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(i)
ABSTRACT

*Teachers need to be aware of the key concepts, which,
when related to each other, form the principles of a subject
or academic discipline ..... Plaget's work (like that of
J.S. Bruner) has highlighted the central position which is
occupied in thinking and learning by concept formation ...
Thus Piaget has indicated to teachers the oulstanding need
for themto first of all identify the key concepts within
a subject and then devise means of helping to develop them.
It is regrettable that in so many academic fields, including
theology, very little thought and work has been expended
on this crucial task.' 1l '

The writer's experience »%s a lecturer at a Colleye OFf
Education has shown that mauy students training o be leachers !
have apparently held a negative and distorted attitude to :
the subject, Religious Instruction, in spite of the fact
that they have been taught Religious Instruction for twelve
years as a school subject, and in most cases this has been
supplemented by or is supplementary to religious teaching in
the home and at church and synagogue. In many cases, students
were ignorant of Biblical facts and unable to see any
meaningful relevance underlying them. This led to the
conclusion that more effective ways of teaching the subject
gshould be sought; that the practice of regarding Religious
Instruction as a subject 'apart' should be questioned, and
wherever possible and applicable, the results of research
in Education, Psychology, Theology, Biblical Studies and
other related subjects should be taken into account. ;

In view of the many different ways in which Religion is *
understood, it was necessary to define the way in which the
word was used in this dissertation, and t¢ state what is
meant by a religious concept; to consider what is meant by
Religious Instruction as a subject in the context of the ?
school rather than the church, and to state certain criteria
for selecting key concepts within the framework of Religious |
Instruction as a subject in the school curriculum. i

L. M. Grimmitt, What Can I do-in R.I?
Egsex Mayhew MeCrimmon Ltd. 1973 pp.ll,37
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(i)

Key concepts were selected in the field of Biblical
Theology as being most pertinent to the approach to the
subject followed in South Africa, but they were defined in
such a way as to be applicable in a wider and more general
context. ) .

in view of the fact that in Concept Methodology, concept
and method are integrally linked, methods used in teaching
Religious Instruction in the Primary School were investigated
in order to determine what deductions could he made
concerning concepts taught and to what extent change in
existing methods was necessary. This information was gained
from two sets of College students who handed in written
reports of their observations on the teaching of Religious
Instruction during the periods during which they were assigned
to schvols for Teaching Experience.

It was decided in addition to conduct a broadly.based test
in the form of a questionnaire in senior classes in three
Primary and three High schools and in six classes of first-
year College students. This test would attempt to determine
the main sources of religious knowledge, understanding of
selected concepts and ability tc derive concepts from Biblical
material.

The field investigation showed that the school plays a
disappointing role in the religious understanding and
development of the child; thal: it dces not contribute
significantly to the development of religious concepts;
that if it is to justify the continued existence of Religious
Instruction in the curriculum on educational grounds,
changes woull be needed in the understanding of the subject,
attitudes to it, and the focus, organisation and handling
of the material to be taught,

The writer concluded that although some teachers have
expressed criticism of the existing syllabuses as being
repetitive and .uninspiring, a chauge of syllabus, however
desirable, would be a long drawn-out process, involving
many political, ecclesiastical and theological problems.

Tt ig also the type of solution which entails conveniently
'passing the buck'. The writer believes that it is possible
for teechers to be encouraged and asslsted to reappraise and
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(iii)

rearrange the material in the existing syllabuses in the
light of the propcsed key-concepts and their resulting
network of related concepts. In this way the material in
the syllabus would be taught but in a way in which it would
be more meaningfully suited to the cognitive and religious
development of the child, and would encourage in understanding
of Biblical concepts rather than a temporary memorising of
Biblical facts and events.

It is recognised that much experimental work in the
classroom is necessary and that the suggested scheme might
require many modifications, !
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CHAPTER 1

INTRODUCTION

Anyone who is involved in education is aware that education,
1ike most other human activities, is subject to change.
sometimes change is superficial, and appears to be dictated
« fashion rather than by demeands resulting from considered

. acational research and thinking. On the other hand,
changes in society or in the understanding of a subject

which new research and findings bring about often necessitate
a long hard look at what is being taught and achieved. As

in the world of fashion, it is not unusual for past
educational trends to be rediscovered and treated as entirely
new developments. Often the 'New Look' is in fact a rather
1014 Look' and those whose career in teaching has spanned a
few decades can be heard to greet ‘new' developments with

a remark about the 'wheel tuwning full circle'.

If is probabhle that the attitude towards change in the
teaching of religion is more conservative than in other
subjects, one of the reasons being that there is a certain
denree of diffidence about meddling with 'Ged's Word' and
'God's Truth'. And the subject of religion has an extremely
lotw history. It has survived a great deal.

« puring the past ten years the subjecct, Religious

v astruction, has been accorded increasing status by the
pransvaal Bducation Department. More time and lecturers

have been allocated to it in Training Colleges fox white
students; all English speaking Universities now offer

courses in Biblical Studies and the number of teachers who can
connt it as a major subject in their degree has grown;
specialist Inspoectors have been appointed. In spite of these
positive developments, the writer's interest in re-—examining
the teaching of Religious Instruction was prompted by an
impression gained from working with First-year Training
College students that therxe has not been a corresponding
increase in enthusiasm for the subject or in knowledge

and understanding of the Bible. Further interest in research
into the subject was generated by a Physicist who posed

the question, 'In my subject there are certain basic concepts.
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Ohce these have been truly mastered, most other concepts
are applications of them and can be derived from them with
little trouble. What are the hasic concepts of your
subjerct?' It is recognised that there may be a great deal
of difference between the disciplines of Religion and
Physics. Nevertheless the writex felt it worthwhile to
explore the possibility of seeing the subject, Religious
Instruction, as a whole, rather than a collection of items
of Biblical information and stories, and to consider whether
there were any basic concepts, the understanding of which
would generate an understanding of other related concepts.

The idea of concentrating on the basic concepts of a
subject is by no means new. In 1932 A.N, Whitehead wrote

Whatever be the detail with which you cram your
etudent, the chance of his meeting in after~life;
exactly that detail is almost infinitesimal; and

if he does meet it, he will probably have forgotten
what you taught him about it. The really useful
training yields a comprehension of a few general
principles with a thorough grounding in the way they
apply to a variety of cencrete details. In sub-
sequent practice the men will have forgotten your
particular detalls; but they will remember by an
unconscious common sense how to apply principles

to immediate circumstances. Your learning is
useless to you till you have lost your text~books,
burnt your lecture notes, and forgotten the minutiae
which you learnt by heart for the examination. What,
in the way of detail, you continually require will
stick in your memory as obvious facts like the sun
and moon; and what you casually req%ire can be
looked up in any work of reference.

Complementary to this emphasis on the basic ideas of the
subject has been the work of educational psychologists like
Piaget, Inhelder, J.S. Bruner and others in their research
into the way in which children acquire concepts and develop
them. Peter M. Martorella(w?z)2 is amongst those who record
attempts in the U.S8.A. to apply learning by concepts to a
variety of subjects. In his book, Congept Learning, he and
otker contributers. described work in the fields of Mathematics,
the Communication Arts, Science and Socilal Studies. The

1. A.N. Whitehead, The Aims of RBducation and Other Essays,
London, nhrnest Benn, 1959, p.dl

9. peter Martorella, Concept Learning, . Scranton. Intest
Bducational Publishers, 1972

o b o e I S L AT % han o

L FrE



writer has found no mention in his work or that of othex
writers attempting to treat Religious Studies in the same
way. One of the reasons for its absence from American
educational research is no doubt because Religion does not
form part of the School Curriculum. In England, Grimmitt
(1973)3referred to the nced for research in stating the
key concepts in the subject of Religion, and a few articles
have appeared on the subject in various issues of the
journal, 'Learning for Living'4 At the time the writer
began this investigation no work had been published which
systematically tackled this problem.

Tt would appear that much attention has been and is
still being given to Religious Education in the United
Kingdom. The word, 'change' features often in books and
articles. Existing curricula are consantly being subjected
to critical investigation and re-evaluation in the light
of social and theological changes taking place in England.
Tn 'New Movements in Religious Education' (1975) the editors
attempt to review the main developments in the field of : i
Religious Studies during the past decade and il is \
significant that in their section, 'suggestions Zor Further
Reading', they made the following comment:

o e R S s e b do T

i g

Since 1965 there have been literally hundreds of
.  books published on this subject. This in itself ,
is something new, an indication that there is a ; :
widespread feeling that change is due. This :
volume is_an attempt to bring change into per- ]
spective. K
Whereas much benefit can be derived from examining ;; t
developments in the approach to the subject in England, there :
are many respects in which the situation in South Africa is
significantly different from that in Englazd., It cannot be f
assumed that our problems are identical to theirs, nor that t
trende and proposed soluticus are neccesarily applicable ox ;

relevant to our situation. y
|
1

3. M. Crimmitt, What can I do in R.E? Mayhew~McCrinmon,

Great Wakering, L1973 f

4. ‘Learning for Living' London, SCM Press, May 1973, Spring 1976 |
5, N. Smart, Editor - New Movements in Religious Education, [
|

|

|

|

rondon, Temple Smith, (1975)




Wwhere disquiet regauding the teaching of Religious
Instruction in this country exists and especially in English-—
speaking schools in the Province of Transvaal, it is scldom
" packed by research but is rather a feeling cxpressed here
and there in conversation in the lecture xroom and the staff
room in a random way. Evaluation of the subject and its
value is gathered incidentally. There is no evidence at this
stage of any major uphcaval in thinking about the subjeck
as there is in the United Kingdom. This may be because the
authorities are reasonably satisfied with the status quo,
or because those who are «ritical. tend to voice their
criticism in passing, »nst feeling strongly enough about the
subject to wish to initiate any rethinking or action. It
may also be because there have been no comparable social
changes in our society. gometimes doubts about the validity
of the content of the syllabus and the way it is taught are
felt by teachers who would rict call themselves ‘religious'’
and lack the confidence to voice their instinctive reactions
to the teaching of the rubject, because they feel that the
fault may lie in themselves and their own doubts.

In view of the fact that little literature on the subject
has been published in South Africa, the writer felt it
worthwhile to investigate some aspects of the teaching of
Religious Instruction in English-speaking schools in the
mransvaal, and to investigate the possibility of applying
teachling by concepkts to the subject, Religious Instruction.
Although it was felt advisable to keep in mind South African
crrditions and problems, it was hoped that some of the
findings would have a widex application.

It was necessary to examine the subject, Religious
Instruction, from the point of view of educational psychology,
some aspects of the philosophy of religion, and theology,

in order to formulate - goncepts inherent in the subject,
It was also necessar sestigate some of the religious
concepts, knowledge :itudes held by pupils and students

and to gain some iaca of the extent to which the school
contributed towards them. The controversy as to whether
Religious Instruction or Religious Bducation is a more
appropriate name for the subject has been ignored. The term




Religious Education is used to refer to the subject taught
in schools in England, and Religlous Instruction when
referring to the subject taught in schools in the Province

of the Transvaal in south Africa.
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CHAPTER 2

CONCEPT

.1 The nature of a concept - some definitions

Tn the field of educational psychology and philosophy
there is not complete agreement as to the definition of a
concept. Disregarding the philosophical controversy,
Bruner et alia (1962)' have stated:

We have found it more meaningful to regard a
concept as a network of sign-significate
inferences by which one goes beyond a set of
observed criterial propertics exhibited by an
object or event to the class identity of the
object or event in question, and thence to
additional inferences about other unobserved
properties of the object or event.*t

Goldman (1964) quotes W.E. Vinacke's summary of what
characterises concepts as follows:
a. Concepts are not direct sensory data but

something resulting from elaboration,
combination and interpretation of scnsory

data.
b. Concepts depend on the previous experience
of the organism.
c. Concepts are responses which tie together,
or link, or combine discrete sensory experience.
4. Tt may be inferred that such ties or links
. are symbolic in nature, the same responses

standing for a variety of data. This response
i3 asually a word.

e. M the side of internal processes og the o
organism, concepts represent selective factors.

Tt may be noted that Vinacke's definition does not
allow for the 'open' nature of the concept, as does that of
Bruner et alia when they speak of "additional inferences about
the unobserved properties ... !

1. Jerome $. Bruner, Jacqueline J.Goodnow, George A. Austin,
A Study of Thinking: New York, Sclence Fditions Inc.,
1962, p.244

2. Ronald Goldman, Raligious Thinking from Childhood to
Adolesaence, London: Routledge and Kegan Paul, p.l2
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rocording to John Jaromilek (1966) 'Concepts may be
regarded as categories of meaning. Attaching meaning beyond
sensory impression to abstract symbols is what is meant by
conceptual thought'.3 He gyoes on to say: 'Concept develop-
ment is largely an information sorting, discriminating process,
including in the category all associlations and relationships
that belong and excluding those that do not'.4

Using the language of sets in mathematics, we might
say that concept formation is the process of combining
selected elements of experience or knowledge dnto open sets,
where there is a specific ratlonale for the juxtaposition
of the elements. The combination of these elements should
be reproducible, and therefore not arbitrary. For purposes
of communication, the concept is 'Named', that ig, it is
given a symbolic representaﬁion, which is either verbal or
non-verbal, in accordance with the representation chosen
by a particular culture or group within a culture
according to its collective experience of the concept.

There is evidence that children form concepts before they
learn to speak, and there is also evidence £hat blind, deaf
and mute children form concepts. Lack of language does not
prevent the process of conceptualising, but it does hinder
the communication of the concept. For a concept to have
currency amongst the members of a group, it must be able

to be identified in a verbal or non-verbal mannexr by
wembers of the group concerned. Examples of non=-verbal ;
identification are: in terms of sound c¢.g. a wail
signifying sorrow; touch e.g. a handshake, sgignifying
agreement or friendly relations; sight e.g. a totem
representing a deity, the yield slgn, bushmen paintings,
mathematical or musical symbous, written words; smell
e.g. incense, representing the offering of prayer to the i
deity; bodily movement e.g. a dance, representing  joy, g
worship, etc. When the identification ig verbal, it is ;
in terms of those appropriate sounds or combination of sounds

3. John Jarolimek and Huber M.Walsh, Readings for Social
Studies in Dlementary BEducation. Toronto.
The Macmillan Company. p.208

4. ibid p.209
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which form the words of the particular language used by
the group to Name the concept. The word 'Name' will be
used in this disscrtation to gignify any one of the verbal
and non-verbal types of {dentification agreed upon within
a culture.
1.2 Concept Formation in the Tntellectual Development of
the Child
A great deal of Piaget's work is devoted to the development
of the child's concepts of the world around him, and much

of his research concerns concepts which belong to the
physical world i.e. space, time, numbex, etc. He has
interpreted the results of his experiments as showing the
stages by which the child interacts with his physical
surroundings, builds up information about it, categorises
his information, reclassifies it as his perception and
ewperience develop, and ultimately reaches the stage of
tformal operations' where he manipulates the information
in an operational way, which involves the ability to think
reversibly in the abstract.

Tt is important to note that this process takes place
within society; that the child's interaction with an eventual
conceptualisation of his environment is not that of an
iasolated individual, but that of an individual«within- a-
society, where somewhere along the line there is a meeting
ﬁointkmﬁrﬂxuxhis experience and that of the culture within
which he develops. Not only this: his culture generally
determines what he is to experience. Hereby he is given the
clue to the classification of his experience,and also to the
evaluation of his experience. It is the culture which
Aetermines which experiences are to be valued and which are
pet of great consequence in its particular society. The
e¢hild learns, but socicty directs, classifies and evaluates
the learring experience, both formally and infeormally.

Tn the words of Bruncr ct alila (1962) , 'i1lis personal history
cemes to reflect the traditions and thought-ways of his culture
for the events that make it up are filtered through the
catagorical systems he has learned!',

5, Bruner ct alia, op.cit. p.l0
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Not all the child's concepts derive from his own direct
encounter with the physical world. But all hils concepts
are based on an interpvetation of an encounter with the
physical world or relationships, personal or impersonal,
within it. _

According to Piaget, the process whereby individuals
arrive at concepts and the stages or phases thwough which
they pass in the process of conceptualising are the same
Sor all people. He deflines them as:

1. the sensori-motor phase, lasting until about 4 years
of age;

2. +the intuitive or pre-operational age fuum / "o 7
or 8 years of age;

3. +the concrete operational phase from 7 or 8 years
of age lasting till the child is 11 or 12 years old:

4. the operational phase which begins when the child

is 11 or 12 years old and continues into adulthood.

This is the final phase in conceptual development.
Various criticiems haw been levelled at the work of Pilaget.
He has been taken to task for his research methods, the
smallness of his samples, his seeming disregard for statis-
tical methods. Nevertheless to date there has .been no
overwhelming evidence to invalidate the main trend of his

find lugs.

1.2.1 Concept Development in the Religious and Moral
* Thinkiny of the Child, T

Various stud.es have confirmed the existence of the
stages or pheses in conceptual development, the most pertinent
for this dissertation being that of Ronald Goldman(1964)°,
who showed that the cognitive aspect of the religious
development of the child followed a similar pattern to
that of his cognitive development in other fields. It is
necessayxy to emphasise the word ’coqnitiVG' here, since,
as Grimmitt, 1973, has pointed out, 'Goldman's tests ...
made demands on the purcly cognitive skill of making sense
of a number of archaic thought forms'. As yet the 'religious

6. R. Goldman, Religious Thinking from Childhoog to A’y iescence,

.

London, Routledge & Kegan Paul, 1965
7. M., Grimmitt, What can I do in R.E? Great Wakering, Ess .«
Mayvhew-MeCrimman, 1973, p.44
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development' of the child, (or anyone elses for that matter),
in all its possible dimensions of the meaning of the word
'religion' has neither been clearly defined nox studied. We
might say that it has only been incidentally written into
the biographies oOf 'religlous' people,mwithin the Framework
of what is accepted as ‘religious' or 'gpiritual' development
or growth by a particular group. Goldman, however, does
point out from some of the case histories which formed part
of his study, that there are some interesting cases of
individuals with low I.Q. ratings and consequently one would
infer inferior cognitive ability, but with high religious
motivation, who achieve a more mature rating on his
experinental material than those of whon superior cognitive
abllity might be expected in view of their higher I.Q. levels.
on the other hand, there are also cases where pupills with

a high I.Q. level, and minimal religious motivation score
extremely well in his tests. He does not draw any fixed
conclusions from this evidence. Perhaps one could say that
some zognitive ability is necessary in the development of
the understanding of religious ideas, but that motivation

plays a very significant role.

Research amougst cultural groups other than western ones
has confirmed Plaget's stages of intellectual development,
although the average age level at which members pass from
éne phase of development to another may not be the same.

n the field of moral thinking Piaget has propounded the
theory that the child passes through various phases. The
conclusions which he draws from his experimental work 1s
that the child's moral thinking is developmental in its
nature. Whether or not the phases which he postulates
are definitive or not is open to question. Noxman Bull's
research (1969) described in his 'Moral Judgment . from
childhood to Adolescence'g has confirmed that moral
d¢ vatopment occurs in devele nental stages, but has shown

8. J.8. Druner, The Relevance of Education, London,
George Allen & Unwin Ltd., 1971, Chapter 2

9, N.,J. Bull Moral Judgment from Childhood to Adolescence,
London, Routledge & Kegan Paul, 1969.
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evidence for the existence of other basic stages. He
questions the overall philosophical structure which Piaget
has built around the results of his research, but not the
fact that the child passes through stages in his moral
development. _

Thus regarding the cognitive development of the child,
it is known that the child assimilates information in various
ways, for the most part involving the senses, and categorises
the details of his experience. The resulting categories are
Named in accordance with the labels resulting from the
collective epperience of the socilety in which he grows up.

It may be assumed, with some justification that in all
children the process of conceptualisation is the same viz.
it follows the schema of assimilation - accommodation -
adaptation described by Piaget; that the child passes
through certain defined stages in'his progress towards
intellectual maturity; that the child does not necessarily
leave one stage behind completely when he passes from one
stage to another and that the ages suggested by Piaget

for cach stage are very flexible and depend on intellectual
ability and cultural background ... a child's passage through
the stages may be compressed or drawn out depending on
intellectual,; educ.tional and cultural factors.

F'rom the point of view of this dissertation, what is
important is (a) the concept as the ordering and organisation
of a set of detalls of experience, information or knowledge
and (b) the culturally accepted description (Name) of that
set Ly means of ritual, name or some other way reccynisable
within the group of people which sees a particular pattern
in the details,

1.3 Types of Concept

There is no limit to the number of concepts which exist
in any sovciety and the ways in which by varicus permutations
and combinations of their elements new concepts may be
formed. Concepts may be c¢lassified in many ways. A concept
may become a subhsct of any number of «lfferent sets according
to its classification i.-, grouping together with a certain
group of clements according to a particular scheme or
rationale. 'he variations possible under 'types of concept!
are limitless.
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The writer proposes to define 'types of concept' in
two ways.
1, According to the process by which
the initiate acguires the concept.

2, According to whether the concept consists of
a set of elements recognisable by observation
or a set of observed elements to which an
evaluation or interpretation is added.

1.3.1 Experience - mecaning - Name type concepts

In this type of concept the elecments of the set
forming the concept are experienced prior to classification
and Naming. The distinguishing features of the elements of
the open set of the concept are experienced, sorted:
classified and the resulting meaning is symbolised, that is
Named, usually by means of a word. The concepts may be
relatively simple and become progressively complicated, but
the process of learning is the same, A simple example is
the one often cited in the text-books. The set containing
the elements round, hard, non-bouncing, can-be-hitten, sweet-

tasting,red,green, or yellow, but not purple or orange .... ﬁ

ig Named an apple. Other elements will be added to the set,
vut from the point of view of the learner, as soon as
sufficient elements are known so that he can distinguish the
concept £rnm other similar concepts,he may name it. A

moxe complicated example is the concept of a city, where the
difference in the set of elements which separates the concept
of city from that of town, village and other similar concepts
is much more complicated to recoghise and requires more
experience, knowledge, understanding and discernment to
distinguish. From the point of view of the learner, the
learning process begins with knowledge or experience of some
of the elements to which new clements are added until the

set becomes distinctive enough to be Named. When the

learner has too little euperience, or has not realised the
essential elements which comprise the set of the concept, i
he may make a mistake in Jaming. An example of this is a ?
two year,child who, having seen a guitarist playing his |
instrument on the television, went to the kitchen and
fetched the egg-slicer. The eluewents, strings pulled tightly
and parallel acrocs a structure, had not given her sufficient
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critical elements correctly to Name the concept, guitar.

1.3.2 Name - experience - meaning type concepts

Tn this second type of concept, at a stage where a
child understands that a Name signifies some thing, process
or event, and that very coften a Name is a word, he may be
confronted with a Name with which he -can, at that stage,
associate no element. TFor the child, the set is an empty
set, consisting of no elements. The child learns the
meaning of the Name by a two-fold process; he adds elements
which he learns from his experience are members of the set,
and he eliminates members which he realises from experience
and being taught or informed are not members of the set.

For example, a two year old child may be given the Name,
computer, in answer to the question, 'Where has daddy gone?'!
fComputer' to the child at this stage is an empty but
open set. The child begins to add elements to the set
according to his experience and the information given in
answer to his questions. The elements are ' the place
where daddy goes when he is not at home!', 'the place‘where
daddy works', ' the place where daddy gets money','the big
building where there are lots of machines with switches and
lights', ' the machine which prints lots of paper which I
draw on and take to nursery school', ' the machine which does
haxd sums', eta. He continues to add elements until he has
sufficient information and maturity to grasp the full meaning
of the Name. As he adds new elements, so he also discards
elements which he learns do not fit in with the concept,
'Computexr®. He associates the computer with a place where
daddy gets money, but he learns that a bank is not a
computer and vice-versa. The ccemputer is machinery which
works according to lots of lights and switcheé, but not all
machines which function by lights and switches are computers.
The computer does hard sums, but it is differeat fxont an
electronic calculator which also does hard sums.

nruncr ot alia (1962) refer to the ‘empty category' as 'a
means whereby we go beyond the convential grouplngs we
impose on the segments of nature we have encountered,

. TR At B ebdndin
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It is a way of going beyond the range of events one
encounters to the sphere of the possible or even in the
phrase of the philosopher Nelson Goodman (1947), to the
"oounterfactual conditional' - events that could. be but
which are contrary to experimnce'%o They are thus

pointing to a set of concepts where the Naming precedes

the experience or the verification of reality by experience.
They go on to show that the empty category may be of two
types. A concept may be postulated to exist on the grounds
of certain evidence, although at the time its existence is
postulated there is no experience upon which its existence
igs based. TIf this concept exists in a verifiable field,

it may later be proved to exist, or not to exist. An
example of this is the postiilation of the existence of the
neutrino in the field of Nuclear Physics, and the subsequent
and as yet inconclusive, attempts to verify its existence
by experiment, in which the Nuclear Physics Department of
Wits University played a significant role. On the other
hand a concept in this 'empty category' may have oniy a
mythical existence like the half-horse, half-man, known

in Greek mythology as 2 centaur. It may be mentcioned that
a concept of the latter type builds on elements of other
concepts known in experience.

Bruner's ‘'empty category' type of concept classification
is a useful one when it comes to a concept like 'God'. There
is no agreement a& to the origin of religion in man - whether
there exists in all men a ‘'God-shaped blank', or whether
religion is altogether culturally created and acquired. We
are only in a position to make observations about that which
is culturally acquired, especially when we are examining the
subject from an educational point of view, but it must be
acknowledged that the area which we are examining may be far
from the whole picture. From the point of view of that area
of religion which is culturally acquired, it would seem that
the concept God is learned first as a Name, and that the
meaning of the Name is acquired according to experience and
interpretation of experience, within a group which are agreed
ag to its meaning.

The word 'God' may be presented to the child in various

10, Bruner et alia, op.cit p.l4
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ways and circumstances and he has to f£it it into his
framework of information, knowledge and understanding of
his world. The word may be introduced and used with
reverence, as a swearword, in the context of worship or
frustration, in stories, in explanations, in threats. By
a process of assimiiation and elimination in accordance
with life experience, formal and informal teaching, the
child gradually f£ills meaning into the 'empty category'

ot discards the word as meaningless, ox rejects the
meaning which he understood the word to “ave, replacing it

by new meanings.

Having distinguished two types of concept according
to whether experience and meaning precede the Name, or
whether the Name precedes the experience and meaning, it
will be useful to distinguish two classes which may occur
within both of these categories.

