product of horse-trading,
it would alse have to be allowed that Parliamentts chief concern
was the improvement of educational provision, religious
dissension having to be minimised for this to take plaece,
Complacency at this point would have festered dullness of
perception of the foreces of secularism and pluralism which were
operating at the time, and were to become sirong determinants not
oaly of what took place in RME but of what took plaee in all
aspects of the curriculum. But it would also have to be
remenmbered that the chnrchos”were finding themselves in the
relatively new position of actunally agreeing among themselves on
quite substantial areas of RME content, as well as of meeting
general approval in the countxry apparently for their poliey on
an equated RE and ME, It seems to be true of the church that
sweeping and ambitious aims do, on occasions, inspire its
members to at least 1imited achievements, whereas trealistic!

aims often produce mnothing. This may have been the unspoken
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intuition of church leaders involved with negotiating the 1944
settlement, encouraging them to launch out into a scheme that
not only could be seen to be an acceptable'deal' by their

members, but which lent itself {o appropriate theologising,

iii. But an endemic danger with theologising is for it to
loosen the theologiser's hold upon realitj. The suggestion has
already been made that to have invested evangelising hopes in
schools as Christian communities might have shown a deficient
historical perspective. A further suggestion might now be
made that, in some important areas the educational theologising
of the time might have been a compound of this deficiency and
of a too-ready disposition to work from a set of social
circumstanees, without bringing these circumstances themselves
- under a theological critique ~ to make theology a dependent
variable, in other words. While it would be too sweeping to
say that Leeson's claim that Britain was a Christian country as
of Parliamentary decree lay at the heart of the churches!
oﬁtlook on RME, it certainly formed ome of the foundation-
blocks of both lLeeson'!s and his fellow-apologists! rationale
for RME, With hindsight, of course, this claim seems naive,
but, even at the time, it mwst surely have smacked of nostalgia
for the medieval synthesis, and have seemed somewhat foreign to
the realism of the New Testament, It could no doubt be

argued that legal compulsion and a Christian State religion

had to be abment from the New Testament, these documents being
written at a time whem the church was in no position to

demand such things., But it may be asked in reply whethex the
chﬁrch was really in a position, in 1944, to demand such things,
in view of the admitted secularity and declining church
attendance that generally marked the natiom, not to go into

the matter of the sub-standard accommodation of many church



33k,

schoolse It may further be argued that the theological
rationale put forward as a philosophical undergirding for
forties' RME was not only in keeping with certain New Testament
ideas about the value of individual personality and the
importance of its development, but was accorded a general
acquiescence by educationists throughout the country as an
acceptable base for their work, This argument would certainly
underline a point which could become neglected, namely that

the churches! recommendations for RME were rather more than an
ad hoc response to favourable social circumstances, But it
would not take into account the failure of this rationale to
abticipate the appropriate responses to circumstances in which
RME might have to separate out RE and ME, Freeman sounded a

warning on this point.

ive There may have been two areas at least in which the
churches could have anticipated later criticism of the Agreed
Syllabus approach to RME, were they to have applied their own
formularies to the situation. The first is that of biblical
knowledge. Certainly the New Testament is emphatic that the
church must teach the faith, in the sense of a bbdy of doctrinal
content, But it would seem even more emphatic that safeguards
be raised against regarding doctrinal knowledge, as an intellectual
acquisition, to be the esse of Christianity. The churches?
appreciation of this point éeemed to amount to little more

than disclaimers about the value of inert biblical knowledge,
and to extolling the merits of school worship in the assembly.
Disclaimers and plaudits are rather weak influences, however,

in the realitiés of school situations, in which factors such

as poor subject-status, limited teacher~expertise and

lack of concerted support from the totality of a school

staff may be the dominant actualities of the 'Christian
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community! RME of some institutions., These factors were
acknowledged to be relevant at the time; but they were not
deemed to be significant enough to warrant the guery -

whether they rendered the whole enterprise as misconceived,

For the Syllabus-makers did rate very highly the acquisition

of biblical knowledge, and there is even some reason to believe
that school worship was encouraged by some because it was felt
to be a very useful device for the deeper implantation of
doctrinal knowledge. This belief was sometimes articulated,
and it may also have been a quite widely held unspoken
intuition, It is true that the Syllabus-makers were under
pressure to deflect the criticism that school religion was
nothing more than an emasculated version of the real thing,.
“But a frankness in acknowledging that, to expect RME to be
anything other than a limited exercise in pre-evangelism was

to expect too much, might have given the teacher-representatives
on the Syllabus-bodies more confidenge in pointing out to the
scholars that an experiential approach might be more effective
in the long run. It is, after all, a recurring theme in the
New Testament that biblical knowledge requires an allied
experience for it to become meaningful and authoritative to

the recipient, While this experience would be described as
tspiritual', and located in the context of church fellowship
and gospel-proclamation, it would seem to relate better to the
later 'neo~confessional! Syllabuses, even though some of these
documents might well be criticised on Christian presuppositions
as having swung too far against the teaching of biblical concepts.
Perhaps the words of Professor Fraser Mitchell might have been
taken more seriously when Le wrote as follows in the

Expository Times, February 1947, (p. 125).

'The persistent defect in all syllabuses remains the
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failure to pass beyond Biblical instruction or Church

History so as to relate religion to the children's

daily experience .eee for thousands of children religion

means stories about rather odd people one hears about in

the Sexripture lesson or at Sunday School and is dismissed

with other tchildish things' as the years go om. If

History teaching can at times start in the present and

go backwards, so too might Scripture?.
ve The second area in which greater attention to realities and
to the New Testament might have been expected was in the realm of
assumptions., To reckon that everyone is in prineciple Christian,
and needs only to be brought to be what he truly is, might
bring warm emotional comfort to some Christians, but it can
only be strongly denied by many non-Christians, ranging from
atheists to followers of other religions, The confessional
approach thus engendered resulted in Christianity being
presented as to a believing community, which could have the
"effect of fostening;anything from embarrassment through
resentment to contempt, on the ome hand, or of fudging issues
relating to commitment and decision about which the New
Testament is clear-cut, on the other, The presentation of
Christianity in the manner of witness would accept the personal
integrity of self-conscious unbelievers, so reducing and even
avoiding resentment, and would make for elarity of thought
about the status of Christianity in the modern world, It may
also be thoreughly Johannine, Perhaps a significant footnote
on the eighties is that Christian material contimues to be
produeed for RME, apparentl& selling well, Although such
material might in the main be better labelled phenomenological,
4in that what is studied is Christianity as a curreat world
religion albeit with extensive historical origins, it is surely
simplistic to thimk that the phenomenological can and must
exclude every element of the evangelistic, For while such an

approach allows schoolchildrem to be what they are - noa~Christians-

and invites them to investigate for themselves what faith means
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to Christian people, the material itself cannot but convey both
challenge and advocacy. As others have pointed out, this is
neither preaching, nor indoctrination, nor unfair pressure, If
the result is that some pupils respond positively to the material,
this is no more unprofessional than Mathematics teaching helping
to produce people whose lives are devoted to a branch of

Mathematicse.

vi. It might be asked, however, whether the churches should
really have done anything other than what they did, given the
particular situation of 1944, They might, it could be urged,
have contributed to the disappearance of RE had they not taken
advantage of their position and pressed for statutory provision.
Also, the country was familiar with the spectaclle of an
egstablished church endeavouring to make use of its legal status,
whereas it was not used to the notion of that church offering
the servant-leadership befitting a twitnessing' community.
Perhaps there may have been resistance to this approach., For
there was a real sense in which many citizens considered the
Anglican church as their possession, on the strength of only the
slightest links with its services, and felt that the clergy
represented them on some issues, Yet these considerations might
not give due account to the seeming fact that schobl RE was
valued by many leading figures in the State, especially in the
Houses of Parliament, and that this support was given because of
RE's social and political usefulness in and of itself. Many
people seemed to be saying that school RE must acliieve something
that the churches cannot, namely the christianising of British
yoﬁth. It would seem possible that RE would have continued

in the schools for tﬁig reason alone, even had the churches not
insisted on its legal enforcement. RE had not disappeared in the
inter;war yéars, and many teachers and educationists in the

State system were persuaded of its value, and seemed more than
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content to subscribe to a Christian philosophy of education. It
is relevant also to point out that the churches did eventuwally
have to relax their hold on school RE, without the result being

