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Abstract 

The study argues for a reassessment of the role of state supported faith schools in 
plural civic societies. In England, government policy supports their expansion. 
Problems associated with this policy are hard to resolve. A particular difficulty arises 
from OFSTED reports pointing to faith schools' apparently greater academic 
achievement and better experience in them of social, moral, cultural and spiritual 
development. 

Aiming towards a resolution of the problem the study addresses intellectually the 
concerns which such privileging of religion in education raises in modern times 
alongside developing an appropriate methodology to illuminate further OFSTED 
findings about faith schools. Here Lawton's hierarchical plotting of the beliefs, 
values and behaviours of a school culture has been formative, emphasising many 
aspects of life additional to goals and success or failure seen not only in terms of 
league table results. 

An empirical study of four Catholic schools in three countries aims to interrogate the 
educational cultures which sustain them. It combines Lawton's conceptual mapping 
with Flynn's self-review tool, devised to encourage students to clarify their beliefs, 
attitudes and values while studying in Catholic schools. The student voice is 
prioritised in evaluating a faith school education. It tells of cohesive and inclusive 
communities, their capacity to act for themselves in their 'worlds', from principled 
positions for the common good and the fit between personal, spiritual and academic 
goals and the school culture. 

The meta-narrative resulting from this study is offered as a potential evidence base 
through which citizens and politicians might involve themselves in a deliberative 
engagement with the policy question: Should plural societies operate common 
schools which will ensure the full educational entitlement of all students, from 
whatever social, cultural, ethnic or religious background or a plurality of schools, in 
which religious groups are accorded the right to their own schools? 
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Preamble: Phases in the scope and development of the thesis 

1982 - 2000 Undertaking professional development in partnership with faith 

communities 

This study arose from professional development work I undertook with Afro

Caribbean, Anglican, Jewish and Muslim schools both in the UK and overseas 

between 1982 and 2000 and the insights this afforded concerning the relation of 

faith and education. The work concerned whole school development, pre-service 

and continuing teacher education and curriculum development. Developments 

within these schools were concerned with the integration of a faith-stance with 

school ethos and culture, curriculum and pedagogy and teacher's professional 

knowledge and values. 

Reflection on the nature of the relationship between specific faiths and education 

was during that period extremely intense among the communities with whom I had 

the great privilege to work. In retrospect this was not coincidental. On the one hand, 

the dominance of sociological and philosophical perspectives within educational 

understanding was being overtaken by an overriding concern with teacher 

competence and student performance. On the other, the engagement of religion 

with modernity within an increasingly globalised world gave rise to two major 

responses within faith communities. There was a desire among articulate believers 

to clarify and express the nature of their belief. There was also a desire to ensure 

that the new found confidence in their beliefs and values was secured in the 

identities of their young people through particular kinds of education. 

An overview of the professional development undertakings by each faith community 

during this period suggests the following growth-points occurred: 

• reassessment of the nature of each faith both in the life of its community and 

in the individual adherent, historically, socially and as a contribution to 

identity. 

• rigorous questioning about the purpose and practice of education in state 

schools, as well as in the part-time schools belonging to the communities. 
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• evident concern with the kinds of young people whom education, both 

compulsory and voluntary, should seek to develop. 

1995·2006 A joint study of Catholic school cultures 

Seminars took place at the Institute of Education concerned with two major studies 

being undertaken of Catholic schools in Australia and the United States. The first 

employed a methodology developed by the late Br Marcellin Flynn based primarily 

on the use of questionnaires to study the cultures of Catholic schools on behalf of 

the Catholic diocese of New South Wales. The second drew extensively on the 

national data collected across the United States to develop a profile of Catholic 

public schools there. Br Flynn agreed that Dr Walsh and his students should be 

able to use his questionnaire in their own research projects. Dr Walsh proposed 

that we worked together to develop a methodology for investigating Catholic 

schools and their cultures throughout the world. Since I quite regularly travelled to 

developing countries in the global South, we agreed that Dr Walsh would 

concentrate his efforts in the North and I in the South. Our intention was to gather 

information about how individual school cultures worked out a Catholic philosophy 

of education in practice. 

My first case study of a Catholic school took place under this arrangement in 

Indonesia, a country where I had participated in workshops for teachers. The 

school there was attended mainly by Catholic students and my concern was to 

establish an adequate description of a Catholic school culture in a country with the 

largest Muslim community in the world and where freedom of religious belief and 

worship was enshrined in the constitution. 

1997.2002 Concern about the handling of social, moral, spiritual and cultural 

education in individual schools 

Just after completing the Indonesian case study I moved from the Institute of 

Education to Westminster College, Oxford. There my professional development 

team was invited to work alongside the Anglican Diocesan Board of Education to 

find ways of evaluating the role of the Christian faith in the life and work of the large 
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numbers of Anglican schools in the area. As part of the programme we invited 

Barbara Wintersgill, the Staff Inspector for Religious Education at OFSTED, to 

discuss the nature and practice of social, moral, spiritual and cultural (SMSC) 

education. She raised with me informally the apparently higher examination results 

and better OFSTED ratings in SMSC found in a substantial number of church 

schools in England and discussed with me ways of trying to understand the data in 

greater depth. 