1.3.3 . Class 1 Cartain concepts consist of a set of
elements which are descriptive; thexre are no interpretative
or evaluative elements in such a set. These concepts will
generally tend to be described as 'factual', 'concrete' or
"scientific’',

Class 2 Some concepts include amongst thelr
elements certain elements which imply evaluation or inter-
pretation. This class of concept will include abstract
ideas and ethical concepts. Very often concepts begin as
class 1 concepts, but as elements are added - in - the words of
Bruner et alia quoted on p.6, '.... thence to additional
inferences about other unobserved properties of the object
or event' =~ they can be classified in Class 2 as well. For
example, the concept, spoon, consists of a set of elements
which define its distinctive shape, purpose, use, materials
from which it may be made. When elements relating to its
role in hygiene, progress of man and civilisation are added
it may become a Class 2 concept, since these elements are
evaluative and allow spoon to acquire a symbolid meaning in
addition to its descriptive or functional meaning.

Hick (1973) mentions this process when he says, 'We
find instead that all conscious perceiving goes beyond what
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the senses report to a significance which has not as such

been given to the senses.'

1.4 What is a Religious Concept?
First of all it will be necessary to consider what we
. mean by Religion and a religion. At this stage we will avoid
the controversial discussion of definitions of Religion which
is a question widely debated amongst philosophers and
theologians; we will also avoid the debate on the origin of
religlon. Although these topics are very pertinent to the
subject, they do not lead to a self-evident conclusion.

To attempt to clarify what we mean by Religion in this
dissertation, we will again turn to the language of Mathematics
for an analogy. A statistizian is quoted as saying, 'Given
any number of points, I can postulate any numbexr of equations
of lines which will join those points.'

By analogy, let us suggest that in the domain of human
experience of normal human beings there are a number of
points called basic human experiences. In the words of
Edith F.Hunter (1961)

All over the world from time immemorial, the same
greai themes have demanded attention; ourselves

and the process of birth, growth, sickness and

death; our human feelings and ways of living togethex;
the natural world outside of us; the forces that are
felt in the world and that seem to control it;
questions and wonderings apout how this great drama
began, how it will end and what, if anything, it means.

From culture to culture and from age to age, the
perspective from which men have looked upon this drama
and the concepts in which they have expressed their
understanding and feelinys about it, have differed and
have changed. But the broad outlines of the realities
that have goaded people on to wonder, and the human nature
that impels us to want to express our ideas and 39
feelings, are universal and relatively changeless., ™

Tt is important to realise that although individuals
experience some or all of these basic human experinences,
they experience thom as members of a group - that of family:
society, tribe or nation. Roturning to the mathematical analogy s ‘
a number of equations can be formulated which unify, link ;

or 'make sense! of the points representing basic human §

experiences. These equations may differ with regard to ;
demain, axes, origin (i.e. point of reference) and dimension. V

11. Jd. Hick, God and the Universe of raiths, rondon and Basingstoke,i

. The Macmillan »ress, Ltd., 1973, pd2 i
12  Edith F; Hunter, Converspation with Children, Boston Beacon Press,|
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Up till now in our discussion there is no means of
distinguishing a philosophical 'solution' to the data from

a religious one. In order to do this, we shall refer to

the 'six dimensions in religion' which Professor Ninian Smart
of the Department of Religious Studles, University of
Lancaster, uses to distinguish religion, viz. the doctrinal,
mythical, ethical, ritual, experiential and social. Let

us agsume that if an interpretation of life occurs in these
dimensions then it is a religious interpretation, and that
the particular interprotation occurring within these
dimensions is a religion. By 'Origin' in the analogy, will
be meant that idea/god/gods/value/values/experience according
to which the adherents relate all values and experiences.
Thus a religion relates {he basic human experiences mentioned
above to its chosen origin within the six~dimcensional frame-
work named by Smart.

To what extent there are points or areas of coincidence
botween one religion and anothei, depends mainly on the
relaticnship between thelr origins (i.e. central reference
points) and the nature of theilr origins,

It is interesting to note that John Hick(1973)!3 in his
Chapter 'The New Map of the Universe of Faiths', suggests
that a Copernican revolution is needed in religions so that
each will not see its own Origin as the :equivalent of the
centre of the 'religious universe' and explain and evaluate
all other origing with reference to its own. He believes that
in the light of the new awareness of the world failths of each
other, the time may come when they will see themselves in
relation to the true Origin, but at present cach one tends
to identify its own origin with the true Origin.

For a concept to be considerada religlous concept, it is
defined and used within the framework or criteria of a
particular religion. Certain concepts will be common to
many religions, others smay even be unigque to a particular
religion,

A concept may be used in many dififerent categoriee. For
example the concept 'bread' may occur within the category of

13, Hick, op.cit
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food, or economy, or that of religion. If we return to the
original definition of a concept as a set of elements of
experience, the inclusion of elements such as size, shape,
consistenqy, taste, colour, etc.znables us to define the
concept 'bread' within the category, food. If we include
other elements such as cost, production, distribution,
subsidy, we use the same concept within the category, economy.
1f we add further analogical and symbolic clements such as
staple food, staff of life, 'T am the bread of life';
‘This is my body', 'They met together for the breaking of
bread ..', bread expresses a religilous concept. But it is
only its use within the set 'religion' and the addition of
evaluative, interpretive and analogical elements which make
it a religious concept.

To answer the question whether any concepts are inherently
religious concepts rather than religlious~by-use involves
once again philosophical guestions such as the origin of
religion and the nature of God. Confining ous inguiry to
Biblical religion only, scrutiny of the words making up the
content of a theological word book such as Vocabulary of
the Bible (1958)1* shows that only a few concepts are not of
the type religious-hy~use. The exceptions include God and
possibly Holiness., Any adherent of the schools of philosophy
which see the origins of religion in man's psychology or
sociology would not regard these ~oncepts as inherently
religious, vhereas those who see the origin of religion in
God would say that they are. We will cconclude that a concept
is religious if it is used within the framework of a religion
or religions, and insludes evaluative and ' interprative
élements within the six dimenslons stated by Smart.

1.5 Concept and Language

Hick (1273) says, 'Our concepts arce social products having
theiyr life within a particular cnvironment‘.lsrt is important
to discuss the relationship between concept and language
for the followinyg reasons:
1.5.1 Although it is not ncecessary to formulate a concept
in words, nor is it neccessary to use words when manipulating
concepts in the mind (i.e. thinking) it i¢ necesgsary to use

14. RBdited. J.J von Allmen, Vocabulary of thu Bible C1958
Ninth Impression 1967,London,Lutterworth Press
15, Hick, op cit, p.41
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words when communicatihg a concept. Thus language is important
in teaching, and a fortiori, in teaching by means of concept
methodology. In his studies of the development of the child,
Piaget regards language as important, but has found evidence
that private, non vexbal signifiers precede linguistic
signs. Flavell (1963) summarises Piaget's views on the
subject in the words: 'Thought is nonetheless far from being
a purely verbal affair neither in its fully formed state, nor,
above all, in its developmental origins'.'6

As a result of his experiments and observations on the
use of language by young children, Piaget (1959)17 distinguishes
‘two fundamentally different modes of thinking'. He describes
them as directed or intelligent thought and undirected oOr
autistic thought, and describes them as follows:
Austistic thought is categurised as non-communicable thought.

Tt has the following characteristics:

1. Tt is subconscious; i.e. the aims it pursues and the
problems it tries to solve are not present in the
consciousness., |

2. It is not adapted to reality, but creates for itself
a dreamworld of the imagination.

3. It tends not to satisfy truths but to satisfy desires.

4., Tt remains strictly individual; as such,it is
incommunicatle by means of language.,

5. It works by images in order to express icself, has .
recourse to indirect methods, evoking by means of ‘
symbols and myths the feeling by which it is led.

6. It remains individual and uncrrmunicated, tied to
imagery, +o organic activity and even to organic R
movement. Lo
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Directed thought is categorised as communicable thought. Its

characteristics ar=z:
1. It is conscions, i.e. it pursues an aim present in the &
mind of the thinker.

2. It is intelligent i.e. it is adapted to reality and
tries to influence it.

3. It admits to being true or false in the sense of
empirical or logical truth. N

16. J.HL Flavéli,'mhe‘Developmenpal Pavchology-of Jean Plageb !
New Vork, van Nostyrand, 1963 p. Lo |
17. J. Piaget, The Lanquage and Thought of the Child |

Thifg Egition 1959, London Routledge & Xeger Paul Ltd|
RR 4o~ !

.
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4, It can be communicated by language.

5. Tt is socialised and guided by the increasing adaptation
of individuals one to another.

A further comment o. directed thought which Plaget makes

ig that 'Intelligence, just because it undergoes a gradual

process, of socialisation, is enabled through the bond

established by language hetween thoughts and words to make

an increasing use of concepts: '

T+ is interesting to note that Piaget refers to 'modes'
of thought, and does not imply that the child in his
intellectual development passes from one to the other,
leaving the more primitive autistic mode behind. 1In a
footnote  he notes that: there is interaction between the
two modes of thought. 'Autism calls into being and enxiches
many inventions which are subsequently classified and
demonstrated by intelligence.'l8

He illustrates adult autistic thinking by showing how
an adult may arrive at what he conceives to be an ideal
solution to a problem without taking into account sequence of \
thought and numerous logical problems and guestions which ‘
may arise when he attempts to communicate his solutions = ‘
whether to himself or someone else. It is when he directs
his thinking K towards another party by means of the spoken
or written language that he is in a position to establish and
test its validity.

There are some interesting parallels between autistic
thought and some of the characteristics of religlous experience. {
Tn both experience and wilil predominate and the experliences S
and beliefs of the individual come to the fore., Both make
use of images, symbols and myths. Tn directed thought may be
scen some of the characteristics of religious doctrines or
theology as opposed to religious experience. In the case of
the former, experience is verbalised, classified and
tsoclalised'. It &4is orientated towards the group rather than
the individual., If we examine the six dimensions of religion
mentioned earlier, the experiential and the nythical would
seem Lo be more closely related to the mode of autistic

18. J. Piaget, op.cit p.45

e e



21

thought and the doctrinal, ethical, ritual and social to

that of directed thought, although it would be unwise

o make the line of demarcation between the two too rigid.
These two modes of thinking ~ autistic and directed -

may give a clue to two types of definition given fou wseligion.

The one class of definition emphasises the individual and his

search for meaning, and the other emphasises the doctrinal

and ritual elements.

The conclusions which we may draw from the above are:

1. Verbal language is not new:ssary for concepts to be
formed and for thinking to take place.

2. Verbal language is necessary for the communication
of concepts, althouch concepts may be communicated
to a limited degree by means of non-verbal language.

3. The iwo modes of thinking which Piaget deduced from
his study of the language of children below eight
years of age may give a clve to the modes of religious
thinking. They may ¢lso give a valuable clue to the
type of religious thinking which we may expect from
children at various ages. (

L5.2 The past few decades have seen a great emphasis on

linguistic analysis in philosophy, to the extent that, in

its most extreme form, its more radical exponents are

prepared to discard all use of language wh'ch can not be

subjected to the 'Verification Principle'. This has placed (
big question mark against disciplines like those of '
- ology and athics, and in attempting to answex the challenge

e it g T e i e N i
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of this question, theologians were foxced to examine the

use of religious language very carefully. One-of the results
of thig examination has been a clearer awareness of the way
in which language is used in religion and of the logic of
religious thinking. Another result has been that the entire
validity of religious language and hence religion has been :
questioned and somatimes denied. The ¢question whether it is i

possible to speak of God has beccme very pertinent. ;

The fiecld of theorectical linguistics is a growing one,
and one which has implications for the disciplinas of f
philosuphy and psychology amongst others. \
Whatever the implications of lingulstic analysis, it j
may bhe stated that each discipline uses language in a
distinctive way. Ian Ramsay (1957) usas the method of 1
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language analysis to show the distinctive use and inter-
pretation of religious language in the Bible and in the
formulation and understanding of Christian doctrine.19
Whatever criticism may be levelled against his work, it
ig clear that, provided we do not hold the view that
religion is completely invalidated as a result of its not
being able to stand up to the 'Verification Principle’,
for the purpose of teaching Religious Instruction it is
necessary to be aware that language is used in a distinctive
way in a reli '~n, just as it ‘s in Science. To understand
a religion tr. wtudent needs o recognise and understand
the language of that religion just as he noeds to becone
familiar with the language rf a branch of science, e.9.
Physics, where a familiar word like encrgy is used in a
specific and precisely defined sense, the meaning of wuaich
has to be understood and learned apart from its common use.
Taking cognisance of the fact that language is used in
a distinctive way in religion may avoid th: type of
misunderstanding which Helen Keller (1954) records in
The Story of My Life.’

At that time (when she was 8), a dear relative who

wus also an earnest Christian, tried to tell her

about God, but, as this lady did not use words suited
£o the comprehension of the child, they made little
impression on Helen's mind. When I subsequently
talked with her she said: "I have something very funny
to tell you. A, says God made me and everyone out

of sand:; but it must be a joke. I am made of flesh
and blood, am I not?" Here she examined her arm with
evident satisfaction, laughing heartily to herself.
After a moment she went on: "A. says God is everywhere,
and that He is all love; but I do not think a person
can be made out of love. Love is only someth'ng in
our hearts. Then A. said another very comical thing.
She says He (meaning God) is my dear father. It made
me laugh quite hard, for I know my father is

Arthur Keller,"20

Summarising the effects that the emphasis on linguistic
analysis has had on theology and religious thinking in the
West, we may conclude:

1. It has ralsed again very pertinent and basic philosophical

and theological guestions such as the nature of reality
and the possibility of speaking at all of God.

19, Tan T. Ramsay, Religious Language . London,. SCM.Press 1957

20. italen Reller, The Story of My Life. New York,Doubleday
1954 n, 311
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2. Tt has forced a very careful analysis of religious
language and highlighted the vague and often
meaningless way in which words have been and still
are used by thosc involved in Religious Education.
William B. Williamson (1970) analyses and often
scathingly attacks the vague concepts and imprecise
language used by those who draw up R.E. curricula
and formulate statements of their aims in the United
States.?!

3. It has shown that a clearer awareness that language
is used in a distinctive way in religion and some
understanding of the way in which it is used may help
to clarify the teaching of the subject. This topic
will be examined later.

4. It may be pertinent to mention that it is in the
scientific and technological West that the problem of
religious language is an issue, and that it is mainly
the Judaeo-Christian religion that has come under
attack in this way.

1.6 Concept, Culture and Language

Roger W. Brown(l962). definecs culture as 'All thoge historically

created designs for living, explicit and implicit, rational,

irrational and non-rational, which exist atqany time as
potential guides for the behaviour of man.'"

Tt is important to examine briefly the relationship between

culture, concept and language for the following reasons:

1.6.1 One of the main subjects of study in RI in South

Africa is the Bible. The original languages of the Bible

are foreign and the cultural eras within which its events

took place are far separated from ours both in time and type.
Furthermore some of its concepts are not part of the conceptual
framework of the modern western European child.

1.6.2 A child grows up in a particular soclety developing
concepts as he grows. It may be accepted that the conceptual
development of the child and the stages through which he
passes may well be the same for all children regardless of
cultural differences. At the same time his society or culture
gives him:

1. A specific Name often peculiar to that socliety
by which to refer to the concept.

21, William B. Williamson, Language and Concepls in Christian
Bducation. Philedelphia, The Westminster Press. 1970

2?. Bruner et alia. op. cit. p.304
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2. Some evaluation of the concept {(e.g. awe and respect
for the cow as a religious symbol amongst Hindus;
regard and respect for the cow as an economic and
‘status symbol amongst many African tribes]).

3. Certain cultures may be deficient in certain concepts,
which may be of the concrete or abstract type. For
example the whale may be unknown to inland African
tribes; the concepts 'good' and ‘evil' are notsed .
amongst the Japanese, who speak of 'duty' and
‘non—-duty'.

Language is one of the chief means whereby concepts and

thus culture are communicated. In his articlie on 'Language

and Categories' Roger W. Brawn (1962) shows how differences
in culture between one cultural group and another are often

proportional to the linguistic differences Letween them.
He goes on to say:

When the notion of language is expanded in this way

it is a truism to identify language areas with

cultural areas. For language is nothing less than

an inventory of all the ideas, interests and

occupations that take up the attention of the community

The study of semantics, in this extended sense, cannot

be distinguished from the general study of culture'23
Tn order to serve the various areas of interest in the
community, language may be used in differenit ways - poetical,
" factual, narrative, religious amongst many others. In a
dynamic culture new ways of using language are constantly
being devised e.d. advertising, computer, scientific language.

Religion is one of the areas that falls within a culture,
poth shaping the culture and being shaped by it. It is
assoclated witha body of concepts, belirfs, values and
acts which is handed on within the culture by its members
in the process of educating their young.It is at the same
time one of the determining factors of the culture in that
it moulds and evaluates beliefs, practices, values and
attitudes of the members of the culture. The influence of
the religion on the culture will depond on the nature of
the particulaxr culture and the religion assocliated with it,
but the two are mutually dependent. BEach can ‘properly be
understood only in relation to the other.,

23, op cit. Appendix by Roger W. Brown p.31l1
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Tt is necessary to examine this relationship and to return
to it later because it has a bearing on the question whether
it is the task of the school to teach Religion or a religion
in its Rl syllabus. In England, for example, in the light
of the gradual change in socicty from one that was largely
homogeneous to one that is multi-cultural and multi-~
religious, the emphasis is on teaching Religion rathex than
a religion viz. Christianity. According to Prof Ninian Smart
(1968) 2% pupils are to achieve an understanding of the nature
of religion itself as a distinctive way of interpreting
experience, and to emerge with 'certain capacities to
understand and think about religion.' There is a danger of
developing a tendency to concentrate on the individual's
experience and to ignore its cultural dimension or the
cultural milieu within which the experience takes place.
The change in emphasis in RE is, however, related td the
cultural change in the country itself, demonstrating again
the close link between religion and culture.

Another reason for taking into account the importance
of culture in the t. sching of RI is that significant cultural
changes have been, and still are, taking place in the West.
The words secular, scientific, and technological are often
associated with these changes. These changes have had their
effects on the religion of the West. The problem of RI is
not only that of teaching Biblical concepts within a foreign
cultural milieu which is, in itself, difficult enough as
missionary history has shown, but of teaching Bibliral concepts
within a dynamic and rapidly changing culture whi : . in
the process of being moulded by unprecedented deve.o ents in

science and technology.

94 WNinian Smart. Seccular Bducation and the Logic of Religion
London, Faber and Faber 1968
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CHAPTER 3

CONCFEPT METHODOLOGY

1.1 Out of the frrment in educational philosophy and
nethodology of the past few decades has come a realisation
by some educationalists that many of the experimental methods
have failed to improve the pupil's grasp of the subject.
Little comment has been made on the 'improvement' in the
child himself where, in child-centred pedagogy, he has been
the centre of attention. Presumably the reason is that this
is even less measurable by any form of assessment than is
his grasp of a subject.

This is not the place for a lengthy discussion of
trends in education over the past few decades, but one point
which might be worth investigating is the possibly worthwhile
effect on the child and his development as a person of having
mastered certain skills and concepts pertaining to whatever
subject he is studying regardless of his initial interest and
motivation. Bruner (1971) does mention this when he says,
ILet curriculum consist of a series of prerequisites in
knowledge and skill, to be mastered with a built-in regard
in increased competence as the learner goes from one step
to the next.'®

A team of researchers from the University of Lancaster {
has recently published a report (1976)2
of children taught by more conventional methods with those of

comparing the results ;

children in school where more 'modern’ and experimental
teaching styles are used. The editor is carcful to warn

that the results should not be taken out of their context

and used to “ustify abandoning experimental mathods, but they
do show that pupils taught by the orthodox methods on the
whole produced equally good, and very often, Letter results
than the others.

1. J.S. Bruner - The Relovance. of Bducation, London ‘
George Allan & Unwin Lid = Pirst published i
in Great Britain, 1972

2, N. Bennett et alia ~ Teaghing Styles and Rupil Proaraegs,
London =~ Open Books, 1976
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There has been what might be called a return to a more
careful balance between child-centred and subject—centred
pedagogy by some educationalists in the USA and the UK. On
the one hand the child-centred aspect remains in that research
has resulted in a deeper knowledge of the conceptual development
of the child, and consequently information and ideas can be
tailored to match this development. On the other hand is the
realisation stated by Jerome S, Bruner {1960) in the 'Process
of Bducation' that it is both desirable and possible for
children to be taught the fundamental structure of a subject.
In his book he quotes a letter from Inhelder commenting on
certain experiients in which children use mathematical and
scientific concepts. 'These examples lead us to think that

it is possible to draw up methods of teaching the basic ideas
in science and mathematics to children considerably younger
than the traditional age.‘3 He reiterates this contention at
various points in 'The Relevance of Education' (1972)4.

Wayne L. Herman, Jnr (1l963) as a result of an experiment

e agting oy e e e A it 4 1o, ey

conducted on *Developing Social Science Concepts in the
Kindergartent' where kindergarten children were required to
study New York as a harbour, concluded:

Kindergarten children bring a background of ;
knowledge with them to school; they gather ‘ !
information in many ways; can deal wilith ideas |
over long periods of time; use the tools of
the social scientist; transfer theilr under-
standings in approaching new situations.

He states, '.... c¢hildren in the kindergarten can begin to
develop gocilal science concopts that are being dealt with by

. ———— g T

scholars' (The writer's cmphasis)S

3. J.8, Bruner =~ The Process of Rdueaticrn, Harvard,

Harvard Univensity Press, 1960, pdd
4. ibid, passim ;
5, Wayne L. Herman Jnr - ‘Developing Social Science Congents |

in Kinderaarten,! Social Bducation, 27:253-56
May 1963, Reprinted in Current Rescawrch in

Elementary School Social Studies, Bditor :
W.h. lHerman Jnx )
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Peter Martorella (1972) has discussed experimental
work and learning schemes based on concept learning amongst

3

various age groups in the subjects

(e

[}

Arts, Science and Social Studies,

'Conceptual approaches' stated John Jaromilek (1969)
'are intended to provide a framework o design for the building
up of meanings from facts to concepts to generalisations.'7
In commenting on the teaching of social studies in the USA
he remarked :

The basic idea is to focus instruction on a

relatively few fundamental concepts that have

high transfer value and that help to explain

or predict sovcial or natural phenomena. Specific

subject matter is selected to illustrate particularly

well the concepts under study and to permit the

application of certain methods of inquiry.'

In 'What can I do in RE?' Mi:chaal Grimmitt (1973} made
a similar point when he said: '.... teachers need to be aware
of the key concepts which, when related tc each other, form
the principles of a subject or academic discipline.'g He went
on to say:

Piaget's work (like that of J.S. Brunex) has

high-lighted the central position which is occupied

in thinking and learning by concept-formation ...

Thus, Piaget has indicated to teachers the

outstanding neced for them to first of all identify

the key concepts within a subject and then devisc

effective means of helping pupils to develop them.

It is regrettable that in many academic fields,

including theology, very little thought and work

has been expended on this crucial task.,! 10

All these statements imply that a subject can be broken
down into component parts entailling a structure of concepts,
detailled material illustrative of the relevant concepts, skills,
and methods appropriate for handling the concepts.

6. Peter H., Martorella, Concept hearning, Scranton,

, Intext Educational Publishers, 1972

7., John Jaromilek = Concoptual Approaches: Their Meaning
for Plomentiry Soaial Studies. Reprinted from Social
Eduecation 31:534=536, 1966 in Readings for Social Studies
in Blementary BEducation,ed. John Jaromilek and Huber M
Walsh =~ Second Edition, London, Macmillan 1962

8. ibid

9. Michael Grimmitt -~ What Can T Do In R.E? ~ Hsoex Mayhaw-
Me¢ Crimmon Ltd p.ll

10. ibid p.37

of Mathematics, Communication
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igubject matter is more than a list of facts about persons,
places and events. To "know a subject'" is to be able to

state or use at least some of the major ideas and characteristic
ways of thinking that belong to that field. 'Ll

2. Probleng in Attempting to Establish what is meant by
the 'Subject', Religious Tnstruction, in the School Situation

Before it is possible to identify any main concepts,
it is necessary to discuss and reach some tentative conclusion
as to what is meant by 'Religion' as a school subject. TFrom
an examination of syllabuses and literature written on the
subject in this country and the United Kingdom, it can be
seen that there has been a wide range of interpretations as
to its meaning. At one extreme in South Africa, 'Religious
Tnstruction' has been narrowly interpreted by some as
instruction in that interpretation of Christianity held by
proponents of Christian National Ed.cation and generally
associated with so called Afrikaans Calvinism. At the other
extreme there have been those in the UK who have held a
definition of religion which has allowed practically anything
to be studied under the heading, 'Religious Education', and
where teachers and pupils have had difficulty in recognising
anything distinctively religious about the subject. 'Religion'
has also been comprehensively understood as including all
religions without allowing priority to the Christian religion.
The problem is that no clarity has been reached as to the
relationship between religion, religions, theoloegy. Biblical*
studies, Biblical Knowledge, Christianity, Christian doctrine
and Religious Inskruction. Fach of these subjects has its
own conceptual structure.

Perhaps the subject Religious Instruction can be compared
with that of General Science or Nature study as they occur in
the Primary School syllabus. Blemonts of Physics, Botany.
Chemistry, roclogy and Bloloyy are of fered, Obsexrvation is
encouraged and certain experiments are carried out, which are
regarded as illustrating important aspects of the tcharacteristic
ways of thlnking' pertaining to subject, aliliough, strictly
gpeaking, thexe is no such subject as Sclence or Nature Study.

1L, Doris J. Hill: fTeaching: The Inside Story: Board of
Chg&ytian Education., United Px sbyterian Chuxch USA 1967
P2
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At secondary school and university level a specialised
pranch of sclence e.g. Physics and Botany ete., is studied,
and while the dependence of one branch of Science upon
another is recognised no such subject as 'Science' is of fered
at the university.

There are a number of factors which contribute towards
the ambiguity of Religious Instruction as a subject in the
school,

2.1 The Right of the School to Teach Religious Instruction
2.1.1 The BEducation Authority

Not all education authorities are agreed that Religion
in any of its forms should be included in the curriculum.
Tn the United Kingdom and South Africa, amongst other countries,
there is a legal requirement that the subjecc be taught in
State schools, but this is by no means a universally held

opinion amongst educationists of other countries.l2

2.1.2 Parents

Surveys taken from time to time in those countries where
teaching of RI is statutory have shown that parents are in
favour of the subject being taught. At the same time, however,
in spite of uncertainty about their own beliefs and practices,
they can be more sensitive about what is taught in RI than in
other subjects, and are inclined to react strongly to what
is taught in the RI lesson. This can be a factor in
inhibiting the “i.cher's approach until it becomes colourless,
unimaginativ: -~ conservative. These factors resull
in many boch.. weitten on Religious Instruction during the
past few du wdes containing a negative assessment orf the
handling of the subject.