RE's demise,

vii, While the churches might well have anticipated later
objections to Bible-~knowledge acquisition as the epitome of RE,
and to assumptions that British citizens were in principle
Christian, it can scarcely be said that they could have foreseen
the course that society was to take into multi-faith domains,
This may, actually, have been predictable even in the forties
for there were small Muslim communities in existence in Britain
in the inter-war years and immigration did not encounter strict
legal regulation until the early sixties. But predictahle or
not the growth in society of religious plurality was bound to
raise difficulties for a 'believing community? form of Christian
RE, For the churches were only being true to their formularies
in interpreting religious phenomena under christologlcal

: cateéories. Yet, even so, a 'witnessing' approach might have
been a better base for such interpretations. As it turned out
the 'believing community?' approach had already been abandoned by
the time RE personnel had to address themselves to the challenge
of a multi-religious society, and the churches showed some
readiness to enter into genuine dialogue with other religions

as an expression of Christian love. The Church of England in
particular saw dialogue as intrinsic to its role of ministering
to the nation as a whole. Smart was himself a churchman and his
initiative at Lancaster was more usually seen as & guide and an

inspiration than as a threat,

viii. All these considerations lead up to a basic, not to say

intriguing question as to whether the churches would have been
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more in keeping with their formularies to have ceded their
schools to the State, and to have put their emergies and finances
into (echoes of Blamires) totally Christian schools (albeit in
the private sector) and into direct kerygmatic evangelism in
the country at large. A voluntary Christian presence could
have been promoted in the schools, as in other areas of the
nafional life, this, in fact, materialising in the S.C.M.,
C.E.M, and I.S,C.F. School RE would almost certainly have
been guaranteed by a grateful State, and RE's perpetuation
might well have beem better safeguarded by leaving it entirely
in the hands of educationists from the start, especially
educationists in the school sector. But quite apart from
this suggestion smacking of Nonconformity, it would have been
gsking a great deal of Anglicanism to adopt suchk a course,

Yet perhaps another significant footnote to the eighties is
that some church sshools in the Maintained sector are now
facing difficulties which must surely tempt their governors
secretly to wish that they had never been mameeuvred into their
current situwation. An Anglican school with a proportion of
its pupils Muslim is into problems: one with a majority of

its pupils Muslim is into bigger problems, There is, for
example, a school in Derby which, although Anglican, has had
to discontinue the use of the lord's prayer in asasembly because
of the objections raised by the Muslim majority ia the school.
Even an Anglican school with all its pupils and parents broadly
in favour of its religious aims, must nevertlheless face
pressures from educational, even moral, criteria calling those
aims into questiom in the current situation, Also, the
presence of Anglican'Aidod schools has strengthened the Muslim
and Hindu case for Aidid provision, and we are likely to see

mounting pressure from the Muslims at least for such favours,
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Unlike church schools these institutions might be highly
sectarian, inculcating their children with Islamie religious
teaching, with no concessions to any philosophical objections

to indoctrination such as have been made by church Aided schools.
Certainly the churches negotiated about twenty years of borrowed
time in which they were able to use the schools as vehicles

for the propagation of the Christian message, and for

recruitment for church membership. But it may be doubted if

in either case there was any significant sucecess, and it is

also doubtfnl if Alded schools today make any momeniteus

contribution to these objectives, or evemn if they want to,

7.ls PLURALISM

i. Attention has been drawn in this study to the importance
attached by men such as Temple to the believed connection
between Christisnity and democracy, and to the significanee of
this belief to the justification of RME in the schools, But
the guestion had to be raised as to whether a desire to
promote democracy might not be better served by advocating
pluralism, For if pluralism is defined as the belief that
plurality is desirable, rather than as the mere fact of
plurality, then the changed social circumstances from the
fifties to the eighties would seem to have pluralism firmly
embedded in the mutation-process., While the advocates of

a secularised RE in the sixties appealed specifically to the
jncreased secularity of society for justification, and the
advocates of multi-faith. RE in the seventies appealed to the
increased plurality of belief-systems in society, both these
appeals at base repr;aqntod appeals to democracy. For if
democracy means anything it sureiy means the upholding of two

principles, namely, the right accorded to majorities to impose
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their will on minorites, but also the right of minorities to
enjoy recognition, consideration and full citizenship-equality
before the laws, It is debateable, therefore, whether the
teaching of one particular faith and one only, and the induction
into one ethical system and one only, in the schoels of a
supposed democracy, can really be Justified as democratic,

Bﬁt quite apart from any consideration of principle, the
practical outcomes in pupil-misbehaviour and even in the
encouragement of racism that might arise from imposed moniam
were further powerful reasons to move towards pluralism, If
to these reasons were added the educational comnsideration

thﬁt pupil-autonomy was of paramount importance, then any
suggestion that pupils be required to believe and practise a
pre~determined set of (debateable) values could scar csly be

given a hearing.

ii. If the history of RME from the nineteenth century to

the Second World War was the history of a process reflecting social
'cﬁéngé,, then the post-war history must surely have writ this
notion large., Yet it was in the very changes that took place
as a result of society's prompting that enakled RE to discover
that pluralism could afford it a ratiomale that was both
educational and democratic, An appreciable amount of this
study has focused upom social considerations, not to argue

that RME was totally lacking in a developed theoretical base,
but to indicate that the actualities of society had to be

given careful attention in the constructiom of any undergirding
rationale, In full awareness of the complexity of social
data, the study risked over-simplification by picking out
certain key-areas which were instrumental in clarifying the
social factors necessarily to beuincluded in the working-out

of a justification for RME. These comprised the changes brought
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about in attitudes to work, leisure, morals and religion by
industrialisation, moderniéation, technology, immigration,
mass-communications, affluence, the salience of youth, changing
educational theory and practice and by pluralism and secularism
generally. These factors contributed to the challenge that alresdy
was being mounted to the idea of a Christian society by reason
of the declining credence given to Christian belief,'their
contribution tending to be in the direction of a proliferation
of alternative life~styles, codes of conduct and belief-systems,.
While this tendency might well have conferred moral benefits, in
that with the expansion of choice went the possibility of
individuals acquiring a greater maturity as they were obliged

to think out for themselves decisions which could not be made by
recourse to pre-packaged solutions handed down by authorities
which were above criticism. But it led to moral uncertainty
and confusion for those not equipped to handle such decision-
making, and it cast serious doubt on the possibility of the
schools continuing to be agents for induction into a single
moral content. Concern was shown in the fifties by a number of
veople connected with education that the traditional vehicle

for ME - RE ~ was ill-equipped to respond to the prohlems posed
by the changes occurring in society. The temor of their
criticisms was that traditional statements of Christianity

might need re~interpretation to remain meaningful to a society
on the move from former monistic perspectives (i.e. one nation
under God, one religion and one ethic). But the criticism of
most relevance to this study was that thought should now be given
to implementing an ME with a humanistic rather thar a religious
base and with mechanisms for encouraging desirable behaviour

that were more society-related than orientated to religious belief,
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iii. But the fifties were not a decade of pluralism, for there
were no moves of any consequence designed to remove Agreed
Syllabus, Bible=based RE from the curriculum on the grounds

that it was undesirable in a modern society. RE continued to
hold public, Parliamentary and educational confidence, and

the country generally, although showing signs of advancing
Pluralism, was homogenous, free of class-antagonisms, although
not of class-awareness, and contentedly enjoying high employment
and improving materialistic standards of living, It was in the
sixties that dissatisfaction with RME took on a sharpmess, even
an orchestration, not prewiously seen in the post-war period,
This stemmed partly from research conducted from withim the

RE domain, whichvsuggastod that the Agreed Syllabuses were
barmfully inadequate in organising a developmental RE which

paid proper regard to children's readiness for religious concepts,
and partly from witheut, in thét legal compulsion and induction
into ome belief-system became targets for obliteratiom on
educational gmunds. Both these factors gaimed impetus from
being the products of a society deweloping with quickening pace
into a secular/ rational/ democratic community, with the churches
forming only a minority-sector withia that community., The
social mutations of the sixties encouraged theological and
ethical mutations withim church religious teaching, these
changes making some impact upon school RE, although the 'new!
Agreed Syllabuses remained determinedly confessional, and made
little concession to the idea of an autonomous, secular ME

being accorded proper educational status, Yet the notion of
just such an ME was developing, to receive a sirong encouragement
from a resenrch-projéct, sponsared by the Farmingtomn Trust,
which drew upen the exp;rtiso of a philosopher, psychologist and
sociogist, but not of a theologian., The preject was not biased

against religion, however, and though its recommendations were
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not intended to be partisan it suggested that, given the right
application of rational criteria, 'right' answers to moral