For me the nature of education rested on the concept of being human which each 

school and indeed each teacher adopted. This concern had been fostered in my 

PGCE programme by the teaching and writing of Richard Peters (1966) who had 

argued that education is concerned with 'worthwhileness', first in relation to 

personal and social development and second, in relation to the acquisition, 

development and renewal of worthwhile culture. Were there therefore some 

weaknesses of a significant nature emerging in a large number of primary and 

secondary schools? What indeed was the foundation of the educational endeavour 

if that element of curriculum thinking which we chose to call 'SMSC' was 'badly 

done' or far worse, not even discussed, let alone, understood. The question arising 

from these findings for me was, 'To what extent an education was deficient if it did 

not contribute to a person's social, moral, spiritual and cultural development?' If it 

was, then how might we find schools in which these aspects of human life were 

taken seriously? 

Clearly the OFSTED data pointed to an investigation of faith schools but what 

aspects of a school needed to be investigated and how might judgements follow 

about the quality of education in that school? I concluded that my work in faith 

schools in England yielded not only a large amount of data relating to the nature 

and practice of promoting social, moral, spiritual and cultural education but also a 

sense of how I might set about relating individual sets of data about a school to an 

overall judgement about the worth of the school'S contribution to the personal and 

social development of its students. 

Might the study I had already embarked on enable me to firm up a method for 

reviewing the work of schools in this significant area of human development? If I 
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could find countries and schools in which the nature of Catholic education was not 

necessarily dependent on the composition of the student body, as so often in 

England, then it would be more likely that I could study the ways in which individual 

Catholic schools, through their philosophies of education and particular school 

practices, engaged with the social, moral, spiritual and cultural development of their 

students as people and not as potential Catholic believers. I would also be able to 

compare the data from these schools with that found in the first Catholic school of 

my study in which the majority of the students had been Catholic. Through the use 

of Flynn's questionnaire in all the schools I would be able to examine the values, 

beliefs and attitudes of final year students against the background of the social, 

cultural, spiritual and moral education which each school offered in the context of its 

particular understanding of the nature and practice of education. 

2001 White Paper: Schools Achieving Success 

With great good fortune, I was able to complete the next two schools' case studies 

by the end of 2000. The methodology was proving supportive of the task it was 

designed to meet and the data was rich. At this point, however, the English 

government pub/ishedthe White Paper, 'Schools Achieving Success' which 

provided support for a substantial increase in faith schools. The White Paper did not 

contain hard evidence about the effect of attending faith schools on the lives of the 

students who attended them. Such policy without evidence in the matter of a 

seriously contentious matter such as the support of faith schools in England 

appeared unhelpful when considering wider concerns about the state of education 

at the beginning of the new millennium. 

Eight years after the establishment of OFSTED, government seemed reluctant to 

ask fundamental questions relating to policy concerning the support and 

establishment of particular schools. The proposal clinched for me the notion that 

schools were no longer considered good or bad in terms of their contribution to the 

healthy development and well being of individual students but rather they were 

evaluated on their contribution to national standards and political correctness. In 

response I wished to propose evidence-based policy concerning faith schools. What 

was needed to achieve this was a method by which reviewers, independent of 

OFSTED and its concern with surveillance of performance in standards, might 
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examine schools' social, moral, spiritual and cultural development of their students. 

From my study already of faith school cultures it occurred to me that a review 

method was needed which was reasonably economic with time and resources to 

establish the fit or otherwise of an individual faith school culture with the developing 

beliefs, attitudes and values of its students. 

2004-2006 Writing the thesis 

The extensive concerns about the existence and expansion of faith schools in 

England which met the publication of the White Paper, followed by the debate 

engendered about the place of faith communities and faith schools in the civic 

societies of countries caught up in the 'war on terror', prompted me to unravel the 

research experiences which my study of Catholic school cultures had permitted. It 

seemed that the debate about faith schools never touched on the aspect of them 

with which my study was concerned, namely the real educational cultures to which 

particular beliefs and values give rise in a variety of plural societies, and, in 

particular, the student voice which gave shape and direction to those cultures. In 

writing the thesis I have attempted to put individual school cultures and their student 

voices at the heart of the debate about faith schools. 
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Chapter 1 The research question in context 

Purpose of the chapter 

The chapter sets out the essential dimensions of evaluating the place of faith based 

schools in complex plural societies. It challenges the capability of government, 

politicians and educators to make policy decisions about the matter without 

adequate knowledge of how individual school cultures operate, faith-based or 

otherwise. Knowledge of individual cultures is argued to be a condition of any 

consideration of whether particular schools or groups of schools are able to build 

and sustain ethically-based educational cultures within a complex plural society. 