In the writer's experience parents have reacted
negatively to a variety of approaches and statements made in
the context of the RI lesson. The following represent a few:

God will cut your hands off if you take gomething

that doesn't belong to you.

Tt is possible that the story of Adam and Eve in
the garden of Eden may not be historically true.
It may be a parabla.

12. Harold Holmes; Religious RBducation in the State Schoal;
Bdinburgh, Thomas Nelson and Sons, 1962
Chaptey 3
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It took millions of yeaxrs for man Lo develop

into the form in wihich we know him today.
In one instance parents and clergy reacted to the evangelistic
approach of a high school teacher who, in the words of the
Principal 'turned his laboratory into a church', In another
case, the teachex's approach was interpreted by parents and
rabbis as being anti~-semitic. In both cases the Headmasters
and Education Authorities took drastic action.

2.1.3 The Churches

In no other sclicol gubject is there a body which offers
systematic teaching to the same children who are being tanght
in the school, covering a similar area of subject matter,
and at the same time claiming to be the superior and recognised
authority over the content and interpretation of what is
fsuetht,  Thz Church, in the form of various demorninations and
sects, claims prior right to the xeligious educat.on of its
yvoung members. The denominations require both knowledge of
the teaching and commitment to it, and each is inclined to
regard its interpretation of Christian teaching as definitive |
oxr at 12§g¥f£$§2rior to that offered by other denominations.
Examination of the education programmes of churhces often
brings to light a similar confusion regarding what is to be
taught in their Sunday Schools as is found in the subject RI, : ;

el LI
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with a mixture of elements of theology, Bible Knowledge, doctrinal

and eth .lcal material placed in no coherent framework, and
often imitating the current educaty.. al fashions in methcdology.

The main difference between what is taught in the school T i
and in the church lies not only in what is taught, but in that ?
the Church need have no hesitation in pressing commitment to |
‘ its teaching, that its teaching takes place within a worshipping
community of committed believers, and that no one is oblig.d
to subject himself to its teachings.

2,1.4 BSoclety

The school is faced with several problems:
o It caters for those who represent a far wider spectrum
! of belief than does a denomination, in “hat amongst the

e e

buy;ls in a school are memburs of many Christian
denonminations and sects, as well as those who belong
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to a non-Christian religious group, and those who
have no religious affiliation at all.

b. Teaching takes place within a community constituted
for educational purpnses and hot by virtue of religious
commitment, nor for worship, regardless Of whether
or no* the majority of the staff are oommitted to the
Church through one of its denominations.

2,1.4.1 Relationship of School and Church ° to Society

A further difference between the school and the
church is that, although both exist within society, the
former, unless it is a church school, has been set up by the
society of which it is a part - it is both in society and of
it. It may go so far as trying to improve the society of
which it is a part, but will not judye or oppose it.

Edward de Bono (1372) mainta.ns that :

Lducation hag alwaeys considered its duty

t¢ be the passing cn intact of established

ideas. Education has never regarded it as

its duty to question these ideas, alter them,

or even provide tools for changing them,

Although there are those who would make the same
criticism of the church, the New Testament maintains that
the church is 'in the wczld but not of it'l4 In 'rendering
unto God what is God‘s’,ls it may see¢ its task prophetically
as one of opposition to society and of teaching and encouraging
its members to refuse to conform to ceortain aspects of society.

2.1.4.2 Heterogencous Society

A further problem is posed by the nature of the
society in which the school and churech function. If the
church finds itself in a multi-cultural and multi-religlous
society, its task is clear even though it may not be easy.
Tt continues to live its life of worship and teaching, makes
whatever missionary overturcs it sees fit to thosc outside
its ranks and the necessary internal adjustments to embrace
its members of various cultures. It may change its approach

14 John 17: L1l%-l9
15 Matthaw 22 & 21
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in a multi-~cultural or missionary siltuation, but it will
not change its message or the content of its teaching.

The school, however, when it is a State institution,
is committed to sexrve *he whole of the society within which
it exists. The soclety may be homoyeneousg and mono~cultural
or heterogyeneous and multi-cultural. There are a number
of possibilities and variations within these extremes. A
minority religio~cultural group may be found in an otherwise
mono~cultural society. In this case the school will generally
reflect the main cultural patterns and values of its society.

Its function is not entirely cognitive ... it also aims to
impart certain attitudes and values which belong to the
effective and volitional areas of learning. In a homogeneous i

society, the school may feel no compunction in duplicating
and supplementing the work of a dominant denomination with i
little regard for any minority group. It may see its role . '
as that of an active agent in propagating a particular set

A ey s a1

of values and attitudes associated with the denomination, or
dictated by it. f

R

It is when the society is multi-cultural and multi- : | :
religious that the problem becomes greater and increases in
complexity as the balance between majority and minority
groups becones less one~sided. The problem is approached in
various ways. One is to separate childrern into schools 1 ,
ratering for “their cultural groups (as hax been done in |
South Africa). | ;1

" It is interesting to note however, the various grounds

of separation, which are ’ ardly consgistent. In some cases [
the separation is on lir ,uistic grounds (English and Afrikaans)
and in others it is racial and cultural (african, Coloured an
and Indian).

Somatimes the criterion chosen for distinguishing a
separate cultural group results also in a cuincidence with
a religious distinction e.g, in Afriks ms speaking schools t
wost children are assoclated with one of the Dutch Reformed
Chr rocaes and by far the majority belong to the Nederduitse | f
Gereformearde Church. In Engligh speaking schools the |
majority of the children have scme affillation to one of the
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major Christian denominations, and in many areas there is

a substantial Jewish minoxity group. In the African schools,
religious divisions are between Christian and tribal religions
and various syncretisms of the two. A phenomenal multiplicity
of Christian and 'Christian'denominations and sects is
represented amonst the children and teachers. Amongst the
Tndian group three world religions are represented, Hinduism,
Tslam and Christianity, and in the Coloured community all the
Christians denominations including a high proportion of
members of the Nederduitse Gereformeerde Church as well as

a considerable number of Muslims.

Each of the groups (English, Afrikaans, African,
Coloured and Indian) falls under a separate education
authority and syllabuses arxe drawn up accordingly. In all
cases the RI syllabuéﬁ?gfg;gm the Christian point of view.

The task of drawing up a common national RI syllzbus for all
groups catering in some way for the multireligious and
multi-cultural background of the pupils would be challenging
in the extreme, and something which to the writer's knowledge,
has never been contemplated. As it is the existing syllabus
for Transvaal English and Afrikaans speaking pupils has
presented a number of problems and there is often 2 great
difference in the ways in which each group interprets and
uses the syllabus. The difficulty in compiling an appropriate
syllabus may be {llustrated by the fact that RI is the only
subject in the Primary Sehool in which the syllabus has not
been revised receutly,

Tn conclusion, therefore, there is a very real problem
in knowing how to interpret the word 'religious' in the the
term Religious Instruction in a multi-religious situation.
This is solved in South Africa by understanding 'religious' to
mean 'Christian', whereas in the United Kingdom, where the
society has comparatively recently . become multi-cultural,
the word 'religiuvas' is understood in a wide and inclusive
sense, and although the groups representing other religlons
are still in a small minority compared with the Christian
groups, the aim is that Religious Education should nct be
exclusive in its. dmplications.
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2.1.5 Evaluation

The school is the only formal institution which offers
instruction in subjects like Mathenatics, History, branches of
Science, Geography, etc. In most academic subjects formal
instruction carries through to a certain level at the end
of which some form of assessment is made upon which a
decision is based as to whether a required standard has been
reached. This is not always the case in 'Skill' type subjects.
RI, however, generally seems to be regarded as falling some-
wnere between an academic subject and a 'skill'. Very
seldom is there any form of evaluation. Dexrek Webster (1976)
comments,

Religious education has never taken the problem

of evaluation seriously- and obviously there is
that within the subject which is not to be
empirically assessed - but the effents of this

have been a failure to develop instruments which
gauge results and an uncertainty about what can

be measured. Yetwhen the other areas of the
school curriculum subject themselves to the
discipline of objective gproduct evaluation religious
education cannot be excused without impairing the
claim, decisive for its inclusion on the time-table,
that it is educative.'l6

2.1.6 The Teacher

In the light of the above, it is hardly surprising that
hany teachers would prefer Eo avoid teaching fhe subject. What
is taught is subjected nol only to the scrutiny of the
education authority, but also to that of parents and the churches.
If the teacher is a committed Christian he has to steer a delicate ‘
course hetween his role as an educationalist appointed by the .
“tate and one who is committed to the Mission of the Church, i
which he may understand in an evangelical light. In addition ;
he faces teaching a subject which, as has been mentioned ?
previously, is ambigucus in its content and alms. i

Speaking of the situatlon in the UK, Derek Webster (1976) {
gumeg up the reasons for a 'dearth of students' coming forward
to train as specilalists in RE as follows:

| Religious education no longer understands itsclf

and has little insight into its role within
educational and eccclesiastical communities. l

1l6.- Derek Webster. Theory in Peligious Bducation:
Criticism aned Prospwect. Learning for Living
Spring 1976, .89
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Part of the reason for this is that current :
approaches, howecver different in aims, ﬁ
methodology and organisation, have given ‘

insufficient thought to the relationship between | ;
on the one hand religious education and on the l %
other Christian theology, education and religious ; .

studies. One_of the wqgst;ggsultﬁwgﬁ_ghgg_ngg
been a _denial to teachers of clarification of 17
those norms necessary for day to day _school worlk:

(The writer's emphasis)

3. what is meant by the 'suhject' Religious Instruction
in the Schonl?

e

Much of what has been said 1n the previous paragraphs } ;
regarding RI as a school subject has been negative or incon- f S |
clusive. Problems and ambiguities have been pointed out and v
while it must be admitted that the debate is likely to continue
indefinitely some attempt will be made to narrow down the

possibilities and offer a tentative definition of RI as a . ;

s

school subject. ; ]

A subject generally comprises specific areas of : ﬁ
knowledge and a set of associated technigques, methods and skills.
Although these may be expanding and may overlap with a related
subject or subjects, it is possible to determine or define which
areas belong to the subject aad which do not. The dividing / i
1ine betwsoen one subject and another may be aititrary and what
is offered in a University syllabus under one subject may, in
ancther University, occur in the syllabus of another subject.

—r

e~

Learning involvas interaction between teacher, subject

and pupil. The mode of thinking appropriate for this intexr- o
action is 'directed thought' as described in the previous i
¢hapter (p.l19) as %thought which pursues an aim, is adapted |
to reality, admits to being true or false, can be communicated ,
by language and is gocialised. The word ‘subject' can be !
applied to those areas of religion which can bhe formulated and |
conmunicated in terms of directed thought, rather than those |
which can better be classified as 'austistic! experlence and :
thought. The phenomena inherent in a.eas of the content of |
many subjects particularly religion and the arts may represent ;
autistic thinking and exporience e.g, mysticism, conversion ;
and other viarictics of religious experience, forms of ¥
j

|

,

|

}

[ ——

human behaviour studied in psychology, aspects of the arts =

17.  ibid., p.85
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music, dance, etc. However any attempt to communicate
these phenomena involves directed thought.

Many of the religious experiences described by
William James (1902)18 are of an autistic nature. The attempt
to communicate them orally, symbolically or in writing brings
them into the arca of directed thought. When directed
religious experience in the form of ritual, oral tradition or
holy writings becomes codified, classified, analysed,
conceptualised, it becomes that set of concepts known as
theology. All can experience religilon in its autistic form,
regardless of age, intelligence, training, and religious
persuasion., Writers on mysticism and mystic experience show
that for the mystic the lines of demarcation between one
religion and another, and between one branch or dz2nomination
of a religion and another are very ill defined. It is usually
because most mystics are attached to a particular religious
group that they interpret thelr experiences within the
theological framework of that group - i.e. they relate them
to the origin and peoints of reference of that religion. In
some cases, the experiences give rise to a new phase of
directed thought or to a new system of directed thought, and
thence to a new Religion. This can be said of Muhammed's
expericnce in the desert and the Buddha's meditation under
the Bo-~tree. The relation between autistic religious
experience and recligious experience in its directed form,
viz theology, is analagous to the process of concept formation
described in Chapter 2, paragraph 1.2, It happens in the
gase of most religlons that there 1s an intermediate stage
between the two mentioned above, and this is the stage where
myth, narrative and ritual are used to direct the religious
experiences of individuals within a particular religious
heritage.

Dr Happold (1966) is one of the writers who maintains
that the mystical dimension of religion offers modern man a
way out of his spiritual dilemma. He sces it as offering an

vk 3

18, william James, Varilctiles of Neligious Expericnge

Collins Fontana Library, London & Glasdow 1360
Ficar published 1901-2
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interscction between various areas of life within the
individual, and hetween individuals and groups of people.

At the same time he makes no effort to play down the importance
of the cognitive side of religion. The ideas for his oookl9
took their origin in his efforts to teach 'philosopay' to

his Sixth Form boys in a course that was 'designed to give

my boys an intellectual basis for religious faith'zo

He quotes Philip Toynbee's analysis of the religious dilemma

of modern man and his solution that man 'must wait - on God

or whatever it may be ....', but goes on to say 'But surely,
side by side with that, thexre is the call to think, to analyse,
to try to understand,'Zl '..... at least there must be some
working hypothesis.'22 e is thus stressing the importance of
both the autistic and the directed dimensions of mﬁggfnﬁginking
and experience. But for an educationist . directedhmustA

dominate.

Within a religious community as opposed to an educational
community, the search may be for members to share i e
exper iences of the 'saints!. The community become:s the
custodian of the experiences of its 'saints', and to be a
member of the community in the fullest . sense of the woxrd
member, is to commit oneself to the search for the experience
as it is understood by the community, to be open to the
experience, and to take a purt in the transmission of the
experience through whatever means are available -~ ritual,
word-of -mouth, sacrament, written word.

Theoretically, the ideal believer might combine personal
religlous experience with commitment to the tenets and way
of life of the religion and a theclogical grasp of its
doctrines. This would involve all levels of leawning -~
affective, volitjlonal and cognitive. The history of religions
shows that these characteristics seldom occur iIin ono person
or together in the history of one religion at a particular
time,

19, F.C. Happold, Religious Faith and Twonticth-Contury Man
) Penguin Books Ltd., Middlesex, England, 1966.

20, ibid p.s-
21, ibid p.1l
22. ibid p.12
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In contrast to this, the teacher's task in respect of
hig pupils falls (but not entirely) exclusively into the.
cognitive area of learning. In Doris Hill's words quoted or
page 29 of this Chapter - 'The pupil needs to be able to
state and use at least some of the major ideas and characteristic
ways of thinking that belong to that field.'

It is interesting to note that the believer becomes part
of the subject, 'religion'. He studies it, as it were, from
the 'inside'. This does not necessarily apply to one who studies
it as a subject in & school or university.

To summarise the answexr to the question 'What is meant
by the "subject" Reliolous Instruction in the school?' - i+
may be said that any aspect of religion to which directed
thought as defined above, can be applied can £all under this
heauwing, and that it is left to the educational authority to
declde which aspects are most suitable, basing the decision on
sound educational grounds,although as Bruner (1972) pointed out,

politics can seldom be excluded from any decision of this nature,23

4. Criteria for choosing basic ideas

Without at this stage having made any decision as to
the way in which Religious Instruction will be understood for
the purpose of this dissertation certain criteria will be
discusserd which should be met in selecting the basic ideas of
any subject.

4.1 The, concept:s should he amongst thosa which are heing
dealt with hy scholaxs in the subiect. concerned

Wayne Hexman (1963) made the point that children at
kindergarten level can bhegin o develop the concepts dealt with
by scholars in the Soclal Sciences.24 Bruner (1960) stated:
'There is a contiualty between what a scholar does on the fore-
front: of his discipline and what a child does in approaching it
for the first time.'?d wulscwhere he commentoed "emphasis on
structure and principle help narrow ithe gap between "advanced®
knowledge and “elementary kncw;cdge.'zc

23 Bruner ~ op cit  Chapter 6

24 Horman - op cit  p.p. 253-256
25 Bruner « op cilt p.27

26 Bruner ~ op ¢lit p.23
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It is common knowledge that in all subjects there nas
been a knowledge explosion as a result of researxch, the
application of new methods and technology in research and in
communication. New subjoects have come into F2ing, or noew
branches have been added to old subjects. '0ld' subjects
have undergone a complete revision and been renamed -

'The New Mathematics' or 'The New Science'. It has never been
easy to determine what is worthwhile in the new, or to know
how best to integrate the new and the old. It also remains

a question in some cases as to whether the naw is really new
and not a revamping of some fashion that has gone out of date,

and been discarded.

The knowledge explosion has affected the fields of
Biblical Studies d theology and related subjects as much as
any other subject. At times this has been the result of
rvesearch in the field itself, at others it has been the result
of being able to apply unprecedented technological developmnents
in other fields, and there have also been a number of
developments arising from the need Lo re-examine Biblical
and theological subjects in the light of developments in
other fields of knowledge such as the sciences, Psychology,
Snciology, Philesophy and Polities. In many quarters
reservations have been expressed about some of the 'way out!
theories of 'way out' theologians, but even accepted findings
which add to the understanding and significance of the Bible
have been very slow, or have falled altogether, to find their
way to the 'man-in-the~pew' or the 'child=in-the-desk'. The
channels between those on the forefront of the various
component diseciplines and 'those approaching the subject for the
the first time' have bheen almost completely blocked.

Derek Vebster (L976) found '.... this century's seminal
theologilans partly responsible for breaking the monopoly of
Christian theoloyy in religious education.' He went on to say,
*Karl Barth isolated children beyond the church and encouraged
a divorce between training in the church and education in
soclety. Rudolph Bultmann virtually excluded himself from
discussion by adopting a view of education that is clearly
tendentlous -~ it was simply a pertinent interpretation of

the kerygma. Paul Tillich's blue print for education only had

i
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value in a theonomous society where God is the 'prius!

of all other truth. Emil Brunner was oxplicit in holding

that 'religious instruction' had nothing to do with education.

The old joke “When ig a school not a school? ...... When it

is a sunday School"’'bacame true .27
Thus far attempts tc formulate a 'New Religious Instruction'

have been tentative and experimental, and cextainly they have

not been received with anything like the initial enthusiasm

-which met the New Mathematics.

4.2 TFor a concept to be regarded as a basic concept,understanding
should lead to the understonding of a network of other
concepts related to it or derived from it.

Once the basic concept has been mastered a number of other
concepts should fall into place. An example of this in another
discipline is the Conservation Law in Physics, from which a
number of other laws c¢an be derived, and which has numerous
applications which are far better understood in relation to
this basic law than as separate phenomena.

4.3 A basic concept should be cawable of being presented meaning-

fully at different levels of intellectual development and
maturity. ) )

Herman (1963) stated:

«». the basic concepts of each arca of knowledge would
be taught at every stage in the education of children,
beginning with the first experiences of school and
continuing up college and the graduate school. Facts
and information would be presented at each level, not
for the inherent value of their information, but rather
because they exemplify or illustrate the larger basic
concepts In some way, The outgoome of a curriculum
organised in this fashion has been labelled a "spiral
curriculum", since blg ideas would be visited again
and again by the c¢hild in his high school career, with
each visit adding more meaning as the idea is investi-
gated in greater depth and breadth.’

It ig interesting to contrast this 'spiral curriculum'
idea with the concentric syliabus used in RI in the Transvaal
Primary schools. In the latter, what ls ‘visited again and
again' is the same set of facts, details and events, and

27 Webster, op, cit., p 85
28 Horman op cit., pp 253-256
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regrettably the idea, Lf recoyniscd and presented, is not
developed systematlcally and purposefully. The writer refers
to the execution and not necessarily the initial intention

of ‘the syllabus.

A'pupil's~eye' view of this 1s expressed in an unsolicited
comment arilsing from three children discussing 'how far' they -
were in RI. Two of the children were in Grade II and Standard
II respectively, which follow the same 'ecircle' of the
concentric syllabus and the third was a Standard ITII pupil,
following the complementary'eircle' of syllabus n cerial.

They cach made competitive comments and comparisons on which
story they were ‘up to' and the 8td II child commented,

'It must be hard for teachers. No one qulte knows where to
begin in the Bible because it just goes roand and round.'
4.4 'The concent should allow for further development and be

applicable under broader conditions than those under
which 1t made its firxst appearance

The consaquence of understanding a concept in one field
should be the ability to apply it to other circumstances in
the same field, to apply it to anothexr related field of
study, or to understand a similar concept in another discipline.
Bruner (1960) has concluded that 'understanding of fundamental
principles and ideas ..... appears to be the main road to
adequate "transfer of training"'zg He also stated that ‘at
its best a learning episode =eflects what has gone before it

and permits one to generalise beyond it,'BO

In Religious Instruction one of the words often emphasised
is 'relevance' in the sense of application of what ls learned
to modern life. Whenever the writer has posed the question
to classes of students as to what they reogarded as making the
difference between a good and an indifferent teacher in the
subject, the reply has been some variation of 'He/she talked
about our lives and problems.' 'The teaching was relevant to
our lives,' In other words, thcre was some ability to apply
concepts understood in the setting of another day and age to
the present.,

29 Brurex, op cit, p.23
30 ibid p.46
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4.5 The concepts_should be conducive to presentation at
various levels of the jntcllectnal development of

the child in terms appropriate to that level of
development

on the one hand the writer's personal experience
and that of many others has shown that what normal children
are capable of in their attainment in thinking, skills and
inslght very often exceceds our expectations by far. Two
boys, (aged 10 years and 7 years) who had rejected Sunday
School as 'too babyish' (it's just to keep you busy') had
an hour long spontaneous discussion with an adult following
a TV programme showing a BBC interview with Solzynitzen. After
asking the necessary questions to £ill in what they had not
fully understood, they made the following unsolicited comments
on their understanding of Solzynitzen's views on the weakness
of the West in regard to its attitude to Russia.

10 year-old: "It's as iu the West has been hypnotised.”
7 year-old: "Russia is 1ike a four-pound hammer hitting
a piece of wood."

Although thig might be an exceptional incident and
not reproducible in the classroom, it, and other similar
ineidents bear out views guoted earlier in this chaptexr that
children are capable of grasping mature concepts if they
are suitably presented.

on the other hand, the futility of presenting advanced
concepts in a way which is completely untailored to the age
group concerned has been demonstrated Ly many a graduate
student teacher in his first encounter with a class, and by
many a missionary beginning his work amongst people of a
foreign culture.
4.6 Plexibility

Basic concepts should be capable of presentation in a
runber of ways. Lt should be possible to teach them through
a variety of methods., ‘'rhey should not be the victims of
dogmatic and rigid statements about their nature and the
way they should be taught.

5. conclusion

Tn this chapter the advantages of teaching by
identifying the basic ldeas of the subject have been discussed.
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Mention has been made of the problems, unigue to '
this subject, in coming to a conclusion as to what comprises ;
Religious Instruction as a subject in the school curriculunt. |
Certain sugges’ions have been made as to criteria to be used
in defining a subject and the distinction between autistic
and directed experience and thinking has been emphasised.

Five criteria have been mentioned which will be kept l
in mind in choosing basic concepts of the subjecct, RI.
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CHAPTER 4

The Selection of Basic Conceits in Religious Instruction

1. Regponse to different classes of Concept

Two classes of concept were defined in Chapter 2. In respect of
these, the following observations may be made.
1.1 Cognitive Response

The response to a Class 1 type concept is purely cognitive; the
concept is acknowledged oxr accepted, and becomes part of the

learnex's cognitive store.
1.2 Affective and Volitional Resvnonse - Faith and Belief

The response to a Class 2 type coagw,t; however, is not purely
cognitive. It involves the volitional and affective dimensions
The possibility exists of the learner rejecting the interpretive
or evaluative elements of the new concept. This possibility is
remote when the concept is learned by a member of the culture
within which the interpretive concept occurs, but it exists to

a greater or lesser degree when the concept is acquired by a
member of a foreign culture, or amonyst members of foreign cultures
where alternative interpretations may be offered.

The re.ponse to the Class 2 type concept then, entalils a
volitional and affective response as well as a cognitive one, and
besides acknowledgement or acceptance it includes a response of
belief (an acknowledgement and acceptance of the interpretative
elements of the concept) and/or faith, naiely a decision whethex
to make this concept part of the learner's framework for living.
The belief/farth response may be far less conscious in a member

who has been brought up within the culture within which the
Interpretative and evaluative elements are derived, tc the extent
that he may be unaware of any difference in his response to

the two classes of concept.

Religious concepts were defiined as being of the Class 2 type,
where experiences and concepts arc interpreted in relation to an
Origin and occur Wlthin the oix~dimen9¢onal frawework defined by

in the Scheools Cowne/l ar‘«'% . .
Smart, The appropriate respon Lo roligmou concepts is belicf/
faith -~ unbelicfi/'unfaith'. Whether the teaching of religious

concepts takes place within the beliceving community of the churcah,

or a neutral community of the school the appropriate response, apart

from understanding, falls within the spectrum of belief and faith.
Tt is belicf/faith whlch determines the interpretative elements
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which relate concepts to the Origin, and belief/faith which
responds to the resulting nectwork of concepts and relation~-
ships. Hick(1973) states that, 'Faith ... is the inter-
pretative element within what the religious man reports as

his expericnce of living in the presence of God. But whether
that experience is veridicial or illusory is another questiOn!l

Thus faith (tobe discussed.more fully later) will be
taken as one of the basic concepts.

1.3 Response involving Commitment

There is a further reason for regarding faith as a key concept
In any religion there is a dividing iine of belief which
separates the adherent to that origin and associated set of
evaluating principles and concepts which we have called a
religion, from non-adherents. Admittedly in the case of some

religions the dividing line is much less clear-cut than in
others. Within a religion there are degrees of commitment so
that some adherents posszss what we may call an 'externalised'
rather than an ‘internalised' faith, but nevertheless (for
census purposes and £illing in Immigration Forms, otc) identify
themselves with one religion rather than another.

However rational or irrational arxce the grounds for the
believer's identification with one set of beliefs rather than
another and however much it is the result of birth and culture
rather than conscious decision, nevertheless, what separates
members of one religion from another is belief/faith. The
belief/faith criterion is a basic concept in the discussion of
religion and can be understood and taught from any point of
commitment or non-commitment, Any individual can stand outside
the belicf/failth framework of some religions, and at the same
time, inside the belief/faith framework of another religion.
Thus it is possible for both the 'believar' and the 'unbelievex!'
to understand the basic concept, faith, in the most general
sense in which it is being used in this paragraph.