problems could be found,

ive The seventies were much more a decade of pluralism. For
by the end of that decade christianising aims for RE had been
disavowed, Agreed Syllabuses were appearing which gave scope
to the teaching of non~Christiam religions as phenomenma in
their own right, and a Moral Education freed from depemndence
upon Religious Education had been accorded educatiomal standing.
This had taken place without a single change in the law, and
with the collabaration of the main Protestant denominations,
Religious Studies in colleges and Universities expanded to
include the study of non-~Christian religions, and school RE
began to move in this direction also, While such innovations
were certainly significant advances into pluralism, they were
also responsas to the secularisation of society in the sease
that multi-faith RE was a reactien to the secular RE of the
sixties, and autonomous ME was but a logical deduction -

from secular rational premises., The result of these responses
to secularity was, it has been maintained in this thesis, an
unnecessarily marked severance between RE and ME, and it is to
be hoped that the eighties and beyomd will redress this over-
reaction by explorimg more fully the ways in which an
autonomous ME nevertheless interacts with an autonomous RE
for mutual bemnefit. There are grounds for such interaction
other tham the perhaps subjective hunch that polarities are
usually not very good for edwcatiom, though maybe such a hunch
is a not-unimportant consideratiom. For religious polarities
are appearing, If'Mnslim schools become a feature of the
educational scene the; they may be expected to offer a very

decisive oppesitien to secularism, sternly refusing the role
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of dependent variable, Such schools would also be resistant

to pluralism by the same token, Time will tell whether these
schools would, in the end, go the way of modern British society,
but the indications at the moment appear to be that Islam might
well succeed, where the churches seem to have failed, in meking
their schools spearheads in their religious crusade. COmparahiy,.
the numbers of independent Christian schools appear to be on

the increase, these being at odds with a secular society and
with a secular rational philosophy of education. It is surely
intriguing to see two movemenis, while never contemplating any
sort of common front, yet being 4in allianee against a common
oppenent, But the emergence of polarities such as these might
constitute a reasom to urge ME to remain in relationship with RE,
if only in the hope that such a course would better help to

keep corresponding polarities withim the educational system in

communication with each other,

75 THE RELATIONSHIP BETWEEN RE AND ME

i. As the study has endeavoured to focus upon the ways in
which the relationship between RE and ME has been viewed, and
the social and educational factors underlying the various
viewpointe, it is fitting that the concluding paragraphs be
devoted to a discussion of this central topice. This will not
be undertaken with any intention of pronouncing in a final
fashien upon the exact nature of the RE/ME relationship, for,
while it is not difficult to identify the five main positions
that can be taken on the matter, it is rather more difficult if
not impossible to claim that any one position should compel
universal consent, | The positions are: that they are totally in-
separable; that they>are totally separable; that they are

autonbmous but overlappings that they are autonomous bub

complementary; that they are mutually destructive. Whichever
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perspective comes nearest to the truth of the matier, in an

individual's opinion, a measure of cogeney would have to be

allowed to the others, Finally, there will be a summary of
the reasons why this thesis has urged the use of the term

intersectiont to describe the relationship.

il. Certain straightforward statements can be made about RE and
ME, if these are viewed as separate exerciges., For ME it may
be said that schools cannot but engage in some form of this
activitys; that it probably stands at the head of the list of
'subjects! whose importance can be gauged by the necessity for
everyone to continue in their t*study' from school leaving to
death, morality being optional for mo ome; but that it comes
high up in the group of 'subjects! with weak bases in

empirical certainty; also, that consensus on moral content

is currently impossible, and might always be so in a pluralistic
society; and that possibly some form of indoctrination, in

the sense of acceptance on authority alone, is necessary at least
in“the early stages of ME, if it is to include desirable
bebavioural outcomes, as well as facility in moral reasoming.
With comparable straightforwardness certain statements can be
made about RE, It can be said, for example, that RE is
concerned with all aspects of religion, not with the moral
dimension alone; +that, as such, it achieves educational
Justification as a necessary part of general educatiom for a
liberal democracy, especially in its contribution teo an
understanding of the belief~systems of ethnic minorities;

that this justification is now generally accepted as valid, upon
RE?B renunciation of evangelising aims on behalf of any one
particular system of religiouws belief; +that despite this
Justification RE also does not possess a stirong base in

empirical certainty, and that in some schools it is still 1little
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more than of ! Cinderella' status., With two such sets of
statements it hardly seems on the face of the matter to be
worth bringing RE and ME into any sort of synthesis, for it

is tempting to say 'Why invite problems when the important

point must surely be to proceed with the actual teaching of each .
area?’ Such a temptation will, it is hoped, be

resisted in these closimg paragraphs, which will discard the
arguments for the complete severance of RE and ME on the grounds
that such arguments are too simple, and which will seek for an
expression of the relationship which avoids making either
dependent upon each other for its educational justification,

and yet which recognises that each may be able to make a
contribution to the other without sacrificing its autonomy,

iii. The view that RE and ME are mutually destructive can
surely be dismissed without difficulty. When the charge is
made, the question may perhaps be valldly asked as to how far
the charge conceals special pleadinge For no one would deny
th;t religions have failed to honour their own moral systems,
and, on occasions, have been sometimes quite appallingly
destructive of moral behaviour - murder, torture, racial
hatred and dehumanisation have all, at times, been given a
religious Justification, and continue to be given one, in
various parts of the world., Conversely, examples are not
lacking of religious people, engaged in truly caring activities,
who have become victims of atrocities committed in the name

of some other moral system, In all these casess the real cause
may not lie in the nature of religion or of morality, but in
tﬁe nature of ﬁeople}themselves, and in the nature of their
departure from the moral principles which a profounder
understanding of their religions‘and/or moral systems would

lead them to respect, even though in the heat of the emotional
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moment they might still not obey. That this is not the cause

in all cases is a true but not a relevant consideration for RE

and ME in British schools at the present time., For it would seem
prejudice indeed to argue that there can be any serious threat of
mutual RE/ME destruction, This, after all, is a democracy that

- roots into a Christian tradition, with an RE which, until recently,
helped to perpetuate that tradition, perhaps continuing to do so,.
Also, incoming religious communities seem anxious to settle as
law-abiding citizens, as well as to preserve their own religio-
moral principles. If there is something in ME which is
destructive of RE, this is surely destructive only of those
immoral elements which all religions appear to pick up at times,
and of which they need to be purged, In this case, far from

ME being destructive of RE, it'provides a service by which the
true nature of areligion's morality is clarifieds To claim that
such clarification would serve only to show that the religions

as practised in Britain today are morally untenable would seem

to be as ingenuous as it is objectionable.

ive In a rather similar fashion the view that RE and ME are
inseparable, although providing for the theist a profounder
analysis of the matter, must also be regarded as too simple an
answer, if not to the philosophical questions inwolved, at least
to the situation in current British schools. At a stroke it
would exclude from participation in explicit ME those teachers
who, while not hostile to a theistic outlook, could not themselves
subscribe to such a view with the sort of conviction that would
carry weight with their pupils, Yet ME must surely he the
concérn of every feacher. That they would not nonetheless bg
excluded from implicit ME-is not reglly the point, for, although
ME must be seen as very much more than classroom-study of
morality, the place of classroom-ME as a specific part of the

timetable is an important feature of Moral Education, For it
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to make an impact upon pupils it should, it would seem, result
in improved behaviour as well as improved moral judgement, If
so, it would seem to be counter-productive, as well as absurd,
for Moral Education to pretend that diversity of outlook on
moral issues does not exist in a school. More particularly,
ME should not bring pupils to feel, if only inadvertently, that
religiously-motivated behaviour cannot be truly moral, just as
RE must not bring them to feel that, lacking religious motivation
to moral behaviour, they need not summon up incentives

from other sources. It is surely an intolerable situation

if immorality can be excused on the grounds that the 'ought!
loses its compulsive force for the non-religious,. In this
sense Knight was right, even if she may have been wrong that

religiously based ME was fostering such a conclusion.