The study applies the epithet 'a-cultural' to contemporary plural societies, since they 

admit to no dominant cultural identity. The question is raised about the nature of 

the evidence which should be collected and evaluated by government and 

community in order for them to decide. 

The chapter proposes a research agenda for the study. In particular, it seeks to 

address what might constitute the mechanism or impetus within a particular school 

culture which is responsible for transforming the personal, social, spiritual, civic and 

moral lives and values of its students. Searching out that mechanism or cultural 

distinctiveness may require a variety of new assumptions and methods in the study 

of education. These might in turn provide a better appreciation of the richness of 

educational practice within and across individual schools, both faith and non-faith 

based. In such a way, the study seeks to contribute to the development of an 

educational theory which is able to support the political examination of the 

suitability, or otherwise, of faith based schools to promote educational purpose in a 

plural civic society. 

A plural society: multi-faith Britain 

We begin by examining the intellectual and educational cultures which exist within 

the present multi-ethnic, multi-faith and secular English society. Since the 

nineteenth century the English education system has included schools supported by 

faith communities. The consensus that a dual system of education should remain is 

now under challenge and the recent government support for the expansion of such 
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schools has raised the question of their appropriateness in the plural and diverse 

society of today. Gallagher has framed this pressing concern in the following 

succinct manner: 

Plural societies are faced with a dilemma whether they should operate plural 

schools, within which all or most identities are acknowledged and 

recognised, or a plurality of schools, in which minorities are accorded the 

right to their own schools.(2005:163) 

The statement expresses the tension which is often said to exist between the rights 

of faith groups to own and manage their own schools and the values of inclusion, 

equity and tolerance, which are currently championed as the basis of a viable, 

modern, plural society. It also highlights a very particular dilemma for current 

educational thinking. The focus on pluralism can distract educators from the overall 

purpose of educational activity. As Peters argued: 

A connection between 'education' and what is valuable does not imply any 

particular commitment to content. It is a further question what the particular 

standards are in virtue of which activities are thought to be of value and 

what grounds there might be for claiming that these are the correct 

ones. (1966:25) 

This study attempts to argue that if, as Peters (1966:24) also comments, 'education 

is associated with learning but no specific type of activity is required', then the 

diversity of school experiences which students currently undergo are worthy of 

study in order to furnish our understanding of the broad concept of education. The 

aim of such study would be to learn more about a particular school's singular 

contribution to the overall purpose of education in plurally conscious times. 

Moreover, Parker-Jenkins et al (2005:6) have commented that the new faith based 

schools that have been established 'reflect greater diversity in terms of race and 

ethnicity than previously experienced in England and Wales'. Is the diversity of offer 

here more important to ensuring a worthwhile education or the kind of education 

experienced? Ultimately the question raised by the presence of faith schools 
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concerns the ability of educational purpose in plural societies to encompass all that 

is worthwhile in a common framework. 

The extent of religious identification and diversity in today's plural society of 

England and Wales is shown, for example, by the Census figures of 2001. 76.8 per 

cent of the population identified themselves as religious, with only 15.5 per cent 

saying they had no religion and 7.5 percent not answering the question. 

Furthermore, more than 70 percent counted themselves as Christian. It is 

particularly instructive to examine the figures representing diversity within London. 

Fifty-eight per cent gave their religion as Christian, with the highest proportion in the 

borough of Havering (76 per cent). Thirty-six per cent of the population of Tower 

Hamlets and twenty-four per cent in Newham is Muslim. Over one percent of the 

people in Westminster are Buddhist, while Harrow has the highest proportion of 

Hindus, with 19.6 per cent and Barnet the highest proportion of Jewish people (14.8 

per cent). Over 8 per cent of the populations of Hounslow and Ealing are Sikh. 

Sixteen per cent of the population of London say they have no religion at all. The 

evidence from the Census is indeed of huge diversification and, particularly striking, 

is the extent of difference in beliefs within the capital. 

Yet the variation in understanding and practice of what a commitment to a religious 

identification involves in Britain in the new millennium is demonstrated in the Third 

Wave of the European Values Study by Tilburg University (2003). According to this 

survey, Britain has become one of the least religious countries in Europe. Nearly 

one third of those polled in Britain said that religion was not at all important to them 

and 70 per cent said that they never went to a mosque, church or synagogue. 

Figures published by the Church of England in August 2003 also disclosed that the 

weekly adult attendance in the Church of England, which has 13,000 parishes, has 

dropped below one million. Other mainstream churches are showing a similar 

decline, except for pockets which are in areas favoured by immigrant communities. 