1.4 The distinction between a 'proof system' and a

'thelicf sysioem'

One of *+he problems in teaching Religlon in the scientific and
technological milieu of the West is that pupils and students

1. Jehn Hick, God and the Universe of Faiths, London and
Basingstoke, The Macmillan Press, Ltd 1973, SERN
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have tended to expect all things to be verafiable within a
'proof-system' and to expect the proof to be established

in material or Graeck-logic terms. One of the important
educational purposes in teaching RI may be to make a clear
distinction between a 'proof-system' and a 'belief-system'

and to show those areas in religious and non-religious subjects

where each applies.
2. Origia

It is the Origin and its relation to the experiences of life
and the way in which the experiences of life are interpreted
in relation to it which gives life the distinctive wmetaing
which, when seen in the framework of doctrine,rituslis, etc.
has been defined as religion in this dissertion. It is for
this reagon that Origin will be discussed as a basic concept.

3. The relationship between the Origin and the believer

A third basic concept will be the distinctive relationship or
assoclation between the Origin and the believer in relation
to all the basic elements that make up life.

4. Plexibility

In the previous Chapter one of the criteria for regarding a
soncept as basic was flexibility. It is to meet this criterien
that the threc concepts mentioned above have been formulated

in general terms which can be used in the discussion of any
religion, and might meet the requirements of those who approach
Religious Education from a broader, more pluralistic point of
view.

5. Reasons for choosing basic concepts within the framework
of Biblical Thoology

For the purpose of this disscrtation it has been decided to
define the basic concepts in terms of Biblical theology rathexr
than in a wider context for the following reasons:

5.1 A basic discipline and transfer of training

If Bruner's contention concerning the cffectiveness of transfer
of training is correclt, once the essentials of one religion orx
religious discipline have been grasped, it 1s easler to grasp
the essentials of anotherxr. It has been the writer's experience
that orthodox Jews, well versed in the tenets of thelr own
religlon, achleved far better results in the formal study of
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the Christian religion than nominal Christian and Jewish

students.

Peter Ackroyd (1971) pointed out that 'Just as no one,
religion can be studied in igolation, so too any general
study of religion which is cngaged in without particularisation
will be vague; it must, if it is to be realistic, lay stress
on the realities and problems of one or more particular

theological systems‘2

Alan T. Dale (1972) remarked

I know no bhetter introduction if it (the Bible)is
properly read, to understanding how to think and

live religiously. And this, more than anything else
makes me convin.2d that it has a genuine place in
religious education which has beon rightly defined as
"to help pupils have a religious view of life and to
make up their minds on religious ¢uestions®

s A R g 11 ] SO il g

5.2 xeligion and Culture
There i1s a strong interaction between religion and culture.

L e 2T

Religion is one of the determining factors in culture and is

in turn shaped by the cultural setting within which it f£inds

itself. Thus it is best understood in its appropriate cultural
setting and heritage. It is therefore suggested that the ,
religion which should be studied in depth is that religion which . \
predominates in a particular culture., In white South Africa
this is the Christian religion which, in turn, can only be fully !
understood in the light of its 01d Testament and Jewish orxigins. ﬁ
Hence, the decision to study basic concepts as they occur in..
Biblical Theology would provide some common basis for Jewish ‘
and Christian students. ' ' §

5w

T < B W Lt 7

5.3 Common Ground Between Judaism and Christianity

D.G, Attfield (1973) suggested that the Apostles' Creed be used
as the basis of a 'craed-centred' Religious Education, in the
hope of showing 'how the study of this particular religlon
(Christianity) c¢an be scen as an educatlonal study, as opposed
to being a form of professional, vocational or scholaxly
training'4 'It is suggested!, he went on to say 'that religious

:
2. Peter Ackroyd. 'Theology and Bdugation' a paper published |
by Christian Bducation movement, Annandale, London 1971 ‘
3. Alan T. Dale, The Bible in the Classroom, OUP, London 1972, p4
4. David Attfield, 'Creed~centroed Religious Bducation',

Learning for Living, May 1973, p.l2
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education best begins from and should be built up around

a particular core of subject-matter. This core consists of

+e principal ideas of orthodox Christianity. «... the

svaed demarcates effectively religious language and the
wneological domain'd . The writer feels that it would be difficult,
but not impossible, to present the creed in a concept-spiral
type curriculum in the lower classes, but it would also tend to
exclude Jewish students from RI, although it must be admitted
that this has already happened o a large extent in the
Transvaal as a result (or in spite of) the piresent curriculum,
where the Jewish religious authorities have provided an
alternative course to be completed by their pupils during RI
periods.

5.4 Denominational Differences

Emphasis cn the Bible does away to some extent with the problem
of doctrinal and denominational differences. One of the main
problems, Pwwever, is the division, often within the denominations
between the so-called 'liberal' and 'fundamentalist' inter-
pretations of the ?ible. It 1s hoped that focussing on the
right guestions in Biblical Theology might draw the attention
away from the more peripheral issues which often attract more
atteniicn than they deserve and effectively sidetrack pupils
and teacherxs from the main issues.

5.5 Relationship to the Existing Syllabus

In the Transvaal both the Primary and High school syllanuses

are solidly irased upon the Bible. Aany radical suggestion
regaxding a reformulation of the syllabusxvhhh deviated too far
from this would stand no chance of acceptance. 5o any conceptual
approach must be based on the Bible.

At the same time after eight years of working amongst
Teacher Training College students who have in theory received
a minimum of 12 years of Rel.!-ivni Instruction in the scheols,
apart f£rom any other teaching thrvough church or Schule, the
writer has concluded that the majusity have Vexy little basic
knowledge of the Bible apart from a residue of the more familar
0ld and New Testament 'storics' and many have built up
considerable antagonism or indifference to lt.

5. ibid p.13
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The writer is of the opinion that an attempt to present
the Bible within the conceptual framework of Biblical
theology could eradicate some of the misconceptions, establish
principles of understanding and could hardly achieve less than
is being achieved under the present circumstances.

5.6 Pluralism and Secularisation

Pluralism is not a forelgn concept to the Rible.

5.6.1 the religion of the Bible, whether one is speaking of
the 0ld or the New Testament, was hammercd out in the midst
of other religions. One could say that it was born, nurtured

and broughtto maturity in a pluralistic society ox societies.
The Bible may therefore be more significant than is generally
recognised to those who prefer the wider approach te Religious
sducation. :

5.6.2 Secularisation may be viewed simply as another cultural
milien. The nistory of the people of CGod as recorded in both
Testaments takes place in many different cultural settings.

The religion which untolds in and through the history is always
seen in the light of or in contrast to a foreign cultural
setting ~ a point which may be very relevant in our study of
Biblical religion in a secular environment.

5 6.3 In the experience of the writer pupils and students have
shown a far greater interest in 'other' religlons than theix
own, even though their knowledge of their own religion is far
from adequate. Whatever the reasons for this, their interest
ceuld in part be catered for by more in-depth study of the
religious concepts alongside which the Biblical ones developed
and alongside which they stand in contemporary life.

5.7 The Bible and the Church

The assertion is made by some churchmen that the Bible can only
be understood within a believing and worshipping community.
Without denying the validity of this point of view, it is woxrth
guoting Alan Dale's (1473) angwer to this avgument

I believe that the Bible is not a private document

but ouv of the great public documents of the world.

It is not the private possession of any community.

Most of it was spoken out on public streets and open

to the world, What it records was not done 'in a wurnex'.
I find it significant that serious rcaders who are

not church members have seen some of its truth more
clearly than those who are; and as I read the histoxy
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of religious communities I am not impressed by
their objectivity in their BRiblical studies. I
think that the Bible is most truly to be under-
stood 'in the open air of the worxld'., Its 6
news i1s public news and its truth is public txuth.

6. Context in which kasic Concepts will be defined

In view of the decision to interpret the basic concepts in
temmzs of Biblical theology, 'faith' will be discussed in
both a wider philosophical sensc and in the sensc in which
it can be defined from its illustrations in the Bible.
'Origin' will be understood as the God the record of whose
revelation is contained in the Bible, and 'the distinctive
relationship or association between the origin and the
believer' will be understood to be the Covenant as described
in the 0ld and New Testaments.

One of the few subjects where one can begin with a single
concept and thence systematically build up the whole edifice
of the subject is Mathematics., By contrast the three basic
concepts chosan here are interdependent and can only be
developed in relation to eaxh other. There is no particul =«
ordexr in which other concepts can be derived from these
three basic concepts. Building up a theology is more like
putting together a jig-saw puzzle, having becn given a key
to match the shapes, rather than building a 'family-tree of
knowledge' from a pair of generating parents.

The concepts will be discussed beginning with the most
‘concrete'! concept, Covenant, and ending with the most complex
and least concrete concept, God.

6. Alan T.bale, op cit p.4d,




CHAPTER_5

The Concept, Covenant

1. The Covenant

Tt is this concept of the relationship between God and his
people which gives its uniqueness to the Judaco~Christians
religion. At the same time it describes God and it defines
man, and sets the relationship between the two. It is the
theme which links the material of the Bible.

1.1 Is the concept amongst those which are being dealt with
by scholars in the subject concerned?

Tt is significant that D.J. McCarthy's 'Survey of Current :
Opinions on the Covenant' L 1973 lis published in the series ;
'Growing Points in Theology'. His 16 page bibliography -on ‘
the subject which, he says, ... added to that in (my) Treaty

and Covenant will provide a fuller survey of the literature
pertaining to the question of the Old Testament Covenant than
anything else I know of'? shows the importance of the concept .
and the extent to which the work of scholars has a bearing on }
it. He states 'Covenant is so important in the Scriptures ' i
that in the Form "testament" it has provided the title for the

book, but it is so complex an idea that we have our problems |
'3 ;

in understanding it.

Walter Eichrodt related all his Chapter headings according f ?
to their relationship to the covenant and stated in his preface
... in the face of all objections, the 'covenant' has been

retained as the c¢entral concept, by which to illuminate the
structural unity and the unchanging basic tendency of the
message of the Old Testament. For it is in this concapt that i
Isracl's fundamental conviction of its speecial relationship
with God is concentrated'4 ‘
And he went on to say, |

B,

«... overy expression of the 0ld Testament which is v
determinative for lts falth vests on the explicit ox i
implicit assumption that & free act 'of God, consummated b
in history, has raised Isracel to the rank of &

1. D. J McCarthy Survey of Current Opmnaon on the Covenant -

OxfLod, Basil Blackwell 1973 |
2. ibid p.90 i
3. ibid p.l ! J
4. Walter Fichrodt = Theology of the Old Testament, Vols 1811 : 1

rranslated from the German, Sixth Bd.1959 London SCM Press p. 13“
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the People of God, in whom the nature and will of
God are to be revealed. The word 'covenant',
therefore, is so to speak a convenient symbol for
an assurance much wider in scope and controlling
the formation of the national faith. at its deepest
level, without which Israel would not be Israel.
.... the covenant is not a doctrinal concept, with
the help of which a complete dogma can be worked
out, but the characteristic description of a living
process, which was begun at a particular time and
at a particular place, in ordex to reveal a divine
reality uniqgue in the whole history of religion.5

Purther confirmation on the importance of the idea,
covenant,Ls found in 'A Theological Word Book of the Bible'
in the following words

The idea of Covenant is fundamental both to OT and NT.
The religion of Israel had its origin in the Covenant
under Moses, while Jesus came to initiate the New
Covenant scaled by the covenant sacrifice of his death,
The Church named the two cowprnents of her Scriptures
from the covenants the¥ record, at least from the end
of the second century.

Similarly the article on Covenant in 'Vocabulary of the

Bible'! states. ‘Thus in the OT covenant has a significance

the importance of which cannot be exaggerated'’

Colin Alves (1957) in his book, 'The Covenant', designed
to 'make possible the study of the Old Testament in the course
of one school year' stated, 'This obviously neaegsitates a
selective approach, yet the passages selected for reading
have been carefully chosen for their unity of theme, a theme
which is not only fundamental to the OT but is the link between
old and Now - God's covenant with man'S

Another theologian who stresses the central importance of
this concept is Miskotte (1967), who sald,

Tf it sometimes appears as if the one object to which
the testimony of the 0ld and New Testament is related
is equivalent to what the pagans and the philosophexrs

) callGod", and thus there is the danger that Jesus Christ
will be viewed Docetically, then the only way in which

5. ibid p. 24

6. Ed Alan Richardson B Theologlcal Wordbaak ¢ 7 the Bible
10th Impression 1969, First published 1950, London SCM Press
p. 54

7. Bd., J = J von Allmon Vogabulary of the Biblg ninth impression

1967, Pirst published 1959, London, Iutterworth Press, p 65
8. Colin Alves The Covenant, Flrst Printed 1957, Reprinted
with corrections 1963, Cambridge Unlversity Press p.v.
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preaching and instruction can be radically freed from
this danger will be through a right understanding of
the covenant in the 0ld Testament., In preaching, the

idea of the covenantmust become a witness to the covenant
qtself as it remains in force in all its unity and plenitude'9

McCarthy (1973) shows that ther. is still a great deal

of ferment amongst scholars regarding many aspects of covenant,

and he ig not in full agreement with Eichrod's scheme. He
would probably show that aspects of Alves' work are out: of
date according to the latest works of scholars, but the
centrality of the concept is not in question and it is valid
o conclude that it is an alive and vital issue amongst
scholars.
1.2 Understanding a basic concept should lead to the
understanding of a networl: of other concepts related
to it or derived from it
1.2.1 The Scripturas
As has been stated in quotations included in the previous
section, to understand covenant means to understand the idea
which gives the Scriptures their unity, and links the 0ld
with the New Testaments. It thus gives a perspective from
‘which the selection and theme of the scriptures may be

examined.

«

-~

Covenant describes the relationship between God and man
and highlights three arcas of concepts.
1.2.2 The nature of God is revecaled in the acts of God
as he deals with man in and through history; this implies
the concepts of election, revelation and salvation.
1.2.3 The nature of man: man's response to God can be seen
in ethics, ritual and worship. MeCarthy (1973) acknowledged
the importance of the covenant idea in the OT pthic but
criticised attempts to ignore other eluaents.

We do better justice to the richness of the OT

ethic if we allow for the independent working of

the wisdom tradition with its awe before the mystoexy
of God and creation (e.g. Job 28), of the cult with
its direct experience of the divine and of  community,
of the mere majesty of Yahweh, and so on.

9. Cornelis H. Miskotte When the Gods are @ilond, Original

Duteh edition 1956, English translation 1963, London,Collins

p. 117
10. McCarthy op cit p.68
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1.2.4 The Nature of the rolationship between God and man

o 4 8

involves concepts like grace, sin, righteousness, love, faith,

salvation, salvatlon histoxry, law, forgiveness, worship, ritual,

sacrifice, all of which are basic to the understanding of

the Scriptures.

1.3 A basic concept should be capable of being vresented
meaningrully at different Tevels of intellectual
davelopment

1.3.1 Concrete and secular

Although the etymoloyy of the woxd 158rit' is disputed amongst

scholars it is significant that all the suggestions as to the

original meaning allow the word to be placed in the category
of 'econcrete' and 'secular', where soncrete'! is understood
to have a slightly wider meaning than material or tangible.

(A contract may be an ahstract concept, but is very concrete

in the parties involved, in the terms of the contract and the

means of drawing up and ratifying it.)

‘ Tn its Biblical use it is typical of the Class 2 type

concept wiere the addition of certain evaluative and inter~
pretative elements in respect of the origin turn an originally
secular concept into a religious one.

This point is relevant from the point of view -of teaching
since it allows the teacher to follow the accepted pedagogical
formula of moving from the known to the unknown, the concrete
to the abstract.

1.3.2 Relationship

Basic te the idea of covenant is that of relationship. The
religious concept (i.c. the clements of interpretation which
give it its religious connotation) derives from a concept
inve wving relationshlp between people {llustrated by relation-
shipe within the family, marriage, bctween firiends, allliances
petween nations, ete. It is on the level of personal
relationships that children first begin to function, and on
which a large part of adult life ig conducted. The concept
can be presented first in porsonal terms and later asg an idea
which ultimately at the level of Biblical scholaxghip veaches
the level of complication and sophlstication indicated in
McCarthy's book on the subject.

For this reason the concept tcovenant' was chosen in
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preference to 'salvation history', since both the latter
concepts are at a level of abstraction which presents preoblems
to children at the carlier stages of their intellectual
development.

1.3.3 The concept ig not simple in that it does not allow
a single line of developnent

This point has two implications for teaching.

1.3.3.1 As the child develops intellectually he can respond
to the‘challonge of an idea that is of the type that cannot be-
easlly exhausted. It can be presented in varied ways suited

co the appropriate level of interests and intellectual capa-
bilities. '

1.3.3.2 This illustrates the point that interpretation and
emphases change and develop within the Biblical period itself.

The pupil can examine how this happens, under what circum-

stances and within what limits the changed interpretation happens

(i.e. there is an opportunity to distinguish between what is
fixed and what is variable). It is hoped that this kind of
study might help the pupil consider the possibility of how
the Biblical conhcepts may be relevant in the 'secularised!’
and so~called 'post-Biblical' or 'post-Christian' ecra.

1.4 The concept should allow for further development and be

applicable under broader conditions than those under
which it made its first appcirance

This point has been partly covered in paragraph 1l.2. Hnwever,
if one considers here the aspevts of this concept which have
particular relevance to contemporary life and the interests
of the pupils, the following aspects may be considered. |
1.4.1 Kelationnbips between people

Tha concept of covenant is particularly rich in its implications
foxr human relatlonships ~ personal relationships within the
family, marriage, between friends, and even politlcal ox
international relatioaships. Whatuvver the trend as regards
relationships within a detribalised, sccularised, and in some
gases, nost-Christian era, it is pertlnent to study relation-
ships within a covenant relationship. This study may offer a
perspective from which dovelopments in relationships in a
‘permissive age' may be viewed. It also enables those who
live in the latter type of soclety or in a soeclety which is
developing towards 'permissiveress' a basls for understanding
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both historical and contemporary communities which still

live according to a covenant pattern of relationship. The
bearing of this concept on marraige might be particularly
worth studying at the appropriate age and level of development
of the pupils.

l.4.2 Understanding the concept 'God' in other religions

The concept, covenant, provides an interesting and vital vantage
point from which to discuss different conceptions of God -

the different conceptions held of the God of the Covenant that
occur within the Bible itself, the difference between the God of the
Covenant and other gods, whether of the Biblical era or of
contemporary non~Christian religions, and even concepts of God

hizld by some modern Christians and Jews. How close is Tillich's /
'ground of our being' to the God of the Covenant? Harold Goldmeier
(1976) significantly subtitled his article 'A report on attitudes
of cobservative Jewish parents who may believe in God but not

the Covenant! and said

In traditional Judaism, belief in God must be
accompanied by commitment to the Holy Covenant
that exists between man and God. The concept of
this relationship does not hold forth among parents. ;
Judaism has for them become a matter of personal
preference often based on what is convenient and
comfortable. They do not consider the Covenant which i
established the Jew's obligation tc live by the Law, :
to pattern his values and conduct his behaviour in
accordance with the Law. .... Parents describe being
Jewish a 'feeling'...cvseesesrsn.. Traditional guide-
lines and rationale do not determine parents' conduct.
It is the doing that is important to them, and not the
relation of behaviour to any higher order or Holy
Covenant.ll

1.4.3 Other uses of covenant

Philip H. Phenhix (1974) makes interesting use of the concept
convenant in connection with education, as illustrated in the
following quotation:

A discipline is simply a set of procedures for
insuring that the kindsof intersubjectivity that
will be developed are responsible to evidence and
are availlabhle to public scrutiny by all those who
will enter into the covenant of the discipline.
Every discipline is a covenant, a particular kind ;
of agreement about procedure. Once those procedures
are adopted, one can enter imaiinatively into the
subjectivity of other persons. 2

11. H. Goldmeiler, ‘Changing views of God among Jews! Religilous

Bducation Vol LXX1 No 1(1976) pp 57-67 .
12. D.H. Phenix, ‘Religion in Public Education: Principles and

issues,' Religion in Public Education, New York: Paulist Press.g
p. 67, 1974 V
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1.5 Flexibility
Wnere teaching from the Bible is concerned, two main ways of

approaching the subject have been dominant - working f£rom the
Bible to 'life situations’ or beginning with 'life situations'
and working towards the Bible, One of the main problems in
both approaches seems to be that there is a tendency for the
instruction to end where it began, that is, either in the
Bibie or in life. Seldom are the two effectively linked.

A Biblical concept lends itself to both approaches. The wide
range of related and derived concepts offers an equally large
number of channels through which to approach the concept.

This is similar to the theme~teaching which became so popular

after Goldman's research. One of the problems in theme- ;

teaching, however, has been that it has not occurred within |
a sufficiently well-defined theologlcal framework, and
although a theology cen be detected behind theme—thinking,13
it is implicit rather than explicit, with the result that both
teachers and pupils can be quite unaware of it.

Provided the concept is well undexstood, both with
regard to its place in the theological framework and its place
in the 'learning hierarchy', the way in which it is taught is
pyvobably of minor importance. Depending on the interest of the
pupils and the capabllities and personality of the teacher, the
conventional 'scripture' approach could be used, as could an
approach through themes, integrated studies, the phenomonology
of religion or an experiential approach. However, any approach |
requires an adegquate and non-superficial understanding of the T
concept. There are no 'short-cuts'. 8

13. D.M. Hull, 'The Theoloygy of Themes' Sgottish Journal
of Theoloqy' Vol 25 Nol February 1972
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CHAPTER 6

The Concept Faith

1. The neaning of faith
Belief/faith may be regarded amongst the characteristic ways
of thinking belonging to the field of religion. But Monk et alia

comment,

Faith - for manypersons one of the most familiar of
religious terms - is also one of the most easilly and
consistently misunderstood. Paul Tillich comments,
'There are few words in the language of religion which
cry for as much semantic purging as the word *falth".
Tt is continually being confused with belief in some-
thing for which there is no evidence, or in something
intrinsically unbelievable, or in absurdities or non-
sense. It is extremely difficult to remove these
distorting connotations from the genuine meaning of ,
faith.l }

The authors suggest that in order to clear up some of ;
the misunderstandings surrounding many people's understanding :

of the concept, faith,

a. faith should be distinguished from belief
b. that faith be distinguished from knowledge
c. the object of our faith be clearly identified

1.1 Belief and faith

Belief may be called the cognitive element of faith. Belief

is the response to a concept which entails interpretative
elements and involves assent to that concept without commitment
to the concept and its implications. On the othexr hand, a
response of faith to such a concept occurs on the volitional, ;
affective and cognitive levels; it involves commitment and !
affects the behavioural pattern of the one who has faith.

It is possible to have belief without faith, but the :
reverse 1s not true. As Penelhum (1971) commented, ‘Having ;
the cognitive side of faith alone without it affecting life ¢
and values may mean . ... we hesitate to say that the pexson
who has it has faith at all'?

L. Monk et alia Exploring Religious Meaning New Jersey
Prentice Hall, Inc 1973 p.l74
2. 7. Penelhum Probleng of Religious Knowledge, London &

Basingstoke, MacMillan 1971 p.l34
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Hicks (1973) also points out that belief and faith have
often been confusad. He says,

In the Catholic tradition deriving from St Thomas,

and no less in the Protestant orthodoxy that super-

vened upon the Reformation movement faith has been

gquite explicitly defined as believing on God's

authority cerxtain truths, i.e. propositional truths

that He has revealed. This response is one of belief

rather than faith. .... whereas the Bible itself,

and other writings directly expressing the life of

faith, are full of men's encounters with God and men's

personal dealings with the divine Thou ...

One of the objectives in teaching RI, therefore, will be.
to clarify the distinction between faith and belief and to
show what each entails in respect of one or more religious
systems. In view of the fact that belief and faith cannot be
taught and that only the objects of belief and faith can bhe
clarified and the responses to them defined, there should be
no question of the teacher attempting to persuade pupils towards
a particular direction of belief, although it must be recognised

that this has often been attempted.

Furthermore, if religion is shown to operate in the domain
of belief and Zaith, it should be possible to avoid using
'Religious Instruction for purposes of propaganda if the latter
igs defined as 'teaching beliefs as though they are facts.'

1.2 Distinguishing faith from knowledge

The relationship between faith and knowledge and between faith
and reason has always been open to debate. There is first of
all the guestion of whether and how faith should be verifiahkle.
On the one hand there are those who, like Hick(1973) argue that
faith is reasonable. He explores the possibility

csse that the cognition of God by faith is morxe )
like perceiving something, even perceiving a

physical object, that is present before us than

it is like believing a statement about some absentk
object, whether because the statement has been

proved to us or because we want to believe it.3

On the opposite side Ayer (1946) stated,

The thelst, like the moralist, may belileve that
his experignces are cognitive experiences, but

3. J. Micks, God and the Universe of Falths, London and
Basingstoke, The MacMillan Press Ltd 1973 pp 37,38
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unless he can formulate his 'knowledge' in
propositions that are empirically verifiable,
we may be sure he is deceiving himself.

On the question of faith and reason, FPenelhum (1973)
holds the view that faith is optional, but not irrational.®

Then there is the question of whether faith precedes
knowledge or vice versa. Wil -m Lynch (1973) argues strongly
for the former. '(Faith) is so .- from being external or
lrrelevant to knowledge that it is often the very internal
shaper of knowledge‘6 He goes on to say, 'Faith, therefore;
is required to move into the step after step process of
rational knowledge. And all rational and scientific knowledge
follows faith in sequence'7 He thus sees faith as an integral
part of knowledge and preceding it.

From the point of view of teaching Religious Instruction
it is important to distinguish between what is knowledge, that
is what can be known in terms of what is open to verification,
and what is a matter of faith, that is, involves a response
of commitment to the interpretative elements of knowledge.

It is also important to understand the ways in which various
types of knowledge can be verified.