Ve By the same token the view that RE and ME are totally
separate and independent of each other runs into almost
comparable problems. For this view excludes from explicit ME
thosé teachers who, while allowing a measure of autonomy to ME
cannot themselves subscribe to the totally separable thesis,
The survey conducted as part of the overall study, and recorded
in the previous chapter, suggests that such a fear may not

be entirely groundlesse. In fact, the situation may be worse
than the corresponding problem outlined in paragraph iv above.
For it is impossible for an RE teacher to do justice to his
material and exclude any reference to morality. A school
proceeding on the totally separable thesis would seem to be
posing something of a threat to the RE teacher's integrity, as
well as putting Before.pupils a pcsition which in practice might
not appear true, for it is obvious that religions are about

behaviour as well as about belief-systems. Also, there may be
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serious problems raised for a school's assumption of a unified
curriculum, this notion hardly being able to tolerate the

totally separable thesis, Moreover, it might be asked if

there is not something wrong with any claim to total independence.
For a modern outlook would surely require the assumptioan that
everything is, in the last analysis, related to everything else,
and nothing can be proved without the prior assumption of at

least some relationships,

vie. The two views remaining for consideration are distinguish-
able only on the most refimed differentiation, They are the
autonomy with overlap, and the complementxrity theses., The
case for the autonomy of morals and of religion, and therefore
of ME and RE, provided this autonomy is not equated with
total independenece, would seem to have been established, Yet
autonomy in any sphere usually has to be a qualified autonomy,.
An autonomous RE, for example, would not necessarily be free
to give the same timetable-waight to an examination of
scientology and satanism as to Islam or Christianity. Nor
would an autonomous ME be free to commend the values of
apartheid as on a par with those of humanism,. It is also
usually the case that what is distinguishable at a theoretical
level has a tendeney to lose some of its sharpness in the
everyday world of ordinary people, Provided such qualifications
are borne in mind the advantages can be appreciated of an
autonomous RE and ME., The immediate benefits are that
teachers can interchange as RE and ME personnel without loss
of integrity. Furthermore, the clarification of the exact
natures of religious}and secular moralities should be made
more likely and more possible if the context is mutual respect
and tolerance of differemces, Another factor, simple but

nevertheless crucial, is that money is very unlikely to be
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made available to set up separate ME departments alongside RE
departments (the survey produced very few examples). This

would seem to point to the need for RE staff and their colleagues
from other teaching areas to increase their efforts at co-

operation in ME,

viie As to whether the qualified nature of the autonomy of RE
and ME implies overlap or complementarity poses a more than
academic question, For.overlap may mean no more than arbitrary
correspondence and complarentarity may mean parallelism without
interaction, There is, for example, a statistic which correlates
the national incidence of schizophrenia with the import and
export of bananas, as Kay points out} If the correlation
between the moral dimension of a religion and autonomous secular
morality were of this nature, then it would seem incumbent upon
educationists to propagate this view forthwith, But it would
seem difficult to refute the argument that morality is part of
the essential nature of religion, or at least of Christianity,
as‘it is part of the essential nature of society. If this
contention is allowed then it would seem that neither toverlap!
nor tcomplementarity' are strong emough terms to do justice to

the links between religion, morality and society,

viii. There are two main consideration which would seem to call
for a stronger term again., First, although it seems diffieult
to come by evidence that a religious persom is likely to be

more moral tham if he were not religious (this is the point,

even though it appears that researchers so far have toyed only
with the notion of testing whether religious people are ‘thetter!
than their non-religious counterparts), the common-sense
conclusion that this iévlikaly has something to commend it.

Christian behaviour, for example, is a test of true Christianity.
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That professed Christians sometimes seem to belie this in the
event does not remove the proposition from the New Testament.
Also, religious motivation can be very strong motivation indeed,
and when this is directed towards religio-moral behaviour,
although the dangers of bigotry, self-righteousness and
fanaticism are ever present, it would seem to be a motivation
to be respected and encouraged if the end-result is genuinely
moral practice. Surely only a shortsighted or prejudiced
teacher would tinker with such motivation, so long as religion
remains an open question, if only out of considerations of
self~interest, for education is dependent upon well-behaved

and co-operative pupils, He would be ready to help a pupil
find alternative motivation, were this to become necessary,

and would wish all his pupils to be aware that other motivation
is available, But deliberately to weaken religious motivation
to morality would seem to be a wrongful attack upon a pupil's
self-concept, quite apart from its scarcely being in the teachert's
interests either., Second, moral issues do lead to the raising
of ultimate questions, dependent as they are upon particular
beliefs about the nature of the universe, of human life and

of reality. An ME which had self-consciously to avoid such
questions has to be an impoverished educational experience, in
that it could deal only with particular behaviours in
particular situations, and not with larger issues of purpose

and value, But purpose and value are part of the raw material
which religions fashion into systems of ritual and doctrine,

and there are comparable secular - or 'surrogate! religious, as
some would prefer to term them - systems from the same raw material.
Religious and Moral Education seems the only term adequately

to describe the study oé this area, This being so, one wonders
whether a brand new term, in the manner of Wilsom's coinage,

should be devised, which would embrace the idea of complementarity
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but which would imply that to conduct RE and ME as .parallel
exercises does not satisfy the requirements of the idea, and
which would encourage an interaction of the two. It is for
this reason that the term 'intersection' has been urged.in the

course of the study.

ix, The problem with the term 'overlap' is that, while it
allows for some interaction between RE and ME at the level of
morality, it might imply that correspondence between religion
and morality is fortultous. There would be those who would
argue that this is indeed the case, but such a view would seem
to be too cavalier of the self-understanding of religions such
as Judaism, Christianity and Islam. The problem with the

Ferm 'complementarity? is that it, too, does not give sufficient
attention to organic iinks between religion and morality.

In theory such linksmight be allowed, but in practice, at least
a5 the seventies' curriculum-development from the Schools
Council defined fhis practice, RE and ME might be conducted as
parallel exercises, the implication being that this is the
educational way of wviewing the matter, Yet it would seem
difficult to deny that religion has something distinctive to say
about morality, Just as morality has something distinctive to
say about religion, To urge the term 'intersection' as the
best description of the RE/ME relationship would give ME the
remit to proceed with a moral critique of religion, as it would
give RE the remit to explore the underlying beliefs which lie
at the base of behaviour, indicating a religious perspective on
these beliefs, - If this is done in the parameters of a
subject-area entitled Religious and Moral Education, then the
risk of polarisation 1s‘reduced and the chances of ME becoming

no more tham social conditioning may be reduced also.
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Xo What, then, of the suggestion that love being the essence
of religion and morality the relationship between RE and ME
ocars at this point? Without wishing to challenge the wview
that love is the essence of religion (although it certainly
would be challengeable, as, indeed, it may be questioned
whether there is such a thing as the essence of religion), it

is hoped that the following remarks may be made without
conveying an atmosphere of cynicism, Because 'love! is the
greatest hurrah~-word of all time, it would have to be handled
with caution in the context of school RME, Few words can

have such a diversity of meaning, and few words can so easily:
engender the situation in which everyone thinks he knows what
everyone else is talking about, without this being anything like
.the case, Family-love, for example, might be interpreted by
one family as covering up for a criminal off-spring, to another
it may mean helping the off-spring to face up to the consequences
of his actions, Moreover, love is probably the most extensively
used word of the current pop~culture, Those who argue the

view that, although there is no necessary logical dependence

of morality upon religion, there is a logical identity in the
concept of love, uwsually do so from within the Christian
tradition, and then usually subscribe to situationeethics as

the summum bonum of religion and morality., But it would seenm

that, for this ethic to be anything more authoritative than a
cammentary upon a situation-specific set of circumstances, it

has to have a prior understanding of the nature of rules and

some training in their application. Without wishing to

décry this latest manifestation of Christian Humamism, as an
inspiration and credible theological position for some Christians,
it has to be asked whether such # position is rather exclusively

Christian, with which other religions may not so easily identify,
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and whether it requires a degree of maturity which canmnot
realistically be expected on a wide scale in the schools, It
would seem inconceivable that any school could operate on oanly
one articulated rule - love = without having to invest that

rule with a range of sub-rules for the purpose of definition

and clarification, While there is much to be said for
situation~-ethics, especially for their facility im handling
social change and in pointing out the benefits of extending -

a static, authoritarian moral code into a dynamic, needs-based
programme of moral action, the danger of rampant subjectivism

is a serious hazard, An ethic of fixed moral principles,
brought under rational examination and compassionate applicatiom,
does not have to be either static or authoritarian, and may
relate very well to moral codes across the religioms, and across
societies. It also is not necessarily destructive of agape,
and in fact may point to that supreme quality, if only when
determining how a hierarchy of moral principles has to be
agéeed. The drawback is that 'fixed moral principlest', at
least as Peters and Hirst have conceived them, are general
statements without offering detailed elaboration in specifiec
circumstances, They are therefore subject to a comparable
criticism that has been levelled in this paragraph at ggggé:
they need further definition and clarification. Yet by

reason of the fact that they are a set of principles they
provide a less ambiguous and more precise coﬁceptualisation on
first acquaintance than does agape. It may well be that agape is the
most mature moral position available, But maturity presupposes
prior development, and the contention of Turiel that moral
development is better effected by focusing on the next, rather

than the ultimate, step may be very relevant here, It is worth



356,

noting, however, that 4.,01(c) and 4,02(c) achieved approximately

similar placings to 5.01(g) in the survey-results.