For example, in an article for Inside Out, the journal of the Council for World 

Mission, (August 2003) David Cornick, General Secretary of the United Reform 

Church, explained how churches in Europe, which are haemorrhaging members, 

could be in the process of receiving a life-saving transfusion from the developing 

world. 
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Large parts of London, for example, illustrate this point where religion has become 

a defining characteristic. For example, there are vibrant church groups in the capital 

within such informal Afro-Caribbean congregations as Victory Church or House of 

Praise that pack local halls each Sunday, even though local Anglican churches 

might stand almost empty. Other ethnic minorities have also established 

architectural, as well as communal, landmarks in the capital. There is the Sikh 

temple in Southall, the Shree Swaminarayan Mandir built by Hindus in Neasden, 

the mosque in Regent's Park and the Ahmadi Muslims' Baitul Futuh mosque in 

Morden, which is said to be the largest mosque in western Europe. 

Thus personal and social understandings of what is meant by nominating oneself as 

religious or otherwise show little consensus. How great is the capacity in such a 

situation to argue that religion is in decline or on the increase or just about stable, 

depending on whether the criteria set for such statements emanate from 'hard' or 

'soft' understandings of religious belief and commitment? From where does the 

politician or policy maker take guidance on this matter? The Census demonstrated 

that the black and minority ethnic communities rose from 6% of the population in 

1991 to 9% in 2001. This increase, coupled with the situation outlined above of a 

related increase in evangelical churches and Muslim faith communities in the inner 

cities of England, has led government ministers to revitalise the Inner Cities 

Religious Council of the Office of the Deputy Prime Minister to facilitate an 

increased recognition of the importance of faith communities within civil society. 

That Office is charged with social regeneration of deprived areas, inclusion and 

equality of access to services. 

The Prime Minister in similar vein, in a speech to the Christian Socialist Movement, 

announced a year-long review which would examine how 'the government 

interfaces with faith communities across the range of our shared interests'. 

Meanwhile the Department for Education and Skills (2001) has taken steps to invite 

partnerships between faith communities and national and local education authorities 

to support an increase in faith-based community schools. 
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The scope and nature of the study 

The sweep of this study extends beyond Britain, however. It is concerned to 

examine the role of state-supported faith-based schools in plural societies alongside 

an emerging concern with the place of religion in civil society. Specifically the study 

will seek to describe and evaluate the place of religion in secondary schools in 

plural societies through a study of the cultures of four Catholic secondary schools. 

The study will be conducted against the background of the prevailing cultural 

perspectives experienced at national and global levels by individual citizens of the 

countries in which the study has been conducted, namely Botswana, Grenada and 

Indonesia, as well as in Britain. 

Part of its concern will be to examine these four school cultures in the light of the 

ideas of Berger and Neuhaus (1996: 2nd edition 2002) who called for 'mediating 

structures' in civil society. These are organisations and associations like churches 

and congregations that 'mediate' between the individual and the state and provide 

for the realisation of social justice within civil society. To what extent might faith 

schools act as mediators of equity, justice, inclusion and tolerance in their modern 

plural societies? 

Central to this study will be a recording of the student experience at the schools. 

Students afford an excellent insider view of those aspects of the school's culture 

which touch on their personal beliefs and values and their aspirations as citizens. 

The students are from senior schools and in their final year. Their voices capture 

well a lengthy period in a faith-based school, as well as being poised to take on the 

full rights and responsibilities of being citizens in their own plural communities. Each 

of the countries in which the case studies were conducted offers a different model 

of pluralism and the place of secular thought within it. For example, one is 

dominated by Christianity but includes a wealth of denominations within it. Another 

is dominated by Islam but also has sizeable populations of Christians and Hindus. 

What kinds of experience and attitudes has faith-based education promoted in 

these students? To what extent has the school been an influence over and against 

their homes and families? What values and attitudes do the students hold in relation 
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to their personal and social lives and their future roles in their own countries? What 

are their attitudes to religion and the faiths of others? The study, then, comprises an 

intellectual statement of the problems and opportunities posed by the maintenance 

of faith schools in plural societies, with case studies based on quantitative and 

qualitative approaches. This approach has been recommended by Yin (1994: 13) 

who suggests that case study inquiry 'benefits from the prior development of 

theoretical propositions to guide data collection and analysis'. Educational case 

studies are made of the cultures of four schools. As such they are devised within a 

framework established by Stenhouse (1988:50) for they are 'concerned to enrich 

the thinking and discourse of educators either by the development of educational 

theory or by the refinement of prudence through the systematic and reflective 

documentation of evidence'. They are also evaluative for they meet with 

Stenhouse's definition of evaluative case studies, which arise when: 

A collection of cases is studied in depth with the purpose of providing 

educational actors or decision makers with information that will help them to 

judge the merit and worth of policies, programmes or institutions.(1988:50) 

The concluding section of this present study will then be concerned to set out the 

profiles of the four schools derived from the case studies and portray them in such 

a way as to, in the words of Bassey( 1999:41), 'invite others to make value 

judgements about the worthwhileness' of the continued maintenance and support of 

faith schools in present complex plural societies. 

I have chosen to present the dilemma outlined above by framing the words of 

Gallagher (2005: 163) into a question and will attempt to set out an appropriate 

methodology with which to respond to it: 

Should plural societies operate common schools which will ensure the full 

educational entitlement of all students, from whatever social, cultural, ethnic 

or religious background or a plurality of schools, in which religious groups 

are accorded the right to their own schools? 