Thus in RI the historical and archaeological aspects of
Biblical studies are important in s» far as they may throw

light on the historicity of events, and to avoid the unnecessary

3

use of typology and allegory in i-.cerpretation., It is important

to understand whether the i-rerprerative elements of a concept
occur within the framework »f myth, parable, fact or event
(history): to what aspects of religious understanding the
principle of verification applies and what principle of
verification is applicable inder what circumstanceg. Faith
focuses on the interpretative elements rather than the original
story, fact or event because the interpretative eclements give

4, A.J. Ayer Language, Truth and Logic 2nd Ed New York
Dover Publications Inc 1946 p.120

5. T'. Penelhum op.clit p.l7

6. W. Lynch Images of Faith. An Exploration of the Ironic
Imagination,Indiana , Univ of Notre Dame Press 1973. p.S50

7. ;bid p.61L
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“he latter their distinctive relation to the Origin and the
ultimate relationship of faith is to the Origin. Faith is
the integrating factor between believer, event and Origin.

1.3 Identifyving the object of faith
The ultimate object of belief and faith is the same., This will
be the Origin to which we referred earlier, and according to

which concepts and events are interpreted, and according to
which the ideal believer (person of faith) relates and lives
all aspects of his life. In the case of the Judaeo-Christian
religion this is God, the record of whose dealings with man
is found in both Testaments. According to Hick(l973) 'The
cognitive/non cognitive issue centres upon the metaphysical
surplus, viz the reference to God, by which the religious
statement exceeds the historical one’8 Penelhum(1973) uses
these words, 'For the whole of life can, if we elect to do
this, be seén as an ongoing encounter with God. To see it

as this is to have faith'? The writer suggeststhat if the
resulting relationship is static, ithe word 'belief' is more
appropriate, whereas if it is dynamic, the word 'faith' can he
used. Penelhum's statement has two impertant implications.
To see life as 'an ongoing encounter with God' means inter-
preting life in a particular way. 'If we elect to do this’
implies an act of the will which chooses a particular inter-
pretation.

Dres the concept, faith, fulfil the reguirements for
a basic concept?
2, The concept should he amongst those which are being

dealt with by scholars in the subject concerncd

Philnsophy., The question of faith and its xelation to
knowledge is, and always has been, of concern to philosophers.
The most recent manifestatic of interest and a possible challenge
to faith in the field of ;uilusophy has occurred in the assertion
by sonie "linguistic philosophexrs that any statement which is not
capable of verification is meaningless.

ey

8. Hick op. clit, p.3
9. Penelhum op.cit. p,17
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Theology. Faith is a pertinent issue amongst theologians
in several fields. The relationship between religion and faith,
and,in the eyes of some theologians, the emergence of the
latter as the heart of the matter is dealt with in the writings
of Karl Barth and many other theologians influenced by him.
Daniel Jenkins (1962)lO strongly contrasts religion and faith
and sees the task of the church as that of leading its members
through religion to faith. wsimilarly Nels Ferre (1963)ll
highlights the importance of faith and sees in it the meeting
point of world religions.

Questions of faith and concerning faith are often behind
the nihilism expressed by theologians in the 'God~is~dead’
type theology, and wrestling with the issue has led to various
types of 'New Theology'. Theologians like Holloway(l972)12
Ferre(l963;3 and Miskotte(l956)l4 have attempted to meet the
challenge of unfaith in restatements of Biblical Theology.

3. Understanding a basic concept should lead to the

Lnderstanding of a network of other concepts related
to it or derived from it

The article on faith in 'A Theological Wordbook of the Bible'
(1969) refers to articles on knowledge, righteousness, truth
and obedience as related concepts.ls Weiser (1961) points out
that the line differentiating faith from the concept, hope,
is a very fine one..l6
The nature of God, the relationship between God and man,
between Christ and man, between man and histoxry - past, present
and future (thug eschatology), the concepts of revelation

and interpretation and those of sin and righteousness are all

understood in relation to faith.

Apart from an understanding of Biblical religlion, a
general grasp of the concept, faith, enables a pupll to under-
stand the meaning of life. 'The purpose of religious faith
is to confirm in man the .ineradiwahle conviction which he

10. D. Jdenkins Beyond Religion London SCM Press Ltd 1962
11. N. Ferre The Finality of Faith New York Harper & Row 1963

12. R. Holloway Let God Arisc Oxford A.E. Mowbray & Co Ltd 1972

13, Perrxe op cit

14, C.H., Migkotte When the Gods are Silent London Collins 1967
Original Dutch Edition Amsterdam Holland 1956

15. A. Richardegon (ed) A Theological Wordbook of the Bible
London, %.C.M. Press, 1957 p.76

16, R. Bultmann and A. Weiss. Faith, London Adam & Charles Black
. — 1961
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17

already possesses that his life has meaning'. Thus it is

important to understand the concept in its wider connotation

in any discussion of religilon or religions either from a
philosophical or a theological point of view.
4, A basic concept should be capable of being presented

meaningfully at different levels of intellectual
development

4,1 The secular or 'profane' origins of the woxd

As in the case of ‘'‘covenant', the philology of the Hebrew word
most frequently translated 'faith', viz the stem, 'mn, i:
uncertain, Two factors are important in contending that this
is a concept which can be presented at various levelr.

4,1.1 First, the origins of the word which Weiss maintains
as most likely the ones from which it is derived occur at the
level of the concrete. In 1ts profane use the word is used

of a child's mother, nurse, attendant, guardian, foster father;
in its passive participial form, ‘of a child wrapped' i.e.
carried on its mother's hip and in its reflexive form &, indi~-
cating 'firm, certain, reliable, usually in respect of things'.
'"None of the verbal stems for words signifying faith is of

specifically religious origin and their use in religion seems

to have arisen out of profane roots'.l8

4,1.2 Concerning the Hebrew use of language in general,
Weiss {1961) makes the point,

Moreover the nature of the Hebrew genius demands

that this relationship between concept and reality
gshould be seen not as an abstraction of logical
thought, but always as a practical experience drawn
from life. Thus in the formal concept what belongs

to it is conceived, felt and experienced each time
toyether with it, and in this way the logical relation-
ship invariably involves also a practical relationship
with life. The particular meaning in any given ¢ase
can be extensified or extended according to the strength
of the igmands or the acuteness of the power of ~hger-

vation.
This suits ideally the development in the think che
child which proceeds slowly from the concrete to th et

5 g e v T S e Sl e W gt W et P
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17. Holloway op cit p.80
18 R. Bultman and A. Weiss op cit p.3. passim
19. Ibid p.6.
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That which is felt and experienced in the relationships which
illustrate faith are well within the experience wund under-
standing of the child,

4.2 Development of religious meaning and implications of
the word :

The words which in their final New Testament development

were translated 'faith' and 'trust', and gave rise to the Greek
construction, 'pistuein in', with its profound religious
meaning and centrality in the Gospels and Pauline wriktings began
as secular or profane words. In tracing the meaning of the

root 'bth' (usually translated 'trust'), Weiss shows how the
meaning changes from a fairly crude and concrete use 'especially
in the early passage in Judges 18:7, 27" to the profound sense
in which Isaiah uses it to mean'strength ... which issues Ffrom
the relationship with God.'20

This gradual development from secular to sacred, from
imrediate concrete experience to a religious interpretation
of experience enables the teacher to work from 'where the
child is'. This educational procedure has already been
followed in theme teaching, which allows the teacher to make
full use of the child's secular experience, but the weaknessg
in the link with theology in theme teaching has already been
noted.

In conclusion, the words used for faith have a secular
origin, in which they are used in a concrete sense, but fully
developed #s they are in the 01d and New Testaments, become
the subject for deep philosophical and theological inquiry
and relate to profound religious experience.

5. The concept should allow for further development and

be applicable under broader conditions than those
under which it made itg first appearance

There are many situations outside the field of religlon to which
the concept 'falth' may be relevant. Perhaps we can say that
Just as falth had its root in secular experience, so there

are many ‘secular' applications of faith; or that faith has
application in many secular situations,

20,  Ibid p.6
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5.1 Human relationships

One of the most obvious fieldswhere faith is applicable is that
of human relationships on all levels. Apart from the importance
of faith in 'normal' relationships, Freud discusses its importance
in psycho-analysis. Lynch(1973) makes the statement that human
soclety 1s faith itself.

And I do not mean thereby that religious belief,
that is to say belief in God, makes society. To
say, rather, that belief in God has a body, and
that body is the belief men have in ecach other,
and that this consitutes human society, comes much
closer to what I mean. And it leaves faith less
external to life.4!

5.2 FPaith and Education

If one defines faith in one sense as 'moving on to the unknown',
it may be a very important idea in the process of education. f
- In woxds of Bruner (1960) 'At its best a learning-episode reflects
what has gone before it and permits one to generalise beyond it'22
As yet, nothing is known about the process whereby an individual
takes the step which leads to a new discovery ¢r even gains
ingight for himself into something which he has hitherto not seen
or understood, Flavell(l963) describes cextain of Piaget's
conclugions in the following terms, 'It was an act of creative
-inspiration when Piaget hit upon the idea ...' and 'there was an
analogous happy insight in connection with ...'23 Lynch(1973) says,
see for I am finding it easier and easier to equate faith and j
imagination .... But the new drcamer, or the recompenser of 5
reality is one who dares to forge a new hypothesis and slowly '
match it to possibility'24 S

A conversation between the writer and a seven year old boy
went as follows: i
The boy was unusually quiet. !
Q. Are you a tired boy or a thinking boy?
A A thinking boy.

Q What are you thinking?

i

i

!

A, Oh, you don't think. You just sit and be quiet and |
look around you and then something comes to you and it

then you say it. 1

|

|

|

21, Lynch op cit p.57 24, DLynch op cis p.ll19
22, Bruner op cit p.49
23, Flavell op cit p.415 0
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One wonders how close this anmlysis is to the process
of creative *thought, or to the attitude of faith which Jesus
expected from his disciples in times of persecution.25

If one accepts the childs definition of thinking as
'being quiet and waiting for something to come to you', the
process would seem to have similarities to what happens, as
far as man can report it, in revelation or religious insight.
In learning in general, and perhaps we can speculate, in
revelation as we see it recorded in the Bible, relationships
are 'discovered' or uncovered' between objects, ideas, events,
which were not previously seen to have been related. This
discovery or discernment leads to the enlarging of an existing
schema, or the initiation of a new schema. The material for
the new learning experience can be presented, the members
of the set of the new experience can be favourably juxtaposed,
but nothing can enforce understanding, insight, or new
discoveries. Can we call 'being quiet and waiting for the
thing to say' faith? Is it not here that the block to learning
so often occurs? Can it be postulated that when a child has
not seen the relationship between A and B and has been made to
feel uncomfortable about his failure by teacher/himself/ his
lack of results, this results in his inability to proceed to
the next stage in the learning process i.e. the relationship
between A,B and C and also in his losing 'faith' that a
solution will occur? Fears and Jinsecurity may annul his ‘being
guiet' ‘he fears and insecurity are themseclves the opposite
of faith.

In his 'Process of Education' Bruner (1961) makes some
interesting comments on the subject of intuition. He refers
to Webster's definition of intuition as 'immediate apprchengion
or cognition' where 'immediate' is contrasted with 'mediated!
apprehension or cognitlon that depends on the intervention of
formal methods of analysis and proof. ‘'Intuition. implies the
act of grasping the meaninyg, significance or structure of a
problem or situation without explicit reliance on the analytic
apparatus of one's craft. The rightness or wrongness of an

25, Luke 12:12
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intuition is finally decided not by the intuition itself
but by the usual methods of proof!.26

He goes on to show how intuition has been most emphasised
in mathematics and physics, but points out that the same process
may be at work when the historian selects what is relevant,
or when the poet revises his poem, relying on his own, or a
critic's intuitive judgement as to which is the better version.
Where Bruner uses the word ‘'intuition' in connection with the
historian's selection of material, Baillie (1939) uses the word
"faith'to refer to both the vantage point and the selection of
material by the historian, 'I believe that a historlographer

who writes without faith produces bad history. I believe that
27

faith is quite essuntial to sound historiography'.

Lynch 197328 sees a close relationshilp between faith and
the imagination. He uses examples from literature of all types
to illustrate his understanding of faith and uses the words
'An exploration of the ironic imagination' as a subtitle to
'Images of Faith'.

From the above examples it may be concluded that there
is continv ' interaction between faith, the sacred and the
seculaxr,

Brune . (1961) makes the point concerning intultion that
‘Unfortunately, the formalism of school learning has somehqw.

devalued intuition'.z9

The writer is tempted to make a similar
point concerning the formal instruction in religion given by
church and school, Some indications of this appear in the

resulcs of the writer's research described in a later chapter.

Should RI not have a valuable educallonal role to play in
developing the concept falth whiun is so clocely linked to
intuition and imagination? Whi'u acknowledging that it is no
more possible to teach faith than it is to teach intuition, it
is possible to show from examples what faith is and how it

26, Bruner op cit p.60

27. J. Baillie, Our Knowledge of God Reprinted 1959
First Ed 1939 London OUP p.l188

28, ILynch op cit

29, Bruner op cit p.58
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has had its outworking in the lives of men and women.

6. The concept should be conducive to presentation at
various lLevels «F the intellectual development of
The child in terms appropriate to that level of
development

In his images of faith, William Lynch (1973) postulates
an account of the development of faith, drawing on literature
richly to illustrate the vaxrious stages.3o

He divides the development of faith into four stages

which he names as follows:

a. childhood ﬁ
b. the unexpected ;
C. building a present moment V
d. the movement through endless possibility i\ :
a. Childhood. Lynch relates the beginning of faith to pronises. % |

‘perhaps we can say that it (faith) comes into force ... as soon ,
as promises begin to be made to it. These promises need not .
always be spoken) He goes on to say, 'Expectations, therefore ; %
and the keeping of the image of what is promised before the mind, . .
is one of the most powerful forces in man and in faith!31 b d
Another aspect in the nature of the faith at this stage is ’ i
‘omnipotence' Lynch nctes that the first form of faith a child ; 4
develops is a faith in his own omnipotence, His wishes are ﬂ
jdentical with reality. Without this first faith, illusory
though it be, the child could not. survive.32
He also describes the child's fa.th ds absolute, without doubt ;
or despair. Its focus is on one aspect only and this becomes ! 9
the whole., But faith must be educated, 'especially if it is 1
80 strong‘33 j 1

b. The unexpected. Tt is the unexpected that provides
the o] ;ortunity for faith to be educated and move towards maturity, %; |
The c¢hild learns that it cannot always have its own way. There i
ig a clash of wills. The mothex, who initially is the main §

figure assoclated with promises, has to deny the child's wishes.
FPaith has to grow and develop in circumstances which seem to ’
oppose its growth. 'Even as the whole histery of the Jews, the |

|

30, Lynch op cit
31. Ibid pp 125,126; g
32, Ibid pp. 61 - 63 passim
33, Ibid p.lll
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child is not moving into a world of opposites, a world where he
must begin, in faith, to master the coexistence of the unexpected
and the expected and where ecstasy meets its opposites.' 34

Lynch goes on to illustrate this process in the development
of faith, this gap between the expected and the unexpected which
only faith can bridge, from the book of Job, the history of the
Jews, and the holocaust, the death and resurrection of Jesus. The
response to such situations can be one of faith or of hopelessness.
Past, present and future are significant in this stage of faith.
("t can be mentioned that in the previous stage the child has
only a very brief past, an all-significant present, and no concept
of the future within which to develop his concepts). 'One looks
back upon the past in order rightly to read, imagine and compose
the present, and the present has the power to create the future,
since an attitude in the present of faith or hopelessness affects
what the future will be.'3>

¢. Building a present moment Lynch points out that 'Questions
about the meaning of life are usually asked by those who do not
see the meaning for the present'?G It is the present set of
seeming contradictory circumstances or ideas that the ‘'grower-.
in-faith' has to make sense of, and where faith is required.

The type of religion which offers hope for the future only

with no clue as to an understanding of the present is not com-
patible with the whole tenoxr of the Scriptures. Thus the present
may be a time of movement, wrestling, doubt and conflict, but it
is the crucible out of which faith is produced. Lynch maintains

" +hat faith cannot start with serenity, although it 'moves into

serenity and the forging of one of its images.' 37

d. The movement through endless possibility. When faith has
matured as a result of its encounter and wrestling with the un-
expected, it finds a new range of infinite possibilities both
outside and within man himself which are 'far removed from
childhood images of faith., But the child's vast images are
flooding us in - ddenly real and unexpected formg.' Faith at
this stage, gver, is limited by belief in system, order and
the rationa..ty of the universe. The person mature in faith

34, ibid p.126 36, ibid  p.140
35, dibid p.134 37, ibid p.152

’
i
I
L
I
'{(
;Y
¥
L
i

i
{
i
|
|
|
{
i
j
%
i
E

e Tammis e S




kb A

S Y

71

can choose endings to forms of endlessness, with only one

caveat.: 'The limitation of infinite possibility is the promises

of God, the covenant of God'., 'Here is a binding of infinite

possibility but not of the unexpected., TFor faith knows that

the promises will be kept, but in what form it does not know'.38
Joanna Klink's (1972) account of the growth of faith is less

detailed and uses different terminology, but her conclusions

are very similar,

The process of becoming a human being is deeply inter-
woven with the cowming into being of faith'. ...'For
faith, too, congistz of a birth, a breaking away £from
the bonds with which man is bound at first, a turning
away from concentration on one's own self and a trusting
self~commitment to the Other., That is why a distinction
ie made between religiosity and faith ..... If one wanted
o make a clear distinction between the two, one might call
religiosity  the desire directed towards oneself, the urge
to return to the primitive union of the embryo and the
magical hope for a God who will satisfy us and fulfil oux
- desires. TFaith is to relinguish all this, and to turn
towards reality, to give Qngself up to God and to accept
one's own responsibility'.3

The writer finds in the epistomology of faith outlined
above interesting analogies with other disciplines, especially
those related to the psychological development of the person.

The cognitive development of the child as outlined by Piaget
shows the child at first unable to distinguish any difference
between himself and the world around him. Gradually the
distinction unfolds itself. The child impinges on the woxld
of objects and people and they in turn impinge upon him. He
learns to master his environment as the result of many encounters
between the 'expected' and the 'unexpected'. He constantly
modifies his schemata until he has a working knowledge of his
world., But there is no limit to his mastery over it other than
the nature of the world and his humanity in it.

The Psychologlst, Harris (1970)40 uses the terms Child,
parent, Adult, to describe the psychological development of
people towards maturity. He is not discussing the cognitive
development alone, but his terms could apply to the cognitive
area as well as more widely. He speaks of the 'Child' in texms

38, 1Ibid 155 paasim
39, J. Klink Your Child and Religion. adcn  SCM Press Ltd

1973 (Transiated from the uutch fourth impression

1971) pp 15-17 passim »
40 T.A. Harris The Book of Choice, New York, Jonathan Cape Ltd
1970
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comparable to those used by Lynch. He uses the term, 'Parent',

- for the authoritarian, definitive and static elements in a

person's make-up. His 'Adult' is the mature person who, in
new circumstances, has been able to resolve within himself the
conflict between Parent and Child (the expected and the un-
expected) and form a synthesis between what is best in them

in the light of the present. His definition of the terms are
not related in any way to chronological age.

Returning to Lynch's epistomology of faith, it is probably
the first three stages described by him that are most pertinent
to the child's development during his school years. The
relationship between these stages and the chronological develop-
ment of the child is very uncertain and may, if studied, turn
out to be very variable.

a. Childhood. The relationshipsin the home and with parents
especially the mother are of ultimate importance, and lie.
outside the spherc of the teacher. But the statement, 'faith
comes into force ... as soon as promises beygin to be made to it'
may have implications for the teacher as well. Promises are
made in the Scripture which are part of his teaching material.
The faith of parents is contagious without their ever
consciocusly speaking about it. But the true spark of
faith, which can leap over the experience of life, is
the story of the love of God which has become a human
reality in Christ .... In human terms the experience
in life of contact and fellowship is a condition of
being able to come to faith in God. And yet the strange
story of Jesus brings to the fore another and completely
different possibility.
The teacher is in a position to tell this story which
e signifies moxre than the greatest love of parents for their
child, and more than any religious education542 as it stands
recorded in the Bible, togoether with the interpretation which
the Bible gives, and in doing so may be academically true to
his subject matter, regardless of his own commitment to it. The
writer is awara that any subject, whether it be in the sciences
or the humanities, will be more effectively taught by one

41. Klink op wit p 28
42 Ihid p.29 passim
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enthusiastically committed to its tenets and ways of thinking,
but it is necessary to work within the limitations of the given
framework of the subject, namely that it is by law a compulsory
subject which all teachers are required to teach.

b. The stage of the unexpected is particularly important in

teaching Religious Instruction. Belief, unbelief, faith, doubt,
rebellion, hopelessness, fury (described by Lynch as faith
betrayed) all lie within the spectrum of faith. The heroes

of the Bible and the writers of the Biblical records have not
themselves been afraid to face the implications of an encounter
between the expected and the unexpected, both in their positive
and in their negative implications. (It is sometimes as
difficult for man to accept what 'too good to be true' as it is
for him to accept what is 'too bad to be true'). Moses prayed
to be struck dead rather than continue to carry the unashked

burden of his leadership of the Israelites; Job called upon God
from the depths of his doubt and despair as did the Psalmist;
the writer of Ecclcsiates was not afraid to give vent to his
cynicism and doubt. Jesus asked God why he had forsaken him.

e e e g o o i gl e st 0 525 g el i
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Teachers have often become self~imposed Bible censors and
ignored the 'dark' side of faith as it is written in the Bible,
preferring to teach it as a Readers Digest success story.

Similarly the reaction of some 'religious' people to the
encounter with the unexpected in developments in the sciences i
(especially the question of creation and evolution), technology i
and Biblical Criticism has been to flee rather than face and
'compose and recompose' schemata into which to f£it the evidence.
The writer does not assume that all scientifiic discoveries ox
developments are valid, nor that all the findings of modern
Biblical scholarship are acceptable on academic grounds. But ¥
she does believe that the challenge of the 'unexpected' must } {
be faced as honestly as possible, aud that conclusions should L l

|
!
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follow and not precede the investigation. Children are
especially good at sensing fear, evasion and lack of honesty - ' !
all of which imply lack of failth and are destructive of faith, |
both that of the teacher and the pupil.

7. Flexibllity
The voncept. 'faith', is a broad and deep concept, relevant to
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practically all types of life situations and richly illustrated
in the Bible, its deepest sense being trust in and commitment
to God which is never without its outworking in daily life.
provided the Biblical theology is clear and not allowed to be
lost, the concept lends itself to any teaching method.,
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CHAPTER 7

THE CONCEPT ORIGIN

1.1 The concept, origin, in general terms

The third basic concebt, origin, has been described as that
idea or being according to which the experiences, facts,
concepts and relationships of life are related and thereby
give meaning tc life for those committed to it. What differ-
entiates . origin in a non-religious ideology from that in

a religion lies mainly in the dimension of ritual in the sense
of prayer, meditation and worship.

The origin regquires the full identification of the believer

with it in terms of will, emotions, behaviour and intellect.
Thus the Buddhist seeks Nirvana by submitting himself to the
eight-fold path of righteousness. The Hindu seecks total
jdentification with Brahman; the Muslim complete submission
to Allah. Each aims to identify or submerge every aspect of
hig life with what he understands to be the origin.

All religions have an origin, and the concept can be used
to identify what is at the heart of each religion. It can be
used to enable understanding of the distinctive view of life
which each religion gives. But the relationship between the
origin of one religion and another is an open ¢uestion which
belongs to the field of Philosophy of Religion.

1.2 The concept,origin,in Biblical theology

The concept of origin relevant to this dissertation is the
concept God, according to Biblical theology. The first

'question is whether the word, concept, is appropriate for one

who in the Bible is always described and understood in terms
of personality, personhood, relationship and the analogy of
human relationships. It may be better to talk of the concepts
of Cod rather than the concept, God.

1t is for this reason that although origin is of primary
importance in the discussion of religion, it is only baing

handled after a discussion of the concepts, covenant and Falth.
The latter counepts embrace the iddea of relationship, the nature

of particular relationships especially that between God and man,
man's responses to that relationship and other related religious

;
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concepts. These help to set the stage for understanding
and responding to what the Bible means by God. Miskotte (1967)
says,

Not as if the covenant were a locus by itself or a
theme for a particular occasion. When we speak of
the covenant we are speaking of God, his character,
his attitude, his action. What we see and understand
of thig - in God's relationship to Noah, to Abraham,
to Moses, to Israel, to David shows a glory that
points back to the glory of God's nature ... we must
rather say that it directs our attention to the ghomer
(*keeper') himself, in order that we may see that he
is different from all other divinity, that we may see
that he is what Jesus the Messiah is, and that Jesus,
the 'one who was sent' and 'the coming_one' is the
‘very stamp of His nature'. (Heb 1:13)"°

1.2.1 Relationship |

The Bible shows God to be in a continuous ongoing dialogue

with his people and vice-versa. The nature of their God

may be misunderstood or crudely conceived, but his relationship
is never questioned. But for any origin to be truly origin,
its existence cannot be questioned. God is only known in a
relationship of commitme-.t, just as one human being is only
truly known by another in a relationship of commitment.

Casual inguiry and casual and intermittent relationships do

not enable one person to know another nor man t> know God

in the gense of the meaning of the Hebrew word 'to know'.

1.2.2 Revelation and Religious Experience

There can be dialogue between man and God only if God
initiates it. This is inherent in the nature of God. The
Bible shows God using men's minds, questions, beliefs,
experiences, the phenomena of nature, the history of nations,
and religious end cultural paraphernalia of men, in order to
enter into dialogue. Men interpret these interactions as
‘religious experience'. Thus the concepts 'revelation' and
treliglous experience' are related to the God of the Bible.

In this connectior in his Chaptor on 'The Unutterable
Name', Miskotte .(1967) makes the point

tf the 'Name' has taken on the full sijgnificance
of 'ravelation', the priLaiple reason for this is

1. Miskot:te op clt p.Ll7
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that this Name YHWH is more than the godhead,
because it has become less than the godhead. The
whole conception of 'revelation' simply cannot be
maintained if ‘one' God is not acknowledged and
recognised as the Godhead. If we 'start with' a
primary experience of the 'godhecad', and then
within the realm of this general experience proceecd
to bring out the particular, secondary features of
'our' God by putting in our own shadings, this
results in a denial of all 'revelation'. .... Just
as we never come to an encounter with Jesus by
starting with the 'Christ-spirit', so we never £ind
a determinative, central, monarchic place for YHWH
as long as we start with a general concept of the
'godhead'. The Name, the revelation, is concentrated
in a proper name. It is also the bolt that bars the
way to the theoretical kind of 'monotheism'2

And Eichrodt (1959) says,

Moreover by his own act of bestowing a name on himself
God chooses to be described as the definable, the
distinctive, the individual. In this way the faith of
Israel sets its face against both an abstract concept
of deity and a nameless 'ground of being'. Both the
intellectualist and the mystical misunderstandings of
God are rejected,3

1.2.3 Growth in men's understanding of God

The Bible records the experiences of nations and men in the
light of their understanding of God's dealings with them, The
God who acts through the judges may be the same as the God
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whom Jesus calls ‘abba', but there is a great difference between

Deborah or Samson's understanding of God and that of Jesus
or Paul. Richardson (1950) says

There is development, or perhaps we should rather
say deepening, in the various conceptions of God

at different stages of Hebrew history. ... Through-
out the Biblical records it is the same God to whom
the testimeny woints, even though in places the
testimony may be expressed in primitive and (in the
light of later insight) distorted ways.