76+ ON INTERSECTION

i, The survey was conducted among a sample of teachers who
could have been expected to have believed in the value of RE
and whose views on the RE/ME relationship would therefore have
been coloured by this valuation, It was not necessarily a
disadvantage that this should have been so, For it was of
greater importance to the study to discover how far the
arguments for a separation of RE and ME had been accepted by
those standing in the tradition of an equated RE/ME, than to
canvass the views of those who might never have accepted this
pésition (of equation) or hawé never been directly involved in
its teachinge RE teachers not only handle direct ME material
as part of their teaching content, but they have usually been
regarded as the schools' ME teachers, In the event, the sample
turned out to be more conservative than was expected, But

that fact must be taken in conjJunction with the st?ong possibility
from the survey-evidence that the sample was generally
appreciative of theneed for ME, supportive of P.S.E. courses

and accepting of a secular ME, if necessary, which could be
undertaken without dependence upon RE for its educational
standing. There was a reluctance to make RE too moralistic
and to make ME too religious, Yet there was also a reluctance
completely to separate the two areas, It would seem valid to
interpret the evidence as indicative of a sample which subscribed
to the 'intersection' hypothesis without their saying so in

as many words,

ii. This thesis has maintained that to describe the RE/ME
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relationship as intersection is desirable on historical and
philosophical grounds. The survey therefore encouraged the
development of this point of view, although it must be stressed
that the plea for 'intersection' is not based on the survey-
evidence, It is made on the grounds that the historical
linking of the two areas is not arbitrapry, but safeguards an
important philosophical consideration that behaviour rests upon
belief, and that belief is as important in the production of
desired behaviour as are conditioning techniques, To divorce
RE from ME could obscure this point as well as denying to ME
the consideration of religious motivation as a factor in
promoting moral behaviour, and denying to RE the benefits of
a moral critique upon religion. Furthermore, in the current
multi~-faith situation of weny of Britain's schools it would seem
desirable to encourage whatever makes for co~operation.

In that religions have moral dimensions they have an area
which, in principle, offers common ground with each other and
with the secular rational. Also, in that religions have
social links and implications they have a further area of
possible common ground both with each other and with society
generally, Religio~moral units would seem very properly
located in P.S.E. courses, and they may be much more likely

to be found there if the RE/ME relationship is seen as inter-
‘Section rather than as complementarity. The time seems right
for a pursuit of this notion and of its implementation in the
classroom, For this study has endeavoured to show that there
has been much analysis of the RE/ME relationship during the post-
war period, and that an over-reaction against the traditional
position of equating fhe two is unncecessary, RE and ME can
continue to satisfy the intentions of 1944 for a creative
engagement with each other, though the social conditions and

the nature of that engagement have changed,
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iii., This is an optimistic conclusion, justifiably so if only
because the tenor of the whole study has been validly optimistic.
To some,such optimism might seem highly inappropriate, for the
generallopinion about RE seems to be one of pessimism in the
manner of Koerner's description of it as early as 1968 as 'van

important fallure',in an appendix of his book Reform in Education.

Yet, while many both inside and outeide education might echo
Koerner's judgement, there is good reason to believe that they
would be wronge One of the rewarding aspects of having under-
taken this study is to have seen how RE apologists rose to the
challenge of new conditions and new knowledge, and one of the
satisfactions to bhave seen how a good case can be made for their
having succeeded in constructing a sound rationale for RE in

the eighties, It may not be possible to accord similax praise
to those constructing a rationale for ME, for there still seems
to be a high degree of uncertainty as to what ME is and what
comprises its content. To equate ME with P.S.E., for example,
would not seem to be doing justice to the depth and possible
universality of rational morality, nor to the element of non-relstive
prescriptiveness that seems to reside properly in that domain,
Perhaps this may be a further reason for retaining Religious and
Moral Education a8 a composite curriculum-area, rather than to
insist that, because each area can be differentiated philosophically,
this should entail a practical divorce between the two. That
way, it has been maintained in this thesis, leads to mutual
impoverishment and misleading classroom-practice, To argue
that the risks involved in anything less than a complete divorce
outweigh the advantaggs is, I believe, to place oneself in an
earlier decade. This seems a quite unnecessary desire to put

the clock bhacke
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APPENDIX ONE

A.1., THE CAMBRIDGESHIRE AGREED SYLLABUS, 1949

ie This Syllabus drew upon a number of eminent people in its
production. Included were Dr., T.S. Hele, Master of Emmanuel
College, who chaired the conference, Professor C.H. Dodd,
Morris~Hulse Professor of Divinity, and A.V. Murray, Principal
of Cheshunt College. There were also four college fellows,
two training college principals, two more principals of
theological colleges, five headmasters (including Oakeshot of
Winchester) and four headmistresses, The document ran into
195 pages, of which 118 were devoted to outlining teaching

content from nursery to sixth-form,

ii. The Introduction begen with the clear statement that

YParliament has decided that instruction in the
Christian religion shall be a recognised and in~-
dispensable part of the public system of education' (p. 1).

There followed an essay of 9 pages on the nature of freedon,
asserting this to have been the basic issue of the recent war,
and sketching the struggle for individual, social and

national freedom over the last four centuries, from the
medieval 'world in pupilage' to the modern western claim for
tthe privileges of majority'; Communism and democracy were
said to offer different solutions to the problems of political
power: the place of Christianity was seen, not as the bulwarck
of a democratic social order, but as the root and ground of

democratic principles, its mainspring being faith in God.

'*The ruling pattern of Christian education must therefore
be to commend ... such a faith in thé God and Father of
Jesus Christ as will bear fruit in service! (p. 8).
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iii. This was follewed by an essay of 6 pages, entitled
'Religion in the School', claiming that schools should be
Christian communities., It was claimed that religion, rather
than the arts and sciences, was able to say what the proper end
of Man comprised. The standards of 'Beatitude and Parable!
were to prevail, the general 'tone' of the school being more
important to the success of RE than the classroom-abilities of
its scripture teachers. The bulk of the essay was devated to
a consideration of school worship, with an analysis of the
nature of prayer and recommendations about the conduct of

assembly,

ive The main body of the Syllabus followed, after a short
paragraph stressing that 'the object of the syllabus is to

serve as a guide and not as a hard and fast scheme of actual
lessons!', the teacher being encouraged to adapt or add to the
material 'in accordance with his own ideas and the needs of

the pupils' (p. 16). [Eight age-groups were specified.
Recommendations started with the proposition of God as Loving
Father (under-fives), moving through Stories of Jesus (5s-7s and
78-98) to the addition of some 0ld Testament, Acts and non-
biblical biographical material for secondary school pupils.
Christian Biography and Church History featured for 13s-15s,
with a course on Personal and Corporate Religion for 15s, Five
and a half pages were given to suggestions for a simplified

course for 'backward! 11s-15s5.

ve The section for the sixth~form was a scheme of 30 pages,
outlining Chrisfian belief about God, the church, forgiveness
of sins and eternal life., A specific bodc might be studied

ton a strictly scriptural theme' or on a subject 'of definitely

religious associations'!, and alternative courses might be
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formed 'in which contemporary ideas are more prominent?, There

was no reference to the explicit study of comparative religion

(to use the terminology of the day).
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APPENDIX TWO

A.2, SURVEY~TABLES

TABLE 13 (see p. 304)

School Comment (3,09)

P 1 = "No¥; 2 =~ 'Yes¥; 2 ~ left blank

P I would commend acceptance of religious belief through
personal experience and example allowing flexibility.

P YE3 although in our situation we have had very little
deviation from the Christian faith,

P No, our '"western'" values are Christian based without
total acceptance of religious belief,

P Individual development.

M 1 = "Not; 1 = "Not necessarily'.

M I would commend the acceptance of Christianity, but
not without the child appraising and testing for him/
herself,

M Education should aim to enable man to achieve his
ultimate end -~ God, Without morality this is
impossible, RE and ME can't be separated.

S 2 = 'No%; 1 - 'Not necessarily!'.

S It would involve commending -~ but not being in any way
dogmatic about - the acceptance of religious belief,

S I do not believe that R,E. teachers should aim to
persuade pupils to accept religious belief,

S No - knowledge of and understending of religion should
not be induction but a means of identifying for
themselves the fundamental questions of human existence.
It may well be an introduction to-a personal religious
quest,

S I feel that when Religious Education is honestly
attempted ME follows,

s No. As a general rule humankind has always, and still
does, find its moral systems within the context of
religious belief, Man's highest ideals are to be
found in systems of religious belief, That these
ideals are often corrupted is irrelevant.

Key:

= primary; M = middle; S = secondary.
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SURVEY-TABLES 14-16, 18-20, 22-24

(These tables refer back to

pr. 308-317).