The question is a challenging one for plural societies. On the one hand it underlines 

the rights which have previously been given to faith groups in some countries, 
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including Britain, to establish their own schools within an education system which at 

the same time offers 'common schools'. The role of those schools is to provide an 

education for all, based partially on the principles of equity, justice and inclusion. To 

what extent does the existence of faith schools negate the social and educational 

principles on which the common school is founded? On the other hand, are there 

some forms of pluralism which militate against the very existence of the common 

school? 

In the main, the discussion surrounding this question will focus on two 

interconnected questions: 

i. Are there educational purposes which morally, socially, religiously 

and culturally support the existence of faith schools in a plural 

society? 

ii. What kinds of individual school cultures foster the types of human 

development which are needed, and will flourish, in a plural 

environment? 

Responses to these two questions will be considered, first, in respect of the 

educational capability of each school within a plural situation and, second, in 

relation to the personal, social and cultural capability of each school's graduates in 

a plural situation. Finally the study will return to the question concerning the viability 

of the common school in certain plural situations. A response will be given in the 

light of reflection on the purpose of education within intensely plural and complex 

societies. 

The study is divided into three parts: an intellectual discussion of the nature of the 

dilemma facing plural societies in the matter of faith schools; educational case 

studies of four faith schools; and a concluding section which invites educators, 

policy makers and citizens of democratic civic societies to engage through 

deliberative respect with the concept and the practice of faith schools within the 

overall purpose of education before making judgements as to their value or right to 

existence. Thus the structure of the study reflects the core elements involved in 

judgement-making about the role of faith schools in plural societies. 
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The cultural landscape in which the study is set 

Thus the discussion seeks to explore how judgements are made about which 

educational cultures and practices are best suited to the task of education in plural 

societies. Given that religion, faith and education are all contested concepts, there 

is reason to undertake an analysis of the intellectual, social and political landscape 

against which we make decisions about purpose and practice in education in a 

plural society. That landscape currently provides four different modes of thinking 

about how best to proceed with this decision-making. 

The first arises from reflection on the relationship between the individual and their 

community. In Habits of the Heart, Bellah et al (1996, second edition) argued that 

many Americans now recognize that they cannot sustain themselves by themselves 

when facing the complexities of contemporary life. They need some degree of 

connection in their lives if they are to find meaning and purpose. There can thus be 

identified an intellectual, social, communal and personal awareness of the need for 

both involvement in the marking-out of the values which affect our public and social 

relationships, and a public acknowledgement of such values. 

A second mode of thinking can be found in the approach most widely championed 

by Rawls (1987:12-13), in which he advocates 'the method of avoidance' in the face 

of pluralism in political life. In promoting political liberalism within plural societies, 

Rawls (1987: 12-13), argued that a just society should establish the rules by which 

political decisions are taken in isolation from the worldviews of its citizens. From 

such a position the view can be taken that politics is the dominant, and potentially, 

the only recognized discourse of a just society. 

A third mode of thinking is to be found in 'Third Way' politics, a movement which 

was perhaps born of reflection on the impact of globalization. It is a concept, 

according to Giddens (1998), one of its leading exponents, which proposes a 

rejection of top-down socialism and traditional neo-liberalism as a means of moving 

politics forward. In response to the vacuum in guidance which has been created by 

a liberal concern to be fair to the pluralist society, on how best to fill the 'public 
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spaces' of a plural society, politics becomes the dominant voice in directing what is 

best for given social and personal situations. 

A fourth mode of thinking is now emerging which is arguing for an ethical and 

religious vision of the importance of community in contemporary society .See for 

example, Sacks (1995, 2000 and 2002); Berger and Neuhaus(1996, 2nd edition 

2002); and Annette (2005: chapter 18) 

The plotting of schools' individual cultures on to the intellectual and cultural 

landscape will not be a simple task. Schools themselves are complex institutions 

that serve varied and competing aims. For example, Bartelt (1995:7) argues that it 

is best to see schools as 'structures that are intimately and irrevocably woven into 

others, all of which serve political, economic, cultural, religious and social aims'. 

Others such as Comer (1987) have argued that it is unwise to separate academic 

from social and emotional development in children and that there is a need to 

incorporate all the resources of the school into a common blend of care and 

education. 

In seeking to make judgements, albeit proVisional ones, about the ability of school 

cultures to meet the task of educating students for and in pluralism, I shall discuss 

the usefulness of positing post-modernism as a complex map of late twentieth- and 

early twenty-first century possible directions. In doing this, I shall follow King 

(2002:6) who urged that post-modernism should not be understood as a clear-cut 

aesthetic and philosophical ideology that is ' taken to nihilistic extremes', or, 'a fixed 

extreme that denies all others'. This device permits a perspective on postmodern 

and late modern times which can support a looking- backwards to the influences of 

modernity on education and a looking-forward to the possibilities for education 

which global late modern times afford. From there I shall attempt to construct a map 

of cultural directions on to which individual school cultures can be plotted. This 

exercise will be carried out because I wish to argue that education for and in 

pluralism is as yet embryonic, resulting from the current lack of clear direction on 

many social, educational and political matters from within plural societies 

themselves. 
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Why this particular study? 