1.2.4 God and liistory .

God is a god of history. He is the living God who reveals
himself in and through history. He acts in histowy and is
Lord of all history. 'This conceptlonof God as the God of
history is the differentiating characteristic of the Biblical

2., Ibid p.l22
3. Bichrodt  op eit p.206
4. Ed Richardson op cit p.9%0
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understanding of God, marking it off from the God of Greek
philosophy on the one hand, and from the Gods nf the nature-
religiong of the surrounding tribes on the other, 'S

It was out of the realisation that God was the Lord of history
that Israel recognised Him as creator.

1.2.5 EBEthics

God is known by what he does (as interpreted by faith) and he
requires of man ‘that his response in turn involves acts which
demonstrate his faith. Ethics falls into the category of
man's response to God, and is not a set of laws or rules 'for
the sake of man's own soul' or for 'the sake of the community',
although these may well be the by-products of man's response
to God.

1.2.6  Anthropomorphism

In the Bible God is spoken of in unashamedly anthropomorphic

terms, a fact which has caused embarrassment to more 'enlightened’

minds which have not grasped the significance of the Bible's
way of speaking of God or the singular nature of the God of

the Bible. God is spoken of in terms of the analogy of various
human relationships - marriage, family, covenant, kingship,
shepherd. His action is recognised in human experiences,
dreams, events, moral dilemmas and demands, natural catastrophes,
national disasters, joy and tragedy. His demands are concrete
and they are made in terms of the thought world (or cultural
era) of those upon whom they are made. 'The “Covenant" declares
that the Lord became man with men, not in spite of his desity,
but because of his .deity.'® Miskotte (1967) continues

The one Object, the one Life, the sublime, sovereign
God cannot possibly bacome manifest except through
rovelation, that is through incarnation, through
becoming man, entering into the existence of human
life, ccting in the dimension of human history, making
himself known in actual events =~ wherecby man tlen
?Gets7a greater fellow man, a greater hand, a greater
Cace.

5. Ibid
6. Miskotte op cit p.l1ll9
7. Ibid pp 127, 128
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1L.2.7 Jesus

Little mention has been made of Jesus in the preceding pages.
The writer belicves that i1if the conceptions of God as they
are set out in the preceding paragraphs are understood, they
lzad to an understanding of Jesus. One point which may be
worth mentioning is that it has been the experience of teachers
that when children are too soon cdornfronted with the statement
‘Jesus 1ls God' a great deal of confusion results. This may
be a statement which a child should be allowed to make when he
is ready to do so - when the ground for an understanding of
God has been prepared. The writer is aware that this is a
controversial question and detailed discussion of it is beyond
the scope of this dissertation.

The discussion of the ways in which the concept, Origin, conforms
to the criteria chosen in Chapter 3 follows:

2. The concent should bhe amongst those which are being dealt
with by scholars in the subject concernced

Many of the writings of modern theologians are directed towards
the problems of belief in God in a secular age, and therefore
involve discussion of the nature of Ged. The works of Barth,
Bultmann, Tillich and Bonhoeffer popularised by Robinson, the
latter'’s own writings and those of van Buren and the exponents
of various types of 'God-ls-dead' type theology such as

William Hamilton, Altizer, Ogden and Alistair Kee all focus in
one way or another on the nature, validity and significance

of the concept, God. At the same time, theologians like
Miskotte and Holloway belicve that distinguishing, teaching

and preaching the God of the Bible rather than the misconceptions
that scem - to get handed down by tradition is what is needed

in the present age when, 'The Gods are Silent'8 Discussion
amongst scholars revolves around the meaning of sacred and
secular, transcendence and immancence, the interpretation of
events particularly the 'Chrisgt event', and the meaning of
religious language.

One point that seems worth noting lg that however outrageous
and heretical the conclusions of the 'New Theologiang' may seem

8. Miskotte op cit p 62
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to the 'orthodox', each one had its beginnings in orthodoxy.
Atheism and orithodoxy can only be described in terms of bellef
in God. Compulsory classes in atheism in communist Russia
have no meaning without a description of the concept which is
refiected. Religious conflicts, either within the Christian
faith or involving non-Christian rcligions, which have
influenced the course of history cannot be understood without
understanding the concepts around which the conflict was
engaged.

Tt is interesting to speculate where the end point would
be if a student began, not with the orthodox Christian belief,
but with the 'final' conclusion of one of the modern theologians,
How would it be determined which one to follow? One can only
guess at the results but the process secms to have a grert deal
in common with modern revolutionary thinking that manife.us
jtself in many fields including politics, and which seeks to
sever itself from its historical origins. Lynch proposes that
faith is free to choose its ancestors rather than deny any
ancestry, or reject an unwanted ancestly.. It is not suggested
that 'orthodox' ideas of God do not need careful examination,
and that 'superstitious and wholly inadeguate ideas of God'?
which may be wrongly associateld with orthodoxy should not be
removed. It is postulated, however, that theoloyical ancestors
are necessary and that they be sought in Biblical theology.

David Attfield (1973) in arguing for a creed-cential
reiigious education contends that 'two main religious gquestions
face a modern man and putting children in a position to tackle
t' . intelligently will determine the shape of religlous
education as set out below. First comes the fundamental choice
before a modarn person between acceptance and rejection of any
general religlous worlid view. second comes the option
between the New Theology and traditional theism. In appraising
religion an educated man today must choose between the traditional
concept of God as the personal creator of the universe, a bodiless
spirit, omnipresent, omnipotent, omniscient,, and a group of
alternakive not s being currently offered as a viable
substitute' 10

9. Miskotte op cit p.62 \
10. Attfield D, 'Creed-centred Religious Education.
Learning for Living Hay 1973 pP.13
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Strawson (1969) remarks

If the aim of all education is to arouse an attitude
of interest in one's surroundings, this will include
asking about the meaning of common words. What is
the meaning of God? Here is a question which will
tax the resources of the most advanced thinker; yet .
at the same time, a question which can be meaningful y
to every stage of understanding. At least part of

the function of the teacher is to help his pupils to

appreciate the meaning of the word 'God'. This requires \
the removing of a lot of superstitlious and wholly in-
adequate ideas of God 'up in the sky', a magnified
father~figure','/n awe-inspiring judge, whi is only
concerned with noticing our faults'., It w/ould certainly
appear to be necessary for the teacher to nave thought
deeply about God before he tries to interpret the
notion of the divine to any group of children. 1l

S

3. The concept should lead to a network of other concepts
related to it or derived from it

It is not necessary to discuss this point at length. In the

first paragraph of this section the concepts revelation,
religious .experience, history, anthropomorphism (implying ! ﬁ
incarnation) and ethics were mentioned amongst others. Concepts
of sacred and secular, transcendence and immanence are relevant

here.
By definition the concept, origin, is the concept which ) i
links the believer with every point of life. ) ‘

4. A basic con. vt should be capable of presentation at !
different : "s of intellectual development aid maturity )

The discussion of this point in respect of God is far more complex |
and tentative than it is in respect of the other concepts, £faith o
and covenan! i

o e, B Y T A TR L

It was suggested earlier in this dissertation that Eruner's ;
'empty set' might be a useful type of concept classification for
the concept, 'God', where the category is given a Name before é
there is any concrete experience to ussociate with the Name. }
It was postulated that 'by a process of assimilation and §
elimination in accordunce with life experience, formal and informal g
meaning, the child gradually £ills meaning into the 'empty category’ f
or discards the word as meaningless or rejects the meaning which !
he understood the word to have, replacing it by other meanings',
and the example was given of a child acguiring the concept,computer.
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The difference between a child acquiring a Name - experience /
meanling type concept such as 'computer' and a concept like
God, is that the former has a tangible, visible and audible
existence whereas the latter exists only in interpretation and
evaluation of experience. The appropriate response to the
ccncept, 'computer' is comprehension, whereas to the latter it
is commitment.

'"Where do ideas of God come from? They come very slowly

112 'Tdeas of God grow and change

from our living and thinking
very slowly as pecple live and wonder about this world of ours.

People cannot seem to help wo ing and tryirs to understand'.

Goldman has shown that children's ideas of God develop in
a way that is roughly parallel to the stages of cognitive
development postulated by Piaget. But it is still vncertain
how the concept is acquired; what makes for change from one
stage to another; what is the relative importance of home,
church, school and other environmental factors; what is the
relationship between affective, cognitive and volitional
elements in the child's development.

A study of the Bible shows that here too we have the
record of an idea of God that developed 'slowly £rom living and
thinking', or. as orthodox theolngy would express it, 'God
revealed Himself'. The Bible also shows, as Richardson says,
'there is a development, or perhaps we should rather say
deepening in the varying conceptions of God at different stages
of Hebrew history'. It is tempting to see a parallel between
the development of the idea of God in the life of the individual
and in the life of the people of God. One sees in the latter
a continual process of assimilation, rejection, rearrangement,
reinterpretation (even re~naming), reassesment of the elementg
of experience, interpretation and evaluation which make up
the set, God. At the same time it must be recognised that
our knowledge of the development of the concept of the God oif
the Bible and of the development of the idea of God in the
life of the individual pertains to a particular reliylo -
culitural environment. We are not in any position to

13

12, E.F., Hunter Conversation with Children, Boston, Beacon Press

1961, p.43
13. 1hid p.39
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say that what we notice in respect of the Biblical religion
and of the Western-European mind is characteristic of all

religions and of all people.

T+ would seem that each new development in the people-
of~God's understanding of God occurred in conjunction with a
crisis of faith where the expected met the unexpected. Sometimes,
as in the Exodus, the Exile or the coming of Jesus it occurred
on a national ox community level: Often it occurred in the
1ife or the individual. Very often it was left to the individual

to interpret the experience of the dgroup.

From this one might conclude that one of the most important
attributes of a religious educator, is that he himself should
not be afraid of his own crises of faith, and should not try
deliberately to stifle or prevent those that ars occurring in
the lives of the children. Joanna Klink (1972) includes various
comments in a section headed ‘Doubt!, which suem pertinent here.

She quotes J.H. Huijts as saying,

The uncertainty about faith which can nowadays be
observed in many teachers is largely due to the rigid
way in which religious education was undertaken in the
past. And L. Kuylman-Hoekendijk says, 'with regard

to the equipment which we provide for oux children as
parents, they must be ready and able to endure tensions.
They must find uncertainty, lack of clarity, change and
conflict quite normal.' & further statement along
similar lines is made by H.C. Rimke who says, 'l am
convinced that if we do not make room for doubt, then
our faith becomes inexorably ossified and the words we
use are gradually deprived of their significance and

of their power to move us. It seems paradoxical but

o be unable to sustain positive doubt is a hindrance
in the development in the life of faith.'14

In the Bible we have recoxds of the expected meeting the
unexpected and the resulting crigses of faith in the life of the
nation in history, politics, the attraction of other religions
and gods, morals, and in the 1life of individuals in pergonal
crises involving failure, guilt, death of loved ones, meeting
the call of God, obeying his communds, doubt, rebellion, new
insight into old situations, and so on. Faith grows out of
each of these cuises and with it grows the knowledge and
understanding of God, the object of faith.

14, Klink, op cit pp 234,235
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It is important to remember that whether we are speaking
of the individual's religious development or that of the people
of God it is left to the community to give the initial intexr-
pretation to the experience even if this initial interpretation
is later discarded in favour of anothei one. The cultural

dimension cannot be ignored.

The writer would like to make the following -

conclusions on the topic:

1. That the concept, God, is capable of being presented
at different levels of intellectual . development and
maturity is attested by the questions and comments of
children recorded by Edith Hunter, Joanna Klink,
Vviolet Madge and others and the questions and comments
that lead to highly trained and developed minds wrest-
ling with the questions of modern theology.

2. There is evidence that children's and adults' ldeas of
God develop and mature unless something has happened !
to inhibit the development. :

3. There is evidence of development in the conception of
God recorded in the 0ld and New Testaments.

i g S A e o g S5 o At

4. Crises of faith often accompany the acceptance of new i
conceptions of God. ;

5. Attemphts to approach the concept at appropriate levels I ,
of development or to lead children o reach their own h |
conclusions for a particualr stage of development have :
thus far been very tentative and of an experimental
nature. g

|

5. The concept should allow for further development and be g E
applicable under broader conditions than those under t i
which it made its first appcecarance ! z

1

If one understands life to consist of an indefinite numb r of B
elements such ag human relationships of all types, nature, the !
physical universe, sclence and its discoveries, politics, ;
education, the arts, emotions, material possessions, technology, f

eto. then relates God to life by means of a Venn diagram, the
following are possible relationships:

Note: L represents Life
G represents God

IR
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Taking Figs. 4 and 5 as the most valid representations for the
relationship of the God of the Bible "o life, it follows that 4
every aspect of life can be related to God and thus God is {
relovant and may choose to reveal himself in any aspect of life. )
This results in two main problems for Religious Instruction.
1. The relevance of the concept is too wide and can be t
approached in so many different ways and from so many :
angles that the end result of the inguiry is more i z
likely to be confusion than clarity. This seems to the .
danger in some of the ‘thematic' and '1life experience' co S
types of approach. . i

2. A rigid and authoritarian Christian interpretation can .
be placed on life which confines and inhibits it, as !
has been shown in Christelike Nasionale Onderwys.

Tt is fer this reason that it 1s suggested that pupils explor
the limited 'section' of life recorded in its relation to God

in the Bible and work towards the broader implications in time, %; 1

space, culture and history. This does not imply that they |

should not begin from thelr own experience as where these are
analagous to or can be related to thoge recorded in the Bible.

The discussion in the preceding pages shows that one of the problems
in dealing with this concept is excessive, rather than too little,

|
) K] (] ; +
6. Flexibility §
|

i
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CHAPTER 8

THE RESEARCH
CONCEPT AND METHOD IN THE CLASSROOM : TWO INVESTIGATIONS

One of the perennial questions that arises in Teacher Training
is that of the relative importance of coiitent and methodology,
in the teaching of a subject. The answer which Concept
Methodology gives to this question is that the two are inter-
dependent -~ the content and structure of the subject determines
the methodology, which in turn aims at imparting a clear
conceptual -understanding of the structure, basic ideas and
ways of thinking pertaining to the subject. No methodology

is possible until the teacher has a clear grasp of the subject
as a whele. At the same time, a clear understanding of the
subject enables those methods to bt selected which are most
appropriate to imparting its bkisic ideas.

Assuming that concept and methodology are inter-dependent,
reseacch in the classroom followed two lines. On the one hand,
the methods used in the classroom in English-Medium State
Primary Schools in the Transvaal were observed to discover
what conclusions could be drawn concerning the concepts
taught. The results of this investigation are described in
this Chaptexr. On the other hand, an attempt was made to
establish what concepts were held by Primary and High school
students towards the end of theitr periods at Primary and High
schools respectively, and by College students towards the end
of their course in Religious Instruction at the Johannesburg
College of Education. The results. dre..analysed in the following
Thapter”,

INVESTIGATION 1

1.1 Nature of Investigation

First year Training College students commented in
writing after their three week period of Teaching Experience
in Primary Schools on the teacher's approach to the teaching
of Religious Instruction, and what gquestions the children
asked during the course of RI lessons.
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No schools were mentioned by name. It 1s therefore not possible
to distinguish between government and private schools except
to say that gigﬁﬁll percentage of students visits private

schools for their teaching experience.

The 144 students who wrote down their comments were from
six College groups. One of the groups consisted of Junios
Primary students, whose comments refer to classes from Grade I
to Standard I. No notable difference emerged between their
comments and those of Senior Primary students so that i. is
not necessary to consider their remarks separately.

Most comments were brief - about three to six lines. A
few extended to half a page. The comments were informal and
spontaneous. The students were not aware that the material
was to be used for research purposes.

1.2 Classification of Results

1.2.1 56 replies (39%) yielded insufficient information
on teaching methuds for the following reasons.
1. Uninformative~ 23 replies (l6%) were vaguely
worded or did not give the requested information.

2. Subject not taught 11 students (8%) stated that
the subject was not taught, but did not give reasons.

3., Subject teaching~ 6 students (4%) did not observe
RI lessons because the school to which they were
allocated practised subject teaching.

4. No comment= 16 students (11%) simply wrote 'no
comment' on their papers.

1.2.2 88 replies (61%) gave information regarding the teaching
method used. These replies were classified as follows:

1. The Story Method~ 67 students (48%) mentioned some
version of the use of the 'Story Method'

2, Other Methods- 9 replies (6%) mentioned methods
other than the story method.

3. Unspecif.ed Method~ 12 replles (8%) indlcated that
thehsubject was taught, but did not specify any
method. :

R
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TABLE 1 INVESTLGATION 1 : ANALYSIS OF 144 STUDENT TEACHER
COMMENTS ON R.I. TEACHING METHODS

Comment Uninfor-~ Subject Subject No The Other Unspeci~

mative not - teaching comment story methods fied
taught method method
% 16% 8% 4% 113 48% 6% 84

1.3 The Use of the Woxrd, 'Story'

The comments were again analysed to determine the number
of replies in which the word, 'story', occurred at least once.

Of the 144 replies, 31 were ignored because theilr answers
fell into the categories, 'No Comment', 'Subject not Taught',
'Subject Teaching'.

This left a total of 1l4. These 114 replies yielded the
following information:

a. The word 'story' mentioned at least once: 67,5%
b. The word 'story' not used but strongly implied: 7%
Co The word 'story' not used: 25,5%

TABLE 2 THE USE OF THE WORD 'STCRY'IN 114 REPLIES

Analysis ‘'Story'mentioned Word 'Story' Word 'story’
at least once implied not used

% 67,5% 7% 25,5%

Of the replies in which some definite method of teaching RI is
deccribed, 89% referred to some variation of the story method,
and 11% mentioned other methods.

TABLE 3 ANALYSIS OF STUDENTS' COMMENTS REGARDING METHODS

USED TO TEACH R.I.

Story Method 89%

Other Methods 1l%
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1.4 The Story Method
The replies describing the story method fell into four

categories.
1.4.1 Bible read: the story was read from the Bible.

1.4.2 children's Bible read: the story was read from the
Children's Bible, or a book of Bible
stories.

1.4.3 Story related: the story was told in the teacher's:

own words.

»

1.4.4 Gtory read: the story was read from the Bible or a
book of Bible Stories; the student did
not specify which bock was used.

In most cases the story was followed by some type of
activity during the lesson pericd. An analysis of the four
categories of the story method and the various types of
activity following them appears in Table 4.

TABLE 4: ANALYSLS OF 'THE STORY METHOD' AND METHODS OF

CONSOLIDATION OF 'THE STORY METHOD'
FIRST INVESTIGATION 1970

89

METHOD Bible Children's Story Story No of %
read Bible read told read Instances

ORAL ACTIVITY

Explanation

of story 4 4 4 2 14 21

Teachex

recapitulates 0 0 1 1 2 3

Teacher asks

factual quests 1 6 0 2 9 13

Children ask

questions 0 1 0 1 2 3

Teacher tests

in depth relevance O 3 6 0 9 13
36 53%

WRITTEN ACTIVITY

Pupils copy notes 3 4 3 1 11 16

Pupils colour in 4 5 2 13 19

Verse topied and

learned 4 0 2 0 6 9
30 44%
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TABLE 4 (continued)

METHOD . Bible Children's Story Story No of % .
read EBible read told read instances ‘

CULTURAL ACTIVITY

Dramatisation 0o 1 3 0 4 6
Handcraft,poems 0 o] 1 o] 3
Hynmn 1 0 0 0 1 1

6 9

VISUAL AIDS

Flannelgraph 0 0 1 o 1l 1 ; |
Pictures 0 0 7 0 7 10 : !
]

§ 12 ; @

NO_ACTIVITY 0 5 0 3 8 12 } f

One criticism of these results is that they are cbtained

from untrained observers. :

Arising from the analysis the following comments may be

made.

i it b S S P rod

1. Tn 88% of the cases some attewpt was made to consolidate
the story. |
Tn 12% of the cases the !.sech consisted only of reading oo
the story. ’

2, Oral activity tended to L@ teacher orientated. |
)k

3, Apart from drawing, most written activities consisted of
transcribing (copying notes, verses, or colouring plctures)

4. Little use was made of cultural activities (6%) or visual
aids (11%)

|

|

|

1.5 Other Methods |
7 9 out of the 76 replies mentioned'other methods', but they ;

did not give sufficient information to enable an analysis of |
‘other methods'. |
6 comments implied some version of the 'Story Method', \

2 comments referred to Dramatisation. and the use of a Thene.
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2. Analysis of general comments made by students

Apart from information on methods used in teaching, students'

comments fell into three broad categories:

2.1 The Teacher

2,2 The Pupils

2.3 Religious Instruction as a subject, and the teaching
of Religious Instruction.

Sixty such comments were analysed.

A selection of quotations from students' comments appears in

Appendix A.

2,1 The Teacher

7 comments referred to the teacher. All of these tended
to be negative, rxeferring to lack of knowledge, interest and
stimulation. One c.iticised a 'too spiritual' approach
on the part of thz teacher.

It should Lo remembered, however, that favourable comments
under the headings, 'The Pupils', and 'The Subject', Religious
Instruction', refer indirectly to the teacher and help to
halance the negative remarks.

2.2 'The Pupils

24 comments referred to the pupils, mostly focussing on
their reaction to the subject.

2.2,1 Favourable Comments- 17 comments referred in favourable
terms to the pupils' snjoyment of various asp 'ts of the
lessons. 3 spoke of RI uas being the favourite school
subject.

2.2.2 Unfavourable Comments~ 3 remarks referred to boredom
and lack of stimulation on the part of the pupils.
5 mentioned lack of understanding by the pupils and
of opportunity to ask questions.

2.2 The Subject, Religious Instrugtion

29 comments referred to the subject, Religious Instruction.
On the whole there were fewer favourable commeuts on this topic
than the previous one.
2,3.1 Favourable Comments - 8 students gave a favourable
pic¢ture of R.I. teaching, mentioning the emphasis

given the subject in the school and the pupils’®
enjoyment of the lessons.
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2.3.2 Unfavourable Comments - Most of the remaining remirks
referred to problems or the low status of R.I.

9 students mentioned boredom and lack of stimulation
as the main aspects of the R.I. lesson. 9 referred

to the low status of R.I. as evidenced by the low
priority given it amongst other subjects, or its total

omission.

2.4 Teaching Aids

There were very few references to the use of teaching aids.
Two mentioned the use of maps and charts. One student remarked
that insufficient teaching aids were used. It appears that the
general practice was to show the class illustrations of stories
as they occurred in the Bible story books.

2.5 Questions asked by pupils

15 out of the 114 replies nentioned specific guestions or
the type of questions asked by pupils. These fell into the
following types:

2.5.1 Factual Questions These questions involved information
such as the names of people, or the seguence of or
reasons for certain events.

2.5.2 Questions on Interpretation These gquestions involved
the Eruth of events, especially those of a 'miraculous’
nature.

2.5.3 Theological Questions These questions involved the
Tature of God, Christ and certain religious symbolism.

3. Investication 2

3,1 wNature of the Investigation

On a second occasion four years later a group of first year
students made observations in writing on the teaching of RI
during their three to four week period of Teaching Practice.

The comments were made in a formal assighmcnt and were thus ...
less spontaneous and more carefully phrased than those described
in the previous Investigation. They were not asked to mention
questions asked by pupils.

72 students took part in this exerclse. 4 replies were
unsultable, leaving 68 replies to be analysed.

3.2 Analysis of Methods used in teaching RI

Oof 68 replies, 54 (79,4%) described some version of 'The
Story Method' and 14 (20,6%) mentioned other methods.
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3,3 Analysis of 'Story Method'

"The Stoxy Methéd' was divided into the same categories
and analysed in the same way as that used in Investigation 1.
Tn this Investigation all students specified the source
of the story when it was read.
The analysis is given in Table 5

TABLE 5. ANALYSIS OF 'THE STORY METHOD' AND METHODS OF

CONSOLIDATION OF'THE STORY METHOD' -
SHCOND INVESTLGATION 1974

METHOD Bible Children's Story No of %
read Bible read told Instances

ORAL ACTIVITY

Explanation of

stoxy 7 3 1 1l 20

Teacher

recapitulates 4 2 3 9 17

Teacher asks ‘

factual gquests. 6 10 3 19 35

Teacher tests

in depth

relevance 3 5 0 8 15

Children ask

questions 0 1 0 1 2
48 89

WRITTEN ACTIVITY

Pupils copy notes 9 9 5 23 43

Pupils colour in 6 12 6 24 44

Pupils copy verse

and learn 5 5 5 15 28
62 115

CULTURAL ACTIVITY

Dramatisation 1 1 1 3 6

Handcraft, poem 0 o 1

Hymn 0 0 0 0 0
4 7
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TABLE 5 (continued)

. METHOD . Bible Children's Story No of 3
.. read . BHBible read told Instances

VISUAL AIDS

Flannelgraph 0 o o 0
Pictures 0 1 1 2 4
Film ) 1 o 1
3 6
NO ACTIVITY 1 o o i 2
1 2

An analysis of the second investigation leads to the same
conclusions as were made in Paragraph 1.4 concerning the first
invesﬁigation. The correlation between the two sets of results
is 0,74. The scattergram in Table 6 shows the relationship
between the two sets of results.

‘3.4 Other Methods

14 students referzred to the use of methods other than the
story method, although in two instances the story method is
strongly implied. Of the remaining 12 instances, only two
mention what may be described as a teaching method, namely that
of using a £ilm or film strip to precede a discussion. One
refers to pupils taking turns to rexd a verse from the Bible
and explain it.

The remaining 10 do not describe any specific teaching
method, In some it is implied that some teachers were using
various ways of ensuring some sort of written record in
pupils' books without direct teaching of the subject.
Illustrative comments will be found in Appendix B.

3.5 Analysis of Comments

Comments were classified in the same categories as those
used in the previous investigation, viz. The Teacher, The Puplls
and Religlous Instruction as a subject and the teaching thereof.
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The Teacher 29 Comments referred to the teacher.