364,

TABLE 14
PILOTS
0 t3 ) . ‘ 1 Un Not
_-irlon Considerably Moderately sure Scarcely at all
a. ?7p, 5m, 2ds (14)| 7p, L4m, 7ss, 9ds| 1ss [5p,1im,9ss,@Ms| 7ss,7ds
. (27) (1) (22) (14)
be 7p,4m,8ss,7ds Lp,5m,7ss,10ds | 2p,2s9 3p,5 La 2p,2
- i Fois "6y has® T tie | Ty
C. 9p,ltmJ2ss bds 9p,5m,8ss,18ds | 1ss,2dg 1p, 2s8 1ss,1ds
- s (39) (ko) (3) (3) (2)
d. 2p,1ss,2ds, (5) Lp,5ss,7ds, (16)| 4p,3m,| 4p,5m,8ss, |2p,1m,5ss,
| lgg 5ds, 5ds  (22) (5ds  (13)
€. 6p,l4m,11s5,9ds bp,4m,7ss,11ds | 1m,1dg 5Sp,2ss,4ds|2p,2
- oy NS ) SR I i
£, 7p,2m,9ss5,10ds. 3p,3m,8s8,7ds. 1p | 5p,3m,4ss, |3p,2m,3ss
*Tlasy’ én (1) | 188 (13)" |7as, (15)
g. 11p,2m,9s5 ,8ds 8p,6m,1ss,8ds 1m,2s8 2m,8ss,3ds |2ss,6ds
- (30 (23) (3) (13) (8)
h. 5p,5ss,tds (14) | 8p,4m,2ss,9ds bm,1ss 3p,9ss,6ds |2p,7ss,6ds
- (23) (5) (18) (15)
KEY p = primary school

m = middle school

8 =

B85

ds

secondary school

Sheffield secondary school

Derbyshire secondary school

This key applies to all tables in this appendix.
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TABLE 15 MAIN SURVEY
M
Option Considerably ( Moderately un Not
{ sure Scarcely at all ,
2. 11p,Im, s (13) | 23p,3m,13s (39) im,2s | 6p,10s (16)| 2p,1m,7s
(3) (10)
b, 11p,3m,14s (28)! 12p,2m,13s (é#) 11p,im| 4p (&) 3p (3)
, & (18) _
Ce 10p,1m,13s (24)| 18p,3m,11s (32)| 8p,im,| 1m (1) ' 3p,;ls &)
7s,(16)
d. 22p,5m,9s (36)| 10p,1m,13s (24) 3?,§s, 2p,25 (&) | 4p,38 (7)
9
e, 5pylmy1s (7) | 7p,2m,6s  (15)| 13n3m,| 7p,4s (11)| 7p,6s (13)
14s(30)
f. 17p,1m,15s (33)| 11p,1n,16s (28)| 3p,1m,| 5p,im,2s bp,1m (5)
(4) (8)
e 13p,3m,8s (24)! 15p,3m,85 (26)| 5p,58 | 2p,5s (?7) | 4p,7s (11)
(10)
h, 16p,3m,8s (27)| 14p,2m,10s (26)| 5p,6s | 2p,1s (3) | 3p,1m,8s
(11) (12)
Y [ —— ) d,
1. 9p,2m,4s  (15) | 12p,2my1hs (28) | 9p,yim, | 2p,3s (5) | 6p,1m;7s
\ 5%, (15) (14)
TABLE 16 COMPOSITE (omitting option b. which did not appear
: in the pilot schemes)
a. 18p,6m,3s (27) | 30p,7m,29s (66) | 1m,3s | 11p,1m,26s | 2p,1m,21s
. Beo v & | 38’ '
Co 17p,5m,28s (50) | 22p,8m,28s (58) | 10p,m, | 3p,1m,9s 5pe3s (8)
Be(24) (13)
' .
d, 31p,10m,255(66) | 19p,6m,39s (64) 3}135?5 3pelts (7)) | bpySs (9)
o 7p,1m,ks  (12) | 11p,2m,18s (31) | 77p,6m, | 11p,5m,17s | 9p,1m,16s
| s (36) (33) (26)
——
£. 23p,5m,35s (63) | 15p,5m,34s (54) | 3p,2m, [ 10p,1m,8s ép,3m,3s
| 18 (6) (19) (12)
P —— . ,
g. 20p,5m,27s (52) | 18p,6m,23s (47) | 6p,58 | 7p,3m,10s 7p,2m,17s
—__ ' ' . - (1) (20) (26)
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r-___;

7T )
Option ' Considerably tHoderately | Uazure | Scarcely Not at all
i {
h. i 27p,5m,25s (57) | 22p,8m,19s &9)|5p,1m,8s | 2p,2m,12s| 3p,1m, 165 (20)
e (16)
i. ibp,2m,13s (29) | 20p,6m,25s(51) 9p,5m,bs | 5p,18s 8p,1m,20s(29)
. (20) i (23)
TABLE 18 PILOTS
a. 7p,5m,2ss,5ds 6p,3m,7ss,11ds | 1ss (1) | 1p,im,hs,| 8ss,2ds (10) |
(19) (27) 5ds (11) , |
b. 6p,lm,9ss,11ds 6p,bm,7ss,10ds {2p,1m,1ss| 2p,2ss 2ss,1ds (3) i
' (30) (27) 1ds (5) (&) ;
Ce 6p,6m,14ésﬂ7ds 8p,2m,455,2&s m (1) 2p,3ss, |1ss,2ds (3) é
(53) (16) 1ds (6)
d. 1p,1m,1ss,8ds bp,im,8ss,4ds [ip,3m,3s5| 3p,3m,bsc,| bp,1m,2ss, ;
(i1 17) 3ds (10) |2ds (14) [1ds (8) :
e, 3p,1m,6ss,2ds 5p,inm,3ss, 1p,1m 3p,3m,6ss,| 2p,6ss,6ds §
(12) 12ds  (24) (2) 2ds (14) (14) f
t. Lbp,1m,5ss,3ds 3p,2m,5s5,6ds [ip,1ds bp,4m,3ss,|4p,2m,8ss, ,
(13) (16) (2) 2ds (13) |9ds (23) |
8o 6p,2ss  (8) bp,3m,2ss, 1p,1m, 2p,3m, ks, 2p,1m,11ss; E
hkis  (13) iss (3) |5ds (14)|12ds (26) :
e
h, 3p,1m,2ss (6) 7p,3m,3ss,4ds [1p,2m, 2p,tss, |1p,2m,12ss,
(17) pds (5) {l4ds (10) |11ds (26)
TABLE 19 MAIN SURVEY
a, 13p,2m,7s (22) |[17p,2m,9s (28) 2pz1m37s 1p,2m,5s (8)
A 10
b, 11p,3m,15s (29) |[11p,1m,5s (17) |9p,2m bp,1m,1s |1p,3s (&)
75 (18) | " l6)
I ———
Ce 17p,4m,20s (41) |6p,2m,6s (14) 5pé33 ip (1)
] | (3) |
d. 21p,5m,23s (49) |5p,im,ks (10) lhp,3s |1p,1s @) [im,1s. (2)
L i (7) |
e, Bpyimy,6s  (15) {9p,3m,9s (21) {10m,2m, |3p,1s &) |1p,1m,55 (7)
. s, @2)
|
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= i )
Option* Considerably | Moderately Unsure  Scarcely Not at all
£. 79,95 (16) |9p,2m,10s (21)|7p,3m,25 | 2p,1m,ks |3p,bs  (7)
(12) (7)
Be 7p,2m,1s  (10) |5p,im,4s (10)|6p,ks(10) 3pz1m385 7p,2m,11s(20)
12
h, bp,2m,2s (8) i%pem,ks (15)| 6p,1m,5s 4p,2$(6) 6py3m,14s(23)
(8) (12) .
i. Lkp,1m,2s (7) |10p,2m,9s (21);8p,25(10)|3p,1s(&4) |5p,3m,1ks(22)
TABLE 20 COMPOSITE (omitting option b. which did not appear
in the pilot schemes)
a. 20p,7m, s (41) |23p,5m,27s(55) {1s (1) 3p,%m,;63 1p,2m,15s (18)
21
Ce. 23p,8m,40s (71) {12p,6m,23s(31) 7pz1m555 2py2s(l) 1p,3s (&)
13
do  [27py11m,54s(92) [13p,3m,105(26) 4%?,35 3p,55(8) 158 (5) _
e. 9p,2m,15s (26) [13p,4m,155(32) |11p,5m, |6p,3m,9s |5p,2m,8s (15)
168 (32) (18)
I, 10p,1m,17s (28) |14p,6m,25s5(45) |8p,bm,ks [Sp,im,125|5p,16s .(21)
(14) (21)
ge 11p,32,95 (23) |8p,3m,158 (26)|7p,1m,bs |7p,5m,13s|11p,4m,28s
(12) (25) (43)
h. 10p,2m,4s (16) |{13p,5m,10s(28) |7p,2m 6s |6p,3m,11s |8p,4m,37=(49)
t15) (20}
i, 7p,2m,bs  (13) |17p,5m,16s(38) |8p,3m,1585|9p,5m,21s 12p,6m,51s
(26) 353 t69)
———
TABIE 22 PILOTS
ae S5p,6m,3ss,6ds 7p,3m,1555,13s; 1ds (1) 3p,1ﬁ,4ss 2p,1ss,1ds
: (20) (38) "~ - | kds (12) (&)
S . .
b, 2p,3m,5ss5,7ds 8p,lim,12s5,12ds| 1p,1ds, . | 5py2m,3ss|1p Js8,1ds
(17) (36) (2) Lkas (14) (5)
Ce 15p,8m,17ss,16ds [3p,l4m,12s5,3ds [ 1ds (1)
‘ (56) (36)
T ——