The initial impetus for this work was the dilemma, whether we as a diverse, plural, 

and multi-faith society can, or indeed should, agree that our plural societies should 

support faith based schools within a state education system. This dilemma has 

dominated my professional life since I began teaching in a Catholic comprehensive 

school in 1975. There was at that time, and for many years afterwards, an almost 

unchallenged liberal educational orthodoxy that faith (church) schools had no 

particular educational place in the schooling of the young. Consequently, little 

attention was paid to the specific kinds of education on offer in such schools, except 

by the faith communities which sponsored them. Their role in wider debates about 

the nature and purpose of education was limited to often acrimonious discussion, 

supported by little empirical research, about the ability of students from those 

schools to take a positive role as citizens in their plural and multi-faith societies. In 

particular, however, the present thesis was generated by two related incidents; the 

first, concerning comments made by a senior OFSTED officer and the second, a 

discussion about research into Catholic schools in the United States. 

The staff inspector for religious education at the Office for Standards in Education 

(OFSTED) raised with me informally in 1997 the apparently higher examination 

results and better OFSTED ratings in social, moral, spiritual and cultural education 

to be found in a substantial number of church schools in England. Very quickly, this 

particular finding became a dominant concern among politicians, educators, parents 

and students. Was there some specific formula at work in faith schools, for which 

parents, politicians and some educators had been searching, which might now be 

bottled? Might that formula not also guarantee successful examination results in al\ 

schools? For me, however, the finding about the quality of social, moral, cultural 

and spiritual education (SMSC) was equally impressive. 

To me the nature of education rested on the concept of being human which each 

school and indeed each teacher adopted. Were there therefore some weaknesses 

of a significant nature emerging in a large number of primary and secondary 

schools? What indeed was the foundation for the educational endeavour if that 

element of curriculum thinking which we chose to call 'SMSC' was 'badly done' or 
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far worse, not even discussed, let alone, understood. Further, the information which 

OFSTED had unearthed led to another question: that of the role of the spiritual in 

state education. How well did the spiritual contribute to the overall concept of 

education in a state school? Indeed does 'the spiritual' work if it is not 'tethered' to a 

specific religious tradition in a faith-based school? Related to these questions are 

the methods which can appropriately be employed in schools to examine how those 

aspects of being human, which the English system calls SMSC, are included in the 

life of each school. A most enlightening discussion about national methods used in 

England can be found in Erricker and Erricker (2000:38-44) in which the 'political 

territory' for spiritual education is mapped out. 

The Handbook for the Inspection of Schools (OFSTED, 1994) set out evaluation 

criteria and evidence by which inspectors observed and evaluated SMSC at the 

time that the above OFSTED findings were reported. A school is said to be 

meeting high standards in personal development if 'its work is based on clear 

principles and values expressed through its aims and evident in its practice'.(Part 

4: 15) The final report on a school must include an 'evaluation of how the school 

promotes pupils' spiritual, moral, social and cultural development and how the 

pupils respond to that provision'.(Part 2:22) The template provided by OFSTED 

relied heavily both on the school's ability to articulate its values and mission within 

an inspection framework and the inspectors' capacity to know what to look for. 

Nonetheless, the findings which provoked my own concerns about the state of 

SMSC provision in many non-faith schools were derived from school inspections 

following a common template in faith and non-faith schools and in such numbers as 

to suggest a certain credibility. 

The other incident which stimulated this study was a seminar led by 0' Keefe at the 

Institute of Education, University of London, where he discussed the research he 

had recently published. He proposed 'a renewed purpose for Catholic schools' in 

the United States, namely 'the preferential option for the poor', which he described 

in the following way: 

In keeping alive a legacy of educating those outside the ethnic and socio

economic mainstream, context and identity meet; the needs of the world 
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coincide with the strengths of the organisation .... The future may be 

uncertain, but one truth remains: the strength of Catholic schools is in 

mission not margin.(1996:193) 

In elaborating the 'preferential option for the poor', O'Keefe compared his thinking 

with the ideas of Preston Williams, an African -American Protestant theologian. 