Positive 4 students commented favourably on the
foacher's handling of the subject. Enthusiasm,

lack of rigidity, a sense of the importance of R.T.
lessons to life situations emerged as qualities of '
a good R.I. teacher.

Negative 7 students commented on teachers avoiding
feaching the subject for various reasons: the
pressures of other subjects were too demanding, the
teacher belonged to a sect and preferred not to

teach the subject, the teacher preferred not to teach
the subject - no reasons were given.

14 comments referred to lack of interest, 2 to lack

of knowledge. There were also references to
unstimulating methods, ‘the intrusion of the teacher's
personal religion and two instances of hostility to
the subject on the part of the teacher were mentioned.

The Pupils 18 comments referred mainly to the pupils
and their attitude to the subject.

Positive No students commented positively on the
response of pupils to the subject, although it is
obvious from some of the quotations in the previous
section that not all pupil response was negative.

Negative

Distinterested and Unstimulated

10 students commented or lack of stimulation and interest
by the pupils in the subject. The word 'boredom’
featured often.

.Antagonistic

5 comments referred to attitudes more negative than
disinterest, using words like ‘hated', 'had built a
barrier' and 'bored dislike'.

Home Background

2 students mentioned that the home background of the
pupils did not offer much encouragement to religion.

The Subject, Religious Instruction

71 comments referred to the subject as a whole, teaching
of the subject and reaction to it., The trend in these
commants is very similar to that in the previous
investigation and complements statements made about
teachers and pupils.

positive The 5 positive remarks refer to attempts to
Y56 @ variety of methods and stimuli, to relate the
Bible to everyday life and to involve puplls in
discussion.

Negative comments were numerous.

Low Priority There were 15 references to the low priority
given to RI by teachers.

Waste of Time 1In 4 instances the phrase 'waste of time!
was used.
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Understanding Disregarded In 7 instances students
remarked that there was no attempt to ensure that the
pupils understood the lessons.

Uneducaticnal 12 comaments referred to procedures which
the students felt had no educational value. These

included colouring pictures which had been poorly reproduced,

memorising verses or passages which were not understood
and drawing pictures.

4, Conclusions

Although there is evidence that some teaéhers teach the
subject in a stimulating, interesting and educational way, this
is the exception rather than the rule. The impression given
by many students is that often teachers were floundering in
their handling of the subject; they attributed this %o various

causes, amongst which they mentioned laziness, lack of knowledge,

lack of enthusiasm and the pressures of a time-~table where they
regarded other subjects as deserving greater priority.

From the comments, it seems that teachers often ignore
the 'Suggestions in connection with Method' in the Introduction
to the Syllabus for Religious Instruction which refer to aids,
use of other selected Christian literature and knowledge of
historical, geographical and archaeological background.l

The fact that students are inexperienced and tend to be
idealistic may bring an over-critical note into thelr remarks.
It may be necessary to make allowance for this. In order to
put the subject in perspective, it may be worth mentioning that:
1. In the opinion of the students RI was not the only subject

which was indifferently taught, but that the same in-

difference and uneducational techrnigques applied to the
teaching of other subjects.

2. Differences in interpretation occur in disciplines other

than RI, or, at a more advsnced level, Theology and Biblical

Studies. A Primary School subject in which differences of
interpretation occur is History. At a more advanced level,
there 1s hardly a subject which does not have its schools
of thought and interpretation with opposlng opinion even
on what is basic to the subject.

1. Handbook of Syllabuses for the Primary School. Published 1964
Syliabus for Religious Instruvction, Introduction, pl7 paragraphs

3,4,%,8 .
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4.) Relationship between Concepts and Method

At the beginning of the Chapter, the opinion was expressed
that there was a close link between concepts tauwght and the
methods used, and that each should give a clue to the under-
standing of the other. One of the points which has emerged

. in  Primary Scheools
most strongly from this study is that,the mé%hod used almost
to the exclusion of others is the 'story' method. What can

be deduced from this as tc the concepts learned?

Before an attempt is made to answer this guestion, the
writer would like to make certain observations.

1. In the Introduction to the Syllabus for Religious Instruction
the following statements are made:

Paragraph 4 (pl7) *As faith is founded upon knowledge
and firm belief, it is essential that the pupil should
be made thoroughly familiar with the contents of the
Bible."

Parahraph 6 It is most important that the nature of, and
the d°“ferent stages in, the desvelopment of the growing
chil. . especially the concepts of religious matters, should
be taken into consideration in selecting and handling the
lesson material.

Paxagraph 6 It is most important that the nature of, and
the aifferent stages in, the development of the growing
child, especially the concepts of religious matters, should
be talen into consideration in selecting and handling the
lesson material.

The rationale for the Syllabus is contained in Paragraph F.

Subdivision of the syllabus (Page 19), which states:

1. The Material has been divided into three concentric

cycles, viz; Grades I and II, Standards I and II,
tandards III and IV and a separate syllabus fox

Standard V. The work in each successive cycle, that is,
Sstandard I in succession Lo the work of Grade I, and
Standard III in succession to the work in Standard I, is
not merely repetitive, but it so chosen that it may be
supplementary and extend the pupil's knowledge. The
samte holds for the work in Grade II, Standard II and
Standard IV.

It can be seen that most material is repeated at least three
times. It is expected that supplementary material be ilncluded to
extend the pupll's knowledge in each successive repetition and
that the end result of the repetitive approach should be 'the
pupil should be made thoroughly familiar with the contents of the
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Bible'.

2. There is minimal indication in the remarks by the students
of any difference in content or methols between those uged
by Grade I teachers and those used by Standard V teachers.
This statement must be qualified by two factors:
a. Students observing Junior Primary Classes form a
small percentage (about 10-12%%) of the total group.
b. Students were not asked to state which Standards they
had observed.
It was clear that little effort is made to extend older
children in any way, or to take into consideration cognitive
development ¢ concepts of religious matters pertinent to them.

3. The concentric syllabus with its repetition and development !
is aimed at ' producing in pupils 'a sound Biblical knowledge
upon which faith can be based.'

It appears that 'sound Biblical knowledge' is interpreted
by many teachers to mean 'knowledge of certain names, places
and events connected with various personalities in the Bible.'
It is doubtful whether even this is achieved. The following
comuent by a student anticipated the results of one of the i
tests described in the chapter which folilows. 'This of course
was very uninteresting,although the children always seem to
pay attention in class. I was very surprised that they did ¢

so _badly in their tests hecause they always appeared to attend
in class' (Underlining by the writer). A test, which will be
described more fully in the next Chapter, tested six items of
Biblical information at a low cognitive level. The Standard V :
pupils tested achieved poor results.

Returning to the question of what can be deduced from the :
use of the 'story method' regarding the concepts taught, it is
unlikely that it produces the type of knowledge of the contents i
of the Bible on which faith can be founded, if faith is under- ;
stood in the sense in which it has been defined and described in '
Chapter 6, viz. the response to the type of concept which includes |
interpretive and evaluative elements. This conclusion 1s based |
on the Analysis of the Story Method contained in Tables 4 and 5.
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A student remarked, 'This type of lesson (Bible reading,
factual guestions and illustration) is like placing a bowl of i
porridge in front of an infant but forgetting to show it how
to eat,' Proponents of teaching by concepts are adamant that
without guidance pupils do not place items of informaticen
into a conceptual framework. In other words, they do not ,
belicve that teaching pupils a number of details pertaining
to the subject automatically enables the pupils to gain mastery
over the concephks of the subject. Part of the task of the f g
educator is to wse inductive or deductive methods to guide % '
pupils to place items of knowledge within a framework of the
concepts of the subiect. A subject which is taught as a set
of items of information on various topics is likely to equip
pupils at best for answering mestions on guiz programmes.

Doris Hill's statement quoted in Chapter 2 state$ tsubject
matter is more than a list of facts about persons, places and ' m
]

|

|

events. To "know a subject" is to be able to state or use ; §
at least some of the major ideas and characteristic ways of {
thinking that belong to that field.* The methods used at
present to teach RI in English speaking Primary Schools seem !
_unlikely to produce that type of knowledge of the subject. i ]

The writer concludes that in the light of evidence of
methods described in this chapter it is unlikely that RI ;
teaching in the Primary School consciously promotes undex-
standing of concepts.
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CHAPTER 9

1. THE TEST

1.1 Objectives of the test

A guestionnaire was devised to attempt to derive some
information on the following subjects:
1. Relative influence of the home, church and

school in the religous edHc§t$oq of pupils
and students. " o

2. " In what way pupils and students understand
religion, and their attitude towards it.

3. To what extent pupils have developed concepts
of God, covenant and faith and what is the
nature if their concepts.

4, To what extent nupils' concepts of God, covenant
and faith are d. ‘ived from the Bible, in parti-
cular that Biblical material in the syllabus which
should have been taught.

5. Extent to which recognition of Biblical information
is influenced by adding a conceptual dimension to
the information given.

6. Extent tn which 'secularisation' has affected

the religious thinking and attitudes of pupils
and students.

The questionnaire will be found in Appendix C, and the
full table of results in Appendix D. In the analysis which
follows, the numbers refer to the numbers of the questions or
sections of questions in the original questionnaire.

The methed of using a questionnnaire in preference to other
methods of testing was used (a) because it enables a widex spread
of opinion to be tested in the time available, (b) because it
involved least disrupbion in the school time-table and () it
facilitated the collection of data on a wide range of topics.

1.2 Testees

The test was administered to three groups: Standard 5,
Standard 9, and First Year College students. The testling took
place during the f.rst two weeks of October. The grnups were
chosen for the following reasons:

standard 5: This is the final year of the Primary School and
testing at this stage and towards the end of the year would
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enable some assessment to be made of the effects of seven
years' teaching of the Primary School syllabus.

Standard 9: This is the penultimate year of the Hich School.
Although it might have been preferable to test pupils in theixr
last year of ‘Iigh Schdol it was felt by the writer and the School
Principals that the time of the year ch.osen for the test was
rather close to the Matriculation examination and would cause
inconvenience in the schools concerned. They expressed the
opinion that there would probably be little difference in the
results between Standard 9 and gtandard 10 pupils. Testing
Standard 9 pupils would give a reasonable guide to what had
been achieved in their religious education in their high school

years.

First Year College Students: All First Year College students
receive a compulsory concentrated course in Religious Instruction
which comprises eighty periods of forty-five minutes each,

unless they specialise in the subject Biblical Studies. This

is the last formal instruction they receive before they axe
required to teach the subject in the Primaxry Sschool when they
qualify as teachers at the end of three or four years at the

- College of Education. BY the time the tecting took place they
nad covered between 85% and 95% of their course in Religious

Instruction.

Pesting this group offered the following opportunities:

a. To examine somé attitudes, concepts and knowledge
held by a group of teachers in training a time
when their involvement with the subject was at a
peak. The fact must be taken into account that
further changes in any direction might take place
during their remaining two or three years at the
College.

b. To compare their attitudes, concepts and knowledge
with those held by the other groups; particularly
the Standard 9 group.

Any comparison would have to take into account the following

factors:

1, The College group is a specialised group in that all
its members have elected to be teachers.

2, The male/ femal. ratio in the College group is totally
out of keeping with that in the cther two groups.
3. The College group had undergone a concentrated course

in Religious Instruction given by qualified personnel.
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1.3 Choice of Schools and College Groups

Three Primary Schools in widely differing socilo—economic
areas were selected. Primary School 1 (lower) was in the lowex
income artisan class area; Primary School 2 (Middle) in an
area where parents might be expected to have fewer financial
problems and were better able to feed and clothe their children
as well as provide them with 'extras'. Primary 3 (Upper) was
in an affluent area, with maximum socio-economic rating.

The high schools chosen were those which corresponded
both geographically and socio~economically to each of the
primary schools. Thus a proportion of children in these high
schools might be expected to have attended the primary schools

used in the study.

Approximately equal numbers of Junior Primarxy and Senioxr
Primary College students were tested. Junior Primary students
are those who will eventually teach Grade I, Grade IT and
Standard I pupils. Senior Primary students will teach pupils
from Standard II ‘o Standard V.

1.4 Acadenmic Ability

I.Q. figures were not available, and the research relied
on an impression by the class teacher, conveyed verbally, in
order to establish the level of academic ability of those tested.
Spelling and language usage were also noted as indications of
academic ability. The Primary School sample in particular

reflected a wide range of academic ability. This was less true of

of the Standard 9 group where the fact that they had reached
that level of education in itself was an indication that the
group was to a certain extent a selected group. The same remar.
apples to the College group.

1.5 Number of Pupils and Students Tested

This is shown in the following, Table 7, where the words
LOWHR, MIDDLE and UPPER are used according to the definition

in 1.3
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TABLE 7

Number of FPupils and Students Tested

LOWER MIDDLE UPPER TOTAL
std 5 64 65 44 173
std 9 38 50 67 : 155
College o124
Total 452

1.6 Age Digtribution of Testees

This is shown in the followi « tables:

IABLE 8a Std 5

Age 1l 12 13 14

Numbex

of

Testees 4 95 68 6
Total 143

TARLE 8b std 9

| Age 15 16 17 18 Age unknown
No of
Tesktees 9 91 45 7 3

Total 155

PaB”E 8¢ College

Age 17 18 19 20 21 over 21  Age unknown

No of

Testees 8 66 27 10 2 4 7
Total 124

TABLE 8d Age Distribution of Total Sample

Age 11 12 13 14 15 16 17 18 19 20 21 ovex age
, , » . 21 unknown
No »f
Testees 4 95 6° 6 9 91 53 73 27 lo 2 4 1o
Tutal 457
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1.7 Distribution of Sexes in Sample Tested

This is shown in the following table

TABLE 9  S&% Distribution in Sample Tested
Sex 'Male g .. Female .. % . Not stated %
Std 5 84 48,6 87 50,3 2 1.1
std 9 80 51,6 72 46,5 3 1,2
College 13 10,5 111 89,5 0 0,0
TOTAL 177 39,2 270 59,7 5 1,1

1.8 Administration oi tho Test

Permission was requested from and granted by the Transvaal
Education Dcpartment and the Principals of the Schools and
College to conduct the Test during a Religious Instruction
period in the time-table of the class concexrned.

all tests were conducted by the writer. In ecach case she
was introduced to the class by the regular teacher who then

withdrev.

The purpose of the test was briefly explained and the
following poirts emphasised:

1. The pupil was not required to put his/her name
on the paper. Thus there would be no repercussions
for 1ill considered answers.

2, In very few cases wag there a correct answer; all
opinions were valid, and honestiy of response was
of the greatest importance to the investigation.

3. There was no compulsgion whatsoever to £111 in the
¢questionnaire and point No 3 in the preliminary
written instructions was emphasised, viz. 'If
there is a question that you do not understand, ox
of there is one that you do not wish to answer,
then leave it out. Go on to the next ¢uestion.’'

4. Pestees were invited to add comments if they found
it necessary or desirable to clarify their point
of view.

5. Testees were permitted to ask questions of. the

supervisor to clarify nmeaning, but were not permitted
to discuss anything with other testees.

tm" e e
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1.8 (continued)
6. Jewish testees were permitted to omit any gquestions
which had a specific Christian meaning if -they were
unqualified or unwilling to answer them.

1.9 Attitude of Testees towards the Test

The majority of testees appeared to regard the test as a
novelty and a welcome change from routine. Erom observation
during the test and from remarks written on the test papers,
their attitudes ranged from neutrality to enthusiasm, Co~
operation, and the greatestanxiety to please were displayed by
the 'Lower' class Primary School children. Unwillingness and
disinclination to reveal his beliefs was only explic{tly
stated by one Std ¢ boy, who nevertheless continued to £ill
in the guestionnaire.

1.10 Time Taken to Complete the Test
Most testees had completed thequestionnaire after 35

minutes. A small proportion in each class needed an extra
10~15 minutes to complete the test. The less academically
able class in the Lower Class Primary School toock longest
to complete thequestionnaire and showed most uncertainty in
.understanding the questions.

2. ANALYSIS OF RESULTS

2.1 Agencies Involved in the Religious Education of Young People

As is'well known, three agencies are involved in the
religious education of children: parents, the church and the
school. It was nccessary to attempt to obtain some indication
of the influence of each.

2.1.1 The Church

2.1.1.1 Denominational Affiliation

Amongst the 452 subjects tested were represented 33
jdentifiable denominations and a further 4 groups which could
not be identified as dencminationg as such. These were those
with no church affiliation, those who called themselves Jews
or Christians but did not identify themselves with a particular
group within those religions, and those whose alleglance lay
simultaneously with more than one denomination. In some cases
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it is possible that subjects have referred to the same
denomination by two different names e.d. by Pentecostal and
Assemblies of God they may have meant the same denomination.
The writer has adhered to the name used by the testees,

The distribution of members of denominations named in
this sample which were represented by 5 or more members is
shownni in the table below.

TABLE 10 Distribution of Members of Denominations
with 5 oxr more Members
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Those denominations which had fewer than 4 members represented
in this sample are listed below

Depominations with fewer than 4 members . - . .
Name of Denomination No of Members
Apostolic 1

Apostolie Faith Mission
Assemblies of God
Christian Scientist Church
Ecumenical

3
3
2
2
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Name of Denomination

Free Baptist

Full Gospel
Hervormde
Interdenominational
Invisible Church
Methodist / Roman Catholic
Mormon

01d Apostolic
Plymouth Brethren
Protestant

Quaker

Salvation Army

School of Truth
Seventh Day Adventist
Undenominational

These 20 denominations account for 6,4%

No of Members
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of the total sample.

The 452 testees. used in this test were divided into 17

separate classes.

number was 12.

TABLE 11 DISTRIBUTION OF DENOMINATIONS AMONG CLASSES

IN SCHOOLS AND COLLEGE

The smallest class consisted of 12 pupils,
the largest class was made up of 44 pupils.The smallest number
 of denominations represented in any class was 6, the largest
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It is interesting to examine the distribution of denominational
membership amongst individual classes, Each class used during
this test presented unique features in this respect, as is
shown in a selection of examplesg recdrded in the tables below.

TABLE '12 DISTRIBUTION OF MEMBERS OF DENOMINATIONS IN
A SELECTION OF INDIVIDUAL CLASSES

TABLE l2a A College Group
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The above figures and tables demonstrate the daunting task
which faces the Religious Instruction teacher, who, should
he/she teach any of the classes which participated in this
study would have to accommodate representatives from
anything from six to twelve different religious groups. As
can be seen from Tables (a) to (n), the predominant group
might consist of Roman Catholics, Anglicans, Methodists,

Jews or those with no denominational affiliation., The
teacher's accommodation has to stretch simultaneously across
the Jewish/Christian gap and the ' fundawentalist/liberal’
gap. Recognising that the latter division is one which exists
within certain denominations as well as which divides one

 denomination from another, it is hardly surprising that the

Religious Instruction teacher feels compelled to tread a very
cautious path which often results in innocuous and irrelevant
teaching. Mention has been made elsewhere in this dissertation
of the rapidity with which a parent reacts to any treading on
theological corns in the classroom. This is particularly
likely to happen in the case of parents and children who
belong to the less numerically strong denominations or 'sects.
Principals confirmed this in discussions which were held during
the course of making arrangements to conduct this study.
Although there was no indication that principals opposed the
subject itself, they showed great sensitivity to the problems
inherent in teaching Religious Instruction to the extent that
some expressed the view that it might be better if it were left
out of the school and remained in the hands of the home and

the church.

2.1.1.2 Attendance at Chuxch and Synagogue (Ques.1l.7)

38,1% stated that they attend services regularly.
There 18 an approximate 9% decline between gtd & and Std 9 pupils
who sald they attend services regularly and a 12% increase in
the percentage of those who said they never attend church.

Of the total sample 12,4% claimed that they never attend services
and 14,8% that they seldom do so. 25% stated that at one time
they attended church but no longer do so, This figure probably
includes some of those who answered tSeldom' to question 1.7
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regarding Church attendance.
The figures on attendance at services for Std 9 and
College students do not show any remarkable differences.

The overall picture,’ then, is that approximately 40%
of the sample claimed regular church attendance, whereas a
little over 50% attended church seldom ox nevex.

2.1.1.3 The Teaching Role of the Church

2. Most of what I believe about God
2.6 I learned at church/synagogue

YES NO

std 80,9 11,0 ;

std 9 61,3 31,6

College 68,6 23,4 , |

The highest percentage in both Std 5 and gtd 9 groups
named the church or synagogue as the main source of knowledge
leading to their belief about God. College students xated the
church second in this respect. Between Std 5 ani Std 7 there ¢
is an approximate 20% drop in the numbexs who acknowledge the 4
" significance for their belief of e role of the church and a § ¥
20% rise in the number who deny it.

ey A e el s i .S e oy P

P

2.1.1. 4 The Sunday School

7. Mowt of what I believe about Guad

T R AT LS

2.5. I learned at Sunday School

YES NO

std 5 70,5 23,1

std 9 57,4 36,5 t
, N l

College 43,6 41,9

Tt should be remerbered that Sunday School does not foxm
part of the religilous educational system for Jews, Roman Catholics
or members of the Dutch Reformed Church. Questions asked by
these pupils during the test indicated that some of them wished bt
to substitute Hebrew Classes or Catechism classes for Sunday
School and did in fact do so. It cannov be assumed that all did
80,
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With regard to the teaching role of the Sunday School, 5td 9
pupils ranked it 2nd and Std 5 and College students ranked
it 4th and 5th respectively. The percentages for Std 5, std 9
and College show a progressive decline in the nuambers who
regard its role as important and a corresponding rise in the
numbers of those who deny the importance of its role. There
may be various explanations for this., It is possible that

as time separates testees from the experience of Sunday School,
memory of its effectiveness declines. It may also indicate
that what was taught at Sunday School was not sufficlently
relevant to lay the foundations for problems encountered in
later years.

2.1.1.5 The Youth Group
2. Most of what I believe about God.
2.7 I learned from my youth group

YES NO |
std 5 29,5 57,8 |

std 9 32,3 59,4 :
Cbllege 39,5 48,4 %

The religious youth group appears to play a less important i b
role in helping develop the religious beliefs of young people. ;
it is rated last ox second last by all groups.

2.1.1.86 Theological Problems ‘ {
3. If I have a question about God, or about religion '

3.3 I discuss it with :
Friends Teacher Parent Minister Rabbi S.School

Teacher 3
Blder y E
std 5 9,3 2,9 4,7 ; |
std 9 8,4 0,7 f
College 14,5 1,6 0,8 ; |
! |
All Testees 10,4 1,8 0,8 &

A relatively low percentage in each group discusses religous f
problems with members of the religious 'hierarchy'. The figure

L*
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is comparable with that for 'Teacher', and much lower than
for 'Friends' and 'Parent' which will be discussed later. |

2.1.1. % The Importance of the Church

5 11.8 The .church is more important to !
: young people today than it was to “
their parents

YES NO NOT SURE

- f

std 5 13,9 46,8 28,3 :
std 9 9,0 63,2 20,0 {
College 8,9 57,3 25,00 |

It is evident that all groups do not agree that the church
is more important to young people today than it was to their
parents. No hard and fast conclusions can be drawn from this,
however, in that it may imply either that the church is equally {
important to both groups ox that it is less important to young

iz

2.1.1. 8 The Church, The Minister and Faith

- 12. 1 think a person has faith if : i
|

12.3 He goes to church regularly ; %
YES NO § ;
std 5 71,7 14,5 i o
std 9 22,6 67,7 :
College 9,7 77,4

12.13 He is a priest, minister or rabbi

YES NO L
std 5 32,4 49,7 § §
std 9 14,8 78,1 t; |
dollege 14,5 70,2 %

With regard +to regular church attendance (12.3) there is
a significant difference of almost 50% between Std 5 and std 9
in the numbers of those who agsociated it with having faith.
When it comes to College students the gap widened by a further
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132, Over 75% of the College Students did not associate
regular church attendance with hawing faith ~ an almost exact
reversal of the Std 5 figures.

Of equal interest is the fact that in none of the groups
did a majority agree that being a member of the ministry implies
having faith (12.13) The Std 5 pupils denied this assertion
less firmly than the other groups.

2.1.1.9 The Church and Love
I think a person loves people if

14,6 He goes to church or synagogue

YES NO
std 5 48,6 36,4
Std 9 11,6 78,1
College 3,2 80,6

A 12% majority of std 5 pupils agreed that going to church
implies love of people., This position was sharply reversed
in the Std 9 sample where a majority of 66,5% held the opposite
view. It hardened further amongst College students where 80,6%
- (a majoxrity of 77,4%) denied that going to church necessarily
implies love of people.

CONCLUSION

1. The majority of those tested in this sample have had contact
with areligious institution. Approximately one-third continues
to attend church regularly, while one quarter has abandoned
attendance at church.

2. The majority of testees assign to the church an important
role in the development of their bheliefs.

3. Amongst the older groups (Std 9 and College students)
Church attendance declined.

4. The older groups in particular did not associate faith
and love with the church and its officials.
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2.).2 Parents

There is unmistakeable evidence that parents play
a significant role in the religious education of thelr children.

2. Most of what I believe about God
2.3 I learned from my father or mother

YES NO
std 5 79,2 19,1

std 9 52,3 41,3

College 66,1 25,0

79,2% of Std 5 pupils ranked parents in the second place
to the church as a significant element in the development of
their beliefs about God. This figure declined by 26,9% to 4th
place for Std 9 pupils. Compared with Std 9 pupils fewer
College Students deny the role of parents in the development
of their beliefs and 14% more acknowledged it.

3 Tf I have a question about God or about religion

3.3 I discuss it with

Friends Teacher Parent Minister Rabbi

- std 5 75,1%
std 8 36,8%
College 50,0

For the ynunger group parents play a particularly
important role in the discussion of religious questions. Comparing
the role played by parents with that played by other groups,
there is a gap of 59,6% for std 5 pupils between parents and
friends, the next group chosen by them. For Std 3 pupils and
College Students the position of parents and friends is reversed.
Most discussion takes place with friends. Nevertheless pare:its

rank higher than teachers and ministers. There is a 20% gap for .

std 9 pupils and 35% one for College Students between parents
and the next most popular groups, teachers and ministers
respectively.
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4.29 Tt is easier for us to believe in God than it is
for older people.

YES NO NOT SURE

std 5 - 11,6 56,4 27,3
Std 9 9,0 68,4 20,0
College 4,8 "9,0 7,3

Although this statement does not refer exclusively to parents

it does include parents. Affirmation of the assertion decreased

amongst the older groups, while denial increased. Opinion became.

more certain, the 'NOT SURE' replies decreasing from 27,3% in
std 5 to 7,3% amongst College Students.