Option | Considerably Moderately Unsureé Scarcely Not at all
d. 10p,6m, 1655,15ds,5p,2m,6s5,6ds |1p 2ds ¢ 1p,1m,6ds, | 1ss,1ds (2)
(47) (19) (3) (8
e. 8p,ks,9ss,7ds |5p,2m,6ss,6ds |1p,1ss, 6p,1m,2ss | 2s3,kds (6)
(28) (28) - |1as (3) (9)
f. 7p,k4m,9ss,11ds |5p,4m,10ss, 1p,2ss, | 3p,im,2ss, | 1ds (1)
(31) 9ds (19) 1ds (&) | 2ds 8
8. 11p,1m,7ss,5ds |3p,6m,8ss,9ds [255,1ds | 5p,2m,3Ss, 3ss5,5ds (8)
(2k) (25) (3) 6ds (16) (8)
h. S5p,ltss,1ds 5?,1m,355,8ds 1m,1s8,| 5p,6m,655, | 2p,1m,kss,8ds
(10) (17) 1ds (3)| 6ds (23) (15) '
S ;
i, 5p,58s,1ds (11) 2p,1m,3ss,8ds |1m,1ss, 7p,6m,8ss, | 3p,1m,555,9ds
(14) 1ds (3)]| 6ds (27) (18) !
TABLE 23 MAIN SURVEY
a, 12p,2m,2s (16)‘22p,5m,185 Ly, hbs 1py3s (&) 2p,is (j)
L (45) (8)
b,. 15p,2m,2s (19) [18p,Lm,16s 7p,1m 5s (5) 1}1s,2 (3)
| . gy ,(Bé) 451(15) 1P, L
Ce 30p,5m,18s (53) [9p,2m,9s 2p,2s 1p,1s (2)
(20) (&)
1 de 22p,4m,15s t41) 11p,3m,10s 6p, ks 1p (1) 1p,1is (2)
. (2k) (10)
e.  |13p,3m,9s (25) |22p,3m,8s hp,bs [ 1p,58 (6) |1pyimy1s  (3)
(33) (8)
f. 15p,km,10s (29) [16p,2m,11s  [6p,35 | 1s (1) |{im,1s 2)
(29) (9
ge 18p,km,14s (36) |7p,1m,65 8p,1m,7s| 6p (6) |2pyIm,3s (6)
(14) (18) ,
k“ ) .
h, 8p,2m,2s  (12) 7p,3u,8s 11p,1m, 16,55 (11) |10p,1m,10s (21)
(18) 55 (17)
i. |6p,2m  (8) |7p,2m,8s 11p,1m, .|6py1m,6s  |12p,1m,12s (25)
(17) ks~ (16) (13)
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TABLE 24 COMPOSITE
Option Considerably % Hoderately | Unsure i Scarcely Not at all
a. 17p,8m,11s, (36)‘29p,é(3§,l)+6s 4p,55(9) | bp,1m,118(16) |4p,3s (7)
; 3
b, 17p,5m,14s (36) {26p,8m,40s | 8p,1m,5s|5p,2m,125(19)|3p,5s (8)
. | (7%) (14)
Ce L5p,13m,518(109) i 12p,4m,235 | 2p,3s(5) 1p,1s (2)
| _ (39)
d. |32p,10m,46s (88) 16p,%2,§2s 7p,65(13 |2py1m,65 (9) | 1p,3s(4)
3
e. |21p,7m,255 (53)|27p,5m,20s |5p,65(11)|7p,1m,115(19)|2p,1m,7s
| (52) (10)
f. 22p,8m,30s (60) 21p,6m,30s | 7p,65(13)|3p,1m,5s (9) |1m,2s (3)
' ; (57) '
g 29p,5m,26s (60):10p,7m,225 8p,1m, |11p,2m,9s(22){2p,1m,11s
i (39) 10s(19) (14)
h, 13p,2m,7s (22)?12p,4m,19s 11p,2m, 11p,6m,17s(4 ) 12p,2n,22s
. 5 (35) 7s (20) (36)
i,  {11p,2m,6s (19) 9p,1m,21s  |11p,2m, ;13p,7m,205(0); 15p,2m,26s
| (32) 6s (19) | (43)
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APPENDIX THREE

A.5. SURVEY-QUESTIONNAIRE AND ASSOCIATED CORRESPONDENCE

AJ3.ie Survey-guestionnaire (4 pages).

Aes3eide Covering letter to primary school headteachers,

Main Survey.

Ae3eiii. Covering letter to secondary school headteachers,

Main Survey.
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(1.)

THE RELATIONSHIP BETWEEN RELIGIOUS EDUCATION _AND MORAL EDUCATION

G

It would be a great help if this questionnaire were returned by
30 September, 1983. But better late than never} .

1. INTRODUCTION

1°030

Please tick appropriate boxes.
Teacher Headteacher Infant First Primary Middle Secondary

6 I O o o @>gO° O

Do you consider that, ideally, schools should have separate
Religious Education and Moral Education departments/specialists?

Yes [:] No [:J

Do you know of any school which has eeparéte departments/specialists?
Please specify: ‘

2. GENERAL POLICY ON RE/ME

2,01,

B

Which do you personally regard as the most valid policy for Religious
Education and Moral Education in schools?

‘RE AS A SUBSIDIARY TO ME

O

b

Education in morals, which would include the ethical teachings of the
religions as supportive, but minor, elements.

ME AS SUBSIDIARY TO RE

O

Education in religion, which would regard the ethical teachiugs. oif
the religions as the main material for ME,.

¢» RE AS A MAJOR PART OF ME

]

da

Education in morals, which would inolude & major atudy of the ethioal
dimensions of the religions, but with little attentlion to other

ME AS A MAJOR PART OF BE dimensions,

N

Educaticon in religion, which would include specific ME-material

having no direct connection with the religlons, but in greater
measure than might occur in (b).

]

2,02.

2,03,

2.0’-}-

e, THE STUDY QF CHRISTIANITY
Education in Christianity to provide a perspective on all other

moral and religious systems,

Please specify any furfher category nearer your own views.

-

Which of the abov;’fite policiés does your school come nearest to
operating? , y/— y, [ c. [ @[] e[

Please indicate if and why you may comsider that none of the above
categories, in 2,01, applies to your school. DO NOT SPECIFY

WHICH SCHOOL.



TEXT BOUND
~ INTO
~ THE SPINE



(2.)

"T&] a. Seek to commend only Christian values?

| . - ”~ t
3,07, It has been said that it is too risky to link Moral Edus@’ s

372.

'wHIS SECTION WILL HAVE LIMITED RELEVANCE TO PRIMARY SCHOOIS

3, SPECIFIC POLICY RELATIONSHIPS IN RE/ME

3.01. Does your school mount Personal Relationships Courses, which
separate to anything mounted as part of the school's RE progr

Yes [:] : No [::]

3.02. °‘If 'yes' to 3.01, please outline the aims and scope of the co

3,03, If 'yes! to 3,01, are these courses

a., Mounted and staffed exclusively by the RE department

b, Mounted, but not exclusively staffed, by the RE departmé
[<}] c- Contributed to, but not directed by, the RE staff?

d. Not open to an RE staff contribution? i
[2] e. Not contributed to by RE staff as a matter of RE depte pol

3,04, Please add further comment if you wish, especially upon thos?
reasons which have resulted in answers (d) and (e). PLEAS
NOT SPECIFY SCHOOL. .

nt?