Williams speaks of the Catholic Church's opportunity in the United States to 

demonstrate its global and not simply its Western character. He argued that if 

Catholic schools were prepared to change their curricula and their extra-curricular 

activities to reflect their global character, then 'they would become vehicles for 

multicultural and multiracial learning'. He concluded: 

A school with such a redefined curriculum and ethos would enable the 

Church to become a great embodier of the Christian gospel. It would also 

serve as the beacon fight for demonstrating how African-Americans and 

white Americans might come together to form a more perfect 

union.(1990:315-8) 

The nature and significance of school cultures 

My aim in examining individual school cultures within plural societies is to discover 

whether those cultures can offer guidance to their wider societies about how to 

proceed in making decisions about the nature and purpose of living and educating 

in a plural situation. The study will look at each culture in relation to the purpose, 

identity and practices in which it engages students and teachers in the development 

of their values, beliefs and behaviour. One major researcher on Catholic education, 

8ryk (1996) has argued powerfully that we live through our institutions. This study 

will attempt to track, therefore, the nature of the experience which is on offer of 

belonging to, and learning in, a particular school. 

The present study attempts to discuss how we might examine faith schools in such 

a way as to guide our present thinking about the place of faith-based education in 

plural societies. The mapping of school cultures on to a wider map of cultural 

landscapes is offered as an example of how in the current educational research 

29 



climate we might adopt some new, and perhaps, more subtle understandings of 

educational purpose and quality in education. For when Lawton pointed us to a 

more precise understanding of school culture through a hierarchical plotting of 

'beliefs', 'attitudes and values' and 'behaviours' in the cultural map of a school, he 

spoke of the value of that model thus: 

Clearly this view of school culture will tend to emphasise many aspects of 

life, in addition to goals. Success or failure will not only be seen in terms of 

league table results. There is evidence that parents look for much more than 

academic results when judging a school. It is very important that parents are 

encouraged to contribute to school life in a variety of ways. (1996: 116) 

Indeed Parker-Jenkins et al (2005:6) found in their research into new faith-based 

schools that 'the role of parents was central in securing what they see as an 

appropriate up-bringing for their children'. The model for the thinking which supports 

the present study is thus derived in good part from the ideas, writings and concerns 

of Lawton. As such this study is particularly concerned to break away from the 

research methodologies employed by the school effectiveness movement when 

looking at school cultures. Although that movement developed from principles of 

social justice and equity, it came to be characterised by many, such as MacIntyre, 

as making effectiveness a core virtue: 

The whole concept of effectiveness is .... inseparable from a mode of human 

existence in which the contrivance of means is in central part the 

manipulation of human beings into compliant patterns of 

behaviour.(1984:71 ) 

This study seeks to find a means of profiling particular schools through an intense 

examination of the internal relationships between the members of the school and 

the beliefs and values at work in its culture within the intellectual, social, cultural, 

and educational landscape in which the school is situated. 
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The White Paper, 'Schools Achieving Success' (DfES 2001), which paved the way 

for the expansion of faith based schools in England, pays little if any attention to the 

many differences and distinguishing features of the faith schools currently in 

existence. Calling for accountability from each school in a system increasingly 

characterized by centralised resourcing, curriculum reform, league tables and 

external reporting demands attention to the individual school and its particular 

characteristics and culture. As Grace has reminded us: 

Thoughtful debate about faith schooling must recognize that faith schools 

constitute a great variety of educational cultures, principles and practices. 

(8 November 2003) 

Busher (2001 :76) notes that the nature of each school's culture or ethos is 'dynamic 

and created through the interactions of people'. He continues saying they are a 

nexus of shared norms and values that express 'how people make sense of the 

organisation in which they work and the other people with whom they work'. A 

warning also follows that 'organisational culture is often taken for granted by current 

participants who may be unaware of how a particular culture has been constructed, 

how it might or can be changed or how it is sustained by those in positions of power 

and authority'. Morrison(2002: 19) would agree for he writes that schools are 

'storehouses of distributed knowledge' which frequently governs the micropolitics of 

the organization. Wrigley provides a useful summary, though, to such current 

thinking on school cultures emanating from the school effectiveness movement and 

turns instead to the fundamental question with which, I think, a study of school 

cultures should be concerned: 

We have devoted such energy to developing a sophisticated knowledge of 

change management, planning, assessment, school cultures, leadership. 

Now, in this new century, the question is unavoidably - to what end is all 

this? Where is the vision? (2003:7) 
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Wrigley's views are supported by a growing number of school researchers, 

including Morley(1999) and Macbeath (1999) who would all concur with the 

argument expressed by Slee and Weiner that: 

Effective schooling and the school improvement movement is blind to a 

searching interrogation of outcome. Test scores become ends .... Explicit 

discussions of values and the types of society to which schools articulate/ 

adhere are ignored. (1998: 111) 

This study, therefore, within its very limited scope and nature, will attempt to put the 

question, To what end is all this?' back at the centre of the debate about the 

purpose and practice of education specifically through the study of individual school 

cultures within a framework of beliefs, values and behaviours. It will explore the 

means by which sufficient information about a particular faith based school culture 

might be collected in order to determine the influence of its specific beliefs and 

values on its educational purposes and practices. The information thus collected 

would contribute to a profile of the school. The profile would, in turn, provide a lens 

through which those concerned with the generation of macro- educational policies 

concerned with pluralism and globalisation might reflect on the micro-management 

and implementation of those policies within particular cultures and their success, 

failure or innovation. 