Some testees may have replied 'No' because they regarded
belief in God as equally difficult for younger and older people.
The indications are clear that:

1. The majority of testees did not regard belief
in God easier for them than it is for older
people.

2. The older the testees, the more they realised

difficulties of belief.

Perhaps the fact that a r:ilatively small percentage (8,9%)
of the overall sample answered tha question in the affirmative
indicates that the younger generaxjon does not find belief in
God easy and recognises problems in that area.

11.8 The church is mors important to young pecple
today than il was t» their parents

X YES NO NOT SURE
S5td 5 13,9 46,8 28,3
std 9 9,0 62,2 20,0
Colle ye 8,9 57,3 25,0

These results have been discussed in 2.1,1.8. The trend
ig similar to that apparent in replies to Question 4.29. The
replies may imply that parents have fewer problems with regard
to the church than the younger generation, or that testees
Gid not draw a distinction between the generations in this regard.
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CONCLUSION

1. Parents play a significant role in the development of
the religious beliefs of their children.

2, Discussion of religious questions is more likely to
take place in the home and with parents than with those who
may be assumed to be more qualified to handle them, namely
ministers of religion and teachers.

2.1.3 The School

2. Most of what I believe about God

2.4 I learned at school
YES NO
Std 5 63,6 24,3

std 9 40,0 53,6

College 42,7 48,4

The highest percentage of Std 5 pupils allowed the
school importance amongst the agencies through which they
derived their beliefs about God, ranking it in 5th place, as
did the College students. 8Std 9 pupils ranked it 6th.

. Whereas a 40% majority of Std 5 pupils affirmed rather than

denied its role, amongst the Std 5 pupils and College students
the position was reversed and a higher percentage denied rather
than affirmed its rxole.

2.1.3.1 The Teacher

3. If I have a question about God, or about religion

3.3 I discuss it with

FRIENDS TEACHER PARENT MINISTER RABBI

std 5 11,0%
Std 9 16,1%
Coliayge 10,5%

The teacher does not appear to play an important role
with regard to discusslon of guestions on religion. Scholars
may not regard the teacher as the appropriate pexson with whom to
discuss religious questions. This may be no reflection on the
teacher, but may well be a consequence of the wide variety of
denominations found in most class-rooms. It 1s possible that
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it reflects teaching methods which are not conducive to

asking questions.

2.1.3.2 Factual Knowledge

Questions 7 and 8 in the questionnaire tested
factual knowledge of six Bible personalities. The questions
and the correct answers will be found in Appendix D.

These questions had two objectives.

1. To assess factual knowledge acquired
by pupils and students.

2. To discover whether the factual knowledge

had been placed within a framework of
concept,

In attempting to assess factual knowledge especially
in the subject Religious Instruction it is impossible to state
with certainty that it has been derived from the school.

The subject matter dealt with by Sunday Schocls often overlaps.
that in the Primary School syllabus and is found in the

majority of Bible Story books.

Statements describing the same six Biblical
personalities were used in question 7 and 8. TFour 0ld
Pestament characters were chosen, Noah, Abfraham, Moses and David,
while two were from the New Testament, Jesus and Paul. They
were chosen because of their role in the development of the
covenant concept, and with the exception of Paul, the
frequency with which they are encountered in the syllabus as
is shown in the following table.

TABLE (see over)
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TABLE 13 NUMBER OF REFERENCES TO SELECTED BIBLICAL PERSONALITIES

IN PRIMARY AND HICH SCHOOL SYLLABUSES

-~ N
B el
‘%) r%\ r~| (82} 3 n \0 ™ % g .-‘g - g
8 ©® < ™ © ©wv ©W o° ™ W Hed P e
R O T T K X X L | N e A e
¢ " Mmoo ! om m o Hpy By
Noalh X X X x X 4 )
Alraham X X X b4 X 4 5
Moses X X X X b4 X 8 6
pavid X X X X X X 5 b
Jesus X X X % X X X pid 7 8
Paul X ® 1 2

The descriptive statements in number 7 included some mention
of the role played by the person in the history of Israrl

or the purpose of God. Thus recognition of the personality
should involve greater conceptual understanding. The term
'Level A' will be used for these statements.

The descriptive statements in number 8 were of a superficial
nature including the type of information often emphasised in
Bible Story books and illustrations but of no great relevance
in terms of the significance of the person concerned. The
term 'Level B' will be used for these statements.

The number of items correct was recorded and percentages
are shown in Table 14.
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TABLE 14 PERCENTAGE OF CORRECT ANSWERS TC QUESTIONS
7 (LEVEL A) and 8 (LEVEL B)

. Stendard 3 (Level A) _ Standard 5 (level B)
hoi; , 4ot
305, ' 3o
z" 10’;' ’
0% /b;;._...._..‘ T
o e ' : 7 ;
o / 2 3 L 5 6 Fo) ;7 2 3 4 8 é ; !
Ne. of items correct No. of items correct ‘
'
Standard 9 (level A) Standard 9 (level B) ° i
4—0?5’ ‘ L
3oz 307 i
,207"’ »2«0;.-. . - ;
107 ‘ 0% : r
ot 7 4 3 & 5 & 0o 7 2 3 & 5 & ;
No. of items correet : No. of ifems correct Z ]
College (level A) college (level B) oA
S04+ : 50% 1 7 S
3 i
40 207 —-
30%" 3010‘ r .
oJ0%" 205" %
0% lo51 5
1 —— |
o 7 2 3 4% 5§ 6 0o ¢ 2 3 4 5 6 ;

Ni. of iHems correct

No. of ifewmns correct
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At level B (that is the'elementary'level), approximately
two-thirds (66%) of the sStd 5 testees scored 50% or more.
Approximately one-third (34%) answered between none and
three out of the six questions correctly, this scoring less
than 50% '

At level A (the 'conceptual' level) the scores were
almost reversed. 38,2% scored 50% ov more, while 61,8% scored
less than 50%

The ratio of scores 50% and above to gcores below 50%
at the elementary level was approximately 80 to 20 for the
Standard 9 sample. At the 'conceptual' level, the ratio was
approximately 60 to 40. In contrast to the Standard 5 group,
a majority scored more than 50% at both levels.

This trend continued for the College sample, where the
ratio of scores 50% and ovar to scores below 50% was 93 to 7
I at the 'elementary' level, and 80 to 20 at the 'conceptual'
level.

With regard to the results for the Std 5 pupils, it can
be seen from Table 13 that four of the Bible personalities
occurred in the syllabus at least four times. One (Paul) occurs
‘only in the Std 5 syllabus, and it was not established whether this
section of the syllabus had been completed at the time of the
test. A section on Jesus occurs in every year of the Primary
School syllabus. In the light of this, the fallure of
approximately one~third of the pupils to score 50% or more at j
Level B gives cause for concern, and in view of the fact that o
5 of the items occurred fregquently in the syllabus, the school J
can hardly escape its share of blame for the lack of knowledge,
while it cannot necessarilyclaim all the credit for the ;
knowledye displayed.

L3
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of Std 9 pupils on both levels is noted, but it is difficult to

i
The fact that there is an improvement in the performance ] b
hazard any guess as to the reason for Llt. 1

Although the word 'conceptual' has been used to describe 1
Level A questions, the descriptions of the Biblical personalities %
merely place them in a framework that describes historical Zj }
rather than philosophical or theological significance. Recognition !
of the characters dreg not involve a high level of abstract thought. i
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2.1.3.3 Attitude to Religilous Instruction

11. I think that

11.6 Religious Instruction is more about
history than about religion

YES NO NOT SURE

std 5 15,6 58,7 17,3

std 9 25,2 49,7 .. 20,0

College 29,8 48,4 14,5

From the denial by all groups that 'Religious Instruction is
more about history than about religion', it may be deduced |
that teachers do not treat the subject as another branch of
history. The results obtained from ¢guestion 9 which will be
discussed later, indicate that the historical perspective
of Biblical teaching recelves little emphasis.
11, I think that
11.5 What we learn about life in Religious
Instruction is more important than what
we learn about life in Science.

YES NQ NOT SURE

std 5 40,5 13,9 33,5
std 9 35,5 34,32 25,8
college 35,5 29,0 28,2

A majority of testees in all groups agreed that what is to be
learned about life from Religious Instruction is more important
than what Science teaches about life. However, the older groups
were less certain about this, and the percentages separating
YES, NO and NOT SURE answers were in no case greater than 1lO%.
The relations between religilon and science would seem to peo a
problem area or an area about which differing opinions are held,
particularly as puplils get older.

CONCLUSTION |

L. Pupils and students regard the school as playing a less
significant role than the home and the church in the development
of their ideas aboub God and religion.

2, If discussion of religious issues takes place at all in the
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school, it probably occurs botween peers and outside the
classroom, rather than in the classroom or with the teacher.

3. At the standard 5 level, testees' more positive assessment

of the school's role in contributing to their religious knowledge

stands in contfast o the results of the test of their knowledge
both on the factual and the 'conceptual' levels.

2.2 The Pupils

2.2.1 Attitude to Religion

Pupils and students showed a positive attitude towards
answering the questionnaire. Some testees claimed an atheist
position and a ne ative attitude to religion, but seemed happy

to state their views.
1.11 Is your religion important to you now?

YES NO
std 5 86,7 6,4

std 9 61,3 26,5

College 77,4 18,6

It will) yd that in all groups a substantial majority

regardec .ylon as important. There is a 25% drop between
std 5 and Std 9 in those who answered 'YES' and the percentage
rises again by 16% fou College students.

1.12 Compared with what it used to be to you,
is your religion now

MORE IMPORTANT LESS IMPORTANT

std 5 Tu.9 6,4
Std O 54,8 30,3
Colley:: 61,3 ' 25,8

A similar trend can be observed in these figures as was evident
in the previous question. It can be noted that in all cases
fewer subjects are prepared to commit themselves to the
assertion that their religion is 'More Important' to them now
than say. that religion is important to them. The percentages

of std 9 pupils and College students who say that thedr religlon
is 'Less Important' is slightly higher than in the previous
question which did not imply any comparison. 15% of the total
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gample omitted to choose either answer. In some cases remarks
on thelr papers indicated that thcre was 'No change' in the
importance of religion for them. In others omission may be taken

+o mean either 'No change' or 'No comment’'.

2.2.2 OQuestions about Religion

3, If I have a gquestion about God, or about religion

3.3 1 discuss it with FRIENDS

std & 18,5%
std 9 47,7%
College 61,3%

These figures show that as the pupil gets older there is a
tendency towards discussing religious questions with members of
his peer group.

Tt masy be significant that most religious discussion for
the older groups (Std 9 and College) .took place amongst members
of the peer group. The 18,5% figure for std 5 pupils increased
to a7,7% at high school and further to 61,3% at College.

Amongst Std 9 pupils discussion of religious questions ,
with friends took place almost twice as often as it did ' with |
t+he more qualified group of teaching and religious officials.

(47,7% with friends as against 25,2% with teachers, ministers
and rabbis). At college the gap between the Lwo groups, friends
and ‘qualified’advisers’ increased to 33,9% . é

3. 1If T have a question about God, ox about religion L
3.1 Tt worries me a lot

YES NO
std 5 27,8 63,0

it ¥

std 9 40,0 49,17 i ;

college 45,2 40,3 :

3.2 Tt doesn't worry me very much
YES NO

e

std 5 52,6 34,0

std 9 38,1 43,9

College 41,9 27,4
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Replies to 3.1 and 3.2 indicate that the oldexr groups admitted
to greater concern about religious guestions. The characteristic
attitude of most Std 5 pupils seems to be one of accgptance.

3. If I have a question about God, or abecut religion

3.4 I gd back a second'and a third time
with further questions.

YES NO
std 5 52,0 34,0 |
std 9 41,3 45,2 ;

College 41,1 40,3

3,5 I keep it to myself . YES MO ?
Std 5 76,6 61,9 ]
std 9 33,6 52,9 §

!

College 28,2 . 50,0

Question 3.4 was designed to test the persistency of the

questioner in his search for ansvers to religious questions.
The figures fer the Std 9 and College groups are remarkably
consistent with theix answers to 3.1 (If I have a question E :
about CGod, or about teligion it worries me a lot). This is : |
not the case for the majority of Std 5 testees. | |

In all groups there were fewer testees who kept their
guestions to themselves than those who persisted in attempts
to find an answer. b

A cvonclusion is that religious c:i2stions are of concern !
tc at least two-fifths of the older testees, and that they are ]
active in attempting to f£ind answers. '

o
R p—

R 3.6 T remember having gquestions about God i
or religlon !

YES NO !

}

std 5 73,4 16,2 :

std 9 72,9 15,5 ”

College 65,3 19,4 é

Questions about religion have formed part ¢of the experience i
of the majority of all groups and less than 20% in all groups has . v

no recollection of having had guestions about God or religion.
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2.2.3 Religion and Life

16 Life and Religion are both important. We live
our lives and have our religion. Here are 5 Venn
diagrams. In the diagrams 'L' stands for Life
and 'R' stands for Religion. The diagrams show
different relations between Life and Religion.
gtudy them carefully. Choose the one which you
think shows the best relationship between Life

and, Religion.
Draw a ring around the numbeXx of the one you have

chosen,
"-L:\\ ’L—.-NN
// \ g N
\ /
/ v
J \
| i
\ P
\ s \‘ /
; ~ ~ p
Ny - —‘/ ~'.--.-—-'/

4.
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Tn this question subjects were asked to select the Venn diagram

which best illustrated their concept of the relationship between
Religion and LIfe.

ﬁiagrams 1 and 3 show rellglon as having certain limitations.
In No 1 religion has an area of coincidence with life, an area
which is unique to it and an area where life excludes religion.
In No 3 religion forms an area ox dimension of life, which may
even be central, but is nevertheless one dimension amongst others.

Diagrams 4and 5 show religion coinciding with life in all
its aspects (4) or including and transcending ‘life (5). Nedither
of these diagrams ' shows any aspect of 1life lying outside

religion.
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Diagram 2 shows an understanding of life and religion which
sees them as two entirely separafed and unrelated entities.
The selections by the various groups are shown in Table 15

below.

TABLE 15 TESTEES' CHOICE OF VENN DIAGRAMS REPRESENTING
THE RELATIONSHIP BETWEEN RELIGION AND LIFE

STD 5 STD 9 COLLEGE

Diagram 2 2,3 7,7 . 4,0
Diagram 1 or 3 26,1 37,4 43,7
Diagram 4 or 5 57,3 46,4 51,5

A majority in all groups opted for one of the diagrams which
showed the most comprehensive relationship hetween religion

and life., For Std 9 pupils and College students the difference
between the number of those opting for more comprehensive
relationship and those selecting the 1imited .relationship’
Diagrams 1 and 3 is not as large as it is for Sstd 5 pupils.

In all groups a very. low percentage chose the diagram
representing religion disconnected from life.

Tt ghould be mentioned that some pupils and students did
not answer this question,, the highest percentage (14,5%)being
found amongst the Std 5 pupils who may have found it too
difficult to understand.

CONCLUSION

1. There ig evidence of considerable interest in religion
and concern about religiousguestions amongst all groups. The
general attitude is a positive one.

2, Religion is seen as relevant to life and not ilsolated from
it.
3. All groups experienced questions about God and religion,

but the older groups showed more concern about their questions
and gave evidence of a sincere desire to find apswers.
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2.2.4 Religious Conceptsof Pupils and Students
GOD

The picture which emerged from replies to question 4
was fairly consistent for all groups.

The items on which there was strongest agreement (l.e.
over 60%) have been grouped together and ranked in Table 16
The rank order is not significant, since in most cases only a
small percentage separated one position from another.
Sometimes a difference in ranking in those chosen by two groups
may be slightly significant.
, mhe items concerning which there was strongest denial have
been similarly listed and ranked in Table 16 and those which |
produced the most INOT SURE'replies have been listed and

ranked in Table 16

TABLE 16 TTEMS CONCERWING THE CONCEPT GOD WHICH RECEIVED THE
HIGHEST PERCENTAGE OF 'YES' REPLIES IN ALL GROUPS

e e e e

YES STD 5 STD 9 COLLEGE |

% .orxder % .Order % .Oxder.

4.3 God is everywhere 95 .5 I 18,1 5 193,7 I
. ) 7 ! ¢

4.4 God is like a partner who .. ; H
never goes away from us 91,3 2 72,9 3 181,5 4 '

4.14 God made the world 90,7 3 |69,7 5 |79,0 6 :

i
4.26 There is only one God 90,1 4 |82,6 1 84,7 2 | 3
4,12 God is love 82,1 5 |68,4 6 |83,1 3 ’

4.11 God can do everything 82,1 5 62,6 8 (72,6 9

4.22 God cares about the present lg
state of the world go,8 7 |72,9 3 |74,2 8

4.8 God is life 78,6 8 |64,5 7 78,2 7 i |

4.7 God is a great force 56,7 12 62,6 8 81,5 4

.

i




| 4.23 God loves good people
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Tt can be seen from the above table that all groups hold a
fairly consistent concept of God as unique, omnipotent,
ounipresent, the Creator, involved with His creatures and

His creation. They regard Him both as life and love. The
more abstract and iméersonal concept of God, as 'a great force'
appeared to have less meaning for std 5 pupils. The drop of
12,6% between the average percentage of Std 5 'YES'® answers‘
and those of Std 9 seems to indicate less certainty and
perhaps morxe guestioning on the part of the older pupils.

TABLE 17 TTEMS CONCERNING THE CONCEPT GOD WHICH RECEILVED THE
HIGHEST PERCENTAGE OF 'NO' REPLIES IN ALL GROUPS

STD 5 STD 9 COLLEGE

% Order % Order % Oxrden

4,27 God is no longer
interested in what happens | 78,5 1| 79,4 1 82,3 1

in the world

4.19 There are three Gods 72,1 21 75,5 2 66,9 5

4.5 God can't be everywhere 67,6 . 3| 71,0 4 71,8 4

more than sinners 65,1 41 74,9 3 76,6 3

4.29 It is easier for us to
believe in God than it 56,4 61 68,4 5 79,0 2

is for older people

Average % 67,9 73;9 75,3

There is a similar trend in the negative answers of all groups,
and these yenerally confirm the positive answers in the previous
Table. All groups deny most strongly the statement that 'God

ig no longer interested in what happen in the WOrldi Fewer

deny that 'there are three Gods' than affirm that 'There is

only ore God', Remarks on some of the papers indicated that,

as might be expected, the concept of the Trinity presented
problems. It may be noted that although 82,1% 8td 5 puplls
agreed that 'God is Love' they had more difficulty than the other
groups in accepting that God's love applies as much to ginners

as to good pecple.
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TABLE 18 ITEMS CONCERNING THE CONCEPT GOD WHICH RECEIVED THE
HIGHEST PERCENTAGE OF 'NOT SURE' REPLIES IN ALL GROUPS

HOT SURE 3TD 5 |. STD 9 . COLLEGE

% Oxrder % Order % Oxder

4,1 God has a body like 43,9 1129,0 . 4 |24,2 4
a person

4.31 God intends men to find ‘
out about the world 36,6 2 34f9 ; ‘34'7 1

through Science
4.24 In the Bible times more .
people belioved in God be- 3377 3 |25.2 & 16,1 9

cause there was no Science

4.9 qud,is in life but He isg 32,4 4 125,8 5 119,4 7
: not life

4,21 It all means the same
thing whether we use the 31,4 5 125,8 5 120,2 6
name Nirvana,Allah,God

Brahman
4,30 When there are wars, God 26,2 10 |130,3 2 130,7 2
makes them happen '

4,2 God is in heaven in the 25;4 9 |30,3 2 |16,9 8
: sky ‘

4,28 If we do not love God,
- we will not prosper 27,3 7125,8 ‘ 5 .21’8 3

4.25 God will one day judge the
world and He will punish 29,1 8 123,9 9 126,6 3
those who do not believe

in Him
Average % 31,8 27,9 23,4

The 'Not Sure' answers indicate that there is a degree of un-
certainty or doubt as to the physical being of God, the relation
nf scidncé to religion, the relation of God to the gods of othex
religions, the role of God in war and the aspect of judgement
and punishment in the nature of God.

The items which received no mention in the above three
tables are:

4,10 'God 1s everything'

4,13 'God is the little voice inside us’

4.20 'God was closer to people in the Bible times
than he 1is to people noe'

4,15 'People of all religions worship the same God!
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With regard to 4.10 'God is everything', all groups agreed

with the statement, their agreement ranging from 49,7% (std 9)

to 58,1% (College). 'The Std 9 group with a 26,5% level of

denial and a 20% level of uncertainty seemed least sure of it.

All groups showed little significant difference between agreement,
denial and uncertainty regarding 'God is the little volce inside
us'.

In all groups a greater number answered '"No' to the
proposition that 'God was closer to people in the Bible times than
He ig to people now', but the percentage difference between those
who answered 'Yes' grew as the age of the group increased. It
rose from 12,8% (std 5) to 36,8% (std 9) to 54,8% (College) ,:
showing a growing tendency to reject the idea that Bible times
were 'special’ and perhaps a growing expectation, hope or desire
to recoghise His actions in contemporary life.

On the other hand, the older group was less inclined .than
the younger one to raject the idea that 'People of all religions
worship the same God'. Here the percentage difference between
those who rejected the statement and those who accepted it fell
from 38,9% (Std 5) to 25,1% (Std 9) t» 11% (College).

2.2.5 The Relationship of God and Life

17. God and Life are both important. Here are 5 Venn
diagrams. In the diagrams'G' stands for God, and
'1,' stands for Life. The diagrams show different
ways in which God and Life are related. Study them
very carefully. Choose the one which you think shows
the best relationship between God and Life.

Draw a ring around the nunber of the one you hawve chosen.
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Again the Venn diagram was used in this case to investigate

the way in which subjects understood the relationship between
God and life. As in questicn 16, Diagram 2 showdda situation
where God has no relevance to life. Diagrams 1 and 5 presented
certain limitations in the concept God, in that there are areas
of life separate from God and from which God iz excluded.
Diagrams 3 and 4 showed the fullest relationship between the
two and the most comprehensive concept of God.

The results are given in Table 1 Dbelow.

TABLE 19 SELECTION BY TESTEES - OF VENN DIAGRAMS REPRESENTING
VARIOUS RELATIONSHIPS BETWKEN GOD AND LIFE

-y

STD 5 STD 9 COLLEGE

Diagram 2 1,2 7,1 2,4
Diagrams 1 & 5 19,6 - 27,1 17,0
Diagrams 3 & 4 63,0 58,0 78,3

The highest percentage in «ach group chose one of the diagrams
which depicted a ma..imum relationship between God and life.
\Possibly the 8td 9 figures indicate, as their replies to other
guestions have done, a greater degree of uncertainty as to the
way in which God relates to life. The most popular choice for
5td 5 & College groups was Diagram 4, while a slightly higher
percentage of std 9 pupils preferred Diagram 3 to 4. Only a
small minority in each group opted for the Diagram that showed
no relationship betwe n God and life, the greatest nunmber in
this category coming from the Std 9 group.

Ag in No 16 some Std 5 pupils appeared to find difficulty
in understanding what was required and a highex percentage than
in other groups did not attempt the questvion.

2.2.6 JESUS, THE BIBLE AND NATURE AS SOURCES OF UNDERSTANDING
GOD

| The answers of Jewish subject to guestion 4.16 have not
been taken into account and the total was adjusted accordingly
in working out the percentages.
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4.16 T understand God best because of Jesus

Y8 NO NOT SURE

std 5 70,4 8,6 14,5
Std 9 57,7 23,5 12,1
College 49,5 27,7 12,9

4,17 T understand God best hecauseof the Bible
YES NO NOT SURE 1

std 5 59,9 15,1 18,6
std 9 44,5 32,9 15,5 y
College 36,7 37,9 8,1 ;

4.18 I understand God best through natuxe
YES NO NOT SURE

std 5 51,2 18,0 22,1 ]
std 9 42,6 30,3 19,4 :
College 62,1 14,5 12,1 : :

All groups acknowledged Jesus' role in their understanding of il 3
God, but the Std 5 pupils did so with much moxe conviction than |
the otucer groups. The Bible appears. to play a less prominent i |
role for all groups,the Std 9 and College figures indicating : l
that they ascribe less significance to its role. |

is most important in helping them to understand God, whereas it
is least important for the other groups.

§

j H

Pigures for the College students' show that for them nature ' ?; ;
|

2.2.7 Comments on God

Tn 4.3% testees were invited to mention any changes which
had occurred in thelr thinking about God. 24 College students,
33 std 9 and 12 8td 5 pupils chose to do so.

College Students

6 College students recalled experiencesof personal salvation
and commented on problems encountered. ‘'But,you know,it is wvery
diffienlt in this world we live in., Materialistic things are
important to me, too important.' (Roman Catholic : female)
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Some College students referred to a period of searching
and subsequently coming to their conclusion about God. A
Roman Catholic girl mentioned that she began to think more about
religion and God in the last few years and had consequently
rejected some of the tenets of her church - 'God and Jesus are
NOT the same person ... we do NOT have free will'. A girl who
belongs to the Christian Science church stated that she used
to acc.wt things but 'now I find things out for nyself and
have deve oped uy own ideas'. 'The God I believe in is unigue',
was the stav ment of a girl who described.her denominational
allegiance as . “terdenominational. She went on to give an
account of her at.=mpt to understand God in terms of force,
enexrgy and eveolution. Some reported the search as (thus far)
inconclusive. 'Now tha I can think and reason for nyself
T am no longer so sure of my religion any more'. (Roman
Catholic: ferale) However, a reformed Jewess stated, 'College
has taught me more about God and I have learned more interasting

aspects of God'.

Two students reported that their quest for God and a
meaningful religion had ended in disillusionment. I never
believed in God till a close friend died'. The student
'described how she had found consolation in God and th@t - 'When
I got over the shock I had to admit that I had never really
believed it at all’. (No denominational affiliation). A nale
student who claimed no denominaticnal or religious affiliastion
stated, 'People must live a Christian 1ife. I am very scepitical
of Christians. I do not want to be a Christian. I tried »nce
put set too high standards for myself, I tried too hard instead
of relying on God'.

Sometimes doubt was expressed in the light of the state of

the world. An orthodox Jewess reported, ' I used to think of G-D

as the proverbial old man with a long beard sitting on the
clouds. Later I nceded something to hang on to. I believe that
what I need and am looking for is G-D, I'm not sure about His
ways when I consider the state of the world and the suffering
of innocent people'. 'Is God really so powerful and loving?'.

is the quesion of a girl who claims no affiliation to a denomination.
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