]

y to

3,05, If 'no' to 3.01, does the RE department feel it necessar sal
r

provide short Personal RelationshipsCourses as part-mate

Yos D No [_:'

3,06, If tyes' to 3.05, does the material of these courses

P.
b. Seek to make explicit the links that may exist between th°
material and religions generally?

[EJ t. Seek to avoid direct references to the religions?

!
3,07, If 'no! to 3.05, would you c\onsidar that, in schools wh@’:ﬂf;i
courses were operated, (i) as part of RE, they should & 5
' 3006&? l I : 3.06b? . 3.0 85
- ‘ (ii) separate from RE, they sho“lg P
3.06a? 3.0602 [} 7*
jot

» 'o
closely with Religious Education, for, rejection of rellsz £
belief might encourage rejection of moral values based up
belief. Would you see this opinion as a stimulus to

!4 ‘a. Strengthen the, religious base to Moral Education?

E] b. Find a non-religious base to Moral Education?
3,08, If you ticked 307a would you say this involved commendiBé ’
acceptance of religious belief, rather than its apprals

Please comment,

3.09., Please add any further comments you wish.



S~
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373.

(3-)
ts  RELATIONSHIPS BETWEEN RE/ME AIMS
KEY C = considerably M = moderately U = Uncertain

S = scarcely N = Not at all

.01, How do you evaluate the importance of the following aims for Moral
Education, whan taught as part of Religious Education?

a,

'To help pupils to an acceptance of the Judaeo-

cC. M U S5 N

)
To support school rules

To relate skill-acquisition in morality to the
additional help that may be gained from religion,
in this area

To foster understanding of the term
'rational moral principles!

To foster a pupil life-style based on consid-
eration of others! interests, but appealing to
religion to support acceptance of such a
life~style

To foster the ethic of 'enlightened self-interest!
but bringing this under a religious critique.

To'provide information about the moral stances of
the main world religions.

Christian ethic, as summarised in the Ten Command-
ments and the Sermon on the Mount

To encourage pupils to look on God as a helper
towards moral development

To handle the argument that the existence of
meral consciousness in man is evidence of the

existence agd moral nature of God

4402, How would you avaluate the above aims, in 4 .01, for Moral
Educatlon as an exercise in its own right, independent of RE?

&,

.b."

C.'

d.,

e.'

CM v S$ N

but omitting anj,reference to religion

but making no appeal to religion
but making no religious critique

FmR Ko o oW

ot

#°°3. Please comment further




21
(3.

—

5e MORAL INCENTIVES

5.01. As a general rule, without considering individual cases, ho¥
would you grade in importance the following answers to the P

question ‘'why be good?t% ?

2. Pleasurable consequences to oneself of
onels fgood! actions

b. Unpleasant consequences to oneself of

not 'being good!

¢. Pleasurable consequences to others of
onets %good! actions

d. Unpleasant consequences to others of
one's not 'being good!?

e. Pleasurable consequences to oneself if
everybody were tgood!

f. Unpleasant consequences to oneself if
no one tried to be tgood!

ge Love is self-evidently right

h, God is pleased when one is ?good!?

i. God is displeasad when one is not 'good!

up’

c M u $ N

\

e

|

AL L W

put by

5.02; How would you handle this question 'why be good?', when (1)7 -
- the pupil, if differently from the suggestions in (a) - -

5,03, Please add any further commenits you wish abou

hB
t any point ino;&I
socio- ®

questiomnaire, in particular if your school mounts wips
course not fitting the description 'Personal Relations
Courses! as used in this questionnaire.

‘5,04, " rlease indicate whether school is voluntary or

naintained”



RELIGIOUS AND MORAL EDUCATION SURYV

375.

EY

Address as per S.a.e.

August, 1983.

I do hope you will be able to participate in this research-schere,
which has the approval of the Nottingham L.E.A., and is so designed
- as {to guarantee aronyaity. .

T§e experience of your school would be of help, and, although your
time must be occupied with many demands, it may be possible for you
to complete and return the questionnaire, Certainly it would be
huch appreciated and very valuable if you would do S0.

I look forward to your kind co-operation.

'With thanks, .

Yours sincerely,

Norman A, Richards.
Senior Lecturer, Derbyshire College of Higher Education.
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RELIGIOUS AHED HORAL EDUCATION SURVEY

Address as per s.a.c.

hugust, 1983.

. May I ask that you pass this questionnaire to your Head of RE, with the
request that he/she complete and return it, as part of a researche -
Scheme in religious and moral educatioa?

The survey has the apyroval of the Nottingham L.E. Aoy and is so
de51gned as to guarantee anonymity.

I do appreciate the heavy demanas made upoa secondary schools, angd,
therefore, should be particularly grateful for your kind co-operation.

With thanks,

Yours sincerely,

Norman A, Richards.
Senior Lecturer, Derbyshire College of Higher Education.
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APPENDIX FOUR

A4, ABBREVIATIONS

A.E.C. Association for Education in Citizenship,
Association of Education Committees (ppe. 13,14),

AJEW.C, Association for Education in World Citizenship.

A.G.M. Annual General Meeting,

A.R.E. Assoédiation for Religious Education.

A.T.C.D.E. Association of Teachers in Colleges and Departments
of Education.

B.B.Ce British Broadcasting Corporation,

B.C.Ce British Coﬁncil of Churches,

BJ.F.BsS. British and Foreign Bible Society.

B.H.A. British Humanist Association.

BeJesEJPe British Journal of Educational Psychologye.

BeJeEeS. British Journal of Educational Studies.

BesJeReEes British Journal of Religious Education.

C.A.C.E, Central Advisory Council for Education.

C.C. County Council,

C.Co.P.R. Central Coﬁncil of Physical Recreation,

C.ElA. Conference of Educational Associations.

C.E.C. Catholic Education Council,

C.E.M. Christian Education Movement,

cfe confer (compare).

C.I.0.

Church Information Office,



C.0. 1.

Ed.

Ede(8e)s

G.A.U.

G.A.U'F.C.C.

GeCo.E.

He. and S.
H.M.I.
HeMoS 0,
Ibid.
I.C.E.
ILEA

inter al,.

Central Office of Information.
Department of Education and Science,
Darton, Longman and Todd.

Durham Research Review.

Education Authority.

Education Committee.,

378.

Edition (when immediately preceded by a number),

Editor.(s).

exempli gratia (for example).

Educational Research.

et alil

(and others).

Ethical Union,

Free Church Federal Council,

George Allen and Unwin,

Gengral Assembly of Unitarian and Free Christian

Churches,

General Certificate of Education,

Hodder and Stoughton,.

His/Her Majesty's Inspector,

His/Her Majesty's Stationery Office.
Ibidem (in the same work).

Institute of Christian Education.
Inner-London Education Authority.

inter alia. (among ather things).

I. of Eo

I.S.C.F.

Institute of Education.

Inter-School Christian Fellowship.



" I.T.A.
I.T.V.
I.V.P.
Jnl,
LEA

Independent Television Authority.
Independent Television,
Inter~Varsity Press,

Journal,

Local Education Authority.

London Educational Review.

L, for L.Learning for Living.

MACOS
ME

M. Ed,
MeE.L.
MEP
MJPe

Ms Sce
Ne.CoCoI.
NoF.EJRe
N.F.F.
Ne.O.P.
N.Se
NeS.Se
NeTe
N.U.T.

Ope Cit.

Man: A Course of Study.

Moral Education,

Master of Education.
Moral Education League.
Morally Educated Person.
Member of Parliament,

Master of Science,

National Council for Commonwealth Immigration.

National Foundation for Educational Research.,

National Froebel Foundation.

National Opinion Poll.

379

National Society (for Promoting Religious Education).

National Secular Society.
New Testament.

National Union of Teachers.

C.T.
0.U.P,.

Po(P-)o

Opera Citate (in the work quoted).

01ld Testament,

Oxford University Press.

page. (s)o
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Standing Advisory Council for Religious Education,

Society for Promoting Christian Knowledge.

University of London Institute of Education.

University of Nottingham Institute of Education,

P.R. Personal Relationships,

PeSeEe Personal and Social Education,
R.C. Roman Catholice.

RE Religious Education,

R.E.Pe Religious Education Press,
R.I. Religious Instruction,

R, in E. Religion in Education.

R.K<P. Routledge and Kegan Paul,

RME Religious and Moral Education.
ROSIA Raising of the School Leaving Age.
R.P.(A.). Rationalist Press (Association).
SeA.CoR.E.

é.C. Schools Council.

St. Sainte

SePeCeKe

T.EeSe Times Educational Supplement.
T.U.C, Trades Union Congress.
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