Catholic schools and their cultures 

In the 1950's, the decade before I became a student in a Catholic secondary 

school, the Catholic church seemed to many to be increasingly out of date and out 

of touch. Then came Pope John XXIII and the Second Vatican Council and the 

Church seemingly began to re-engage with the world. Part of this process was a 

renewed vision of how the Church might work to change its relationships with other 

faiths and cultures. Bryk et al(1993:334-5) when discussing their own empirical 

study of Catholic schools in the United States have drawn attention to tensions 

inherent in faith schools, precisely as a result of the new approaches and workings 

of the Catholic Church after the Second Vatican Council, particularly in its 

relationship with the larger secular culture. This study will seek to make connections 
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between general school mission and policy statements and individual school's 

understanding of their culture and function. 

Research into Catholic schools and their practices, some of it relating to schools 

more generally, has highlighted six key areas which it will be important to examine 

in this present study of school cultures: 

(i) The school as a community:it was the research of 8ryk et al (1993) 

which highlighted the importance of the school as a communal 

organisation. In a later work 8ryk distinguishes three core features of 

the 'community structure' of the Catholic school as: 

a) shared activities which provide shared experiences among adults and 

students; 

b) a set of formal organisational features which support the community; 

c) a set of shared beliefs 

As a result, 8ryk argued that 'the basic social organisation of the high

school as a community has substantial social and personal 

consequences for both teachers and students'.(1996:29) 

(ii) The concept of social capital alongside human and economic capital: 

Coleman (2001 :90-92) argues that all social relations and social 

structures facilitate some forms of social capital but schools are 

important in facilitating specific forms of social capital. 

(iii) The question, 'how does the Catholic philosophical world and life view 

influence educational practices in Catholic schools?': a key question 

raised by Arthur, who (2005:152)also asks, 'Are Catholic schools 

theological communities of believers or are they more sociological 

communities of care?' 

(iv) The impact of national educational policy and emphasiS on individual 

Catholic schools and their managers: Grace's (2002: 125ff) major study 

of Catholic head teachers in England indicates that Catholic schools still 

see their mission in terms of promoting faith, community and the social 
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dimension. He found, however, that Catholic schools in England had 

given greater attention to academic performance in school prospectuses 

and that this development has been largely driven by government 

legislation. Yet Grace (2002: 142) also uncovered evidence of a 

resistance among head teachers in English Catholic schools to 'the 

domination of technical performativity'. 

(v) The significance of religion in terms of personal identity in 

postmodern/late modern times: Parker-Jenkins et al (2005:6) comment 

that 'what is particularly striking today is the importance of religion in 

terms of personal identity'. They note that faith based schools are 'being 

chosen by parents who see them as places providing compatibility 

between the religious values promoted in the home and those practised 

in schools'. 

(vi) Current understandings of the nature of religious and spiritual education 

and of teacher and student autonomy in the matter of learning about 

religion in state schools: in particular, that described below as an 'ethics 

of belief'. This suggests that greater attention needs to be paid in 

research in schools both to the content and pedagogy of religious and 

spiritual education. Hobson and Edwards argue: 

Principles and values from an ethics of belief complement 

democratic values to provide ethical and epistemological norms 

which should inform the teaching of religion and act as a guide to 

how religious differences should be handled in the 

curriculum.(1999:85) 

Developing a process for the study of faith-based schools and their cultures 

Part of the problem associated with making a study of faith-based schools is that 

there is an assumption that they inhabit some unknowable realm beyond the 

experience of most educators. That is, since these schools are seen as being 
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concerned with religion, there is an assumption that those whose business or belief 

system is not religious are unable to penetrate the genus loci of the place. Although 

it is commonplace now to highlight the rankings of faith-based schools in national 

league tables of examination results, little headway has been made in examining 

the role of religion within the educational culture of successful, or indeed, failing 

schools. Part of the reason, I suspect, lies in the discussion above in which it was 

claimed that the school effectiveness concern with school cultures was restricted to 

questions of how best to superimpose a model of effectiveness onto the managerial 

and behavioural organisation of each school, despite or in the face of a school's 

particularities in its beliefs and values, in order to achieve specific outcomes. It will 

take some little while to overcome this managerial model of school organisation. 

A further problem might well be 'religion' itself. Faced with this same problem 

McCutcheon (1997:6) called for a methodological, theoretical and political analysis 

applied to 'a particular way of talking about, conceptualising and constructing 

religion as a discussion object'. Indeed, she speaks (1997:5) of the need to 'dispel a 

long-standing assumption that matters of religiosity and spirituality inhabit a 

privileged, unblemished realm'. Her solution (1997:200) is to suggest that the 'way 

people talk about their Gods' would be more helpful to 'the outsider' of a religion if 

they spoke 'not in terms of theology but in more general categories'. She proposed 

general categories of 'social formation' and 'authorising practices' which could 

prove helpful in a study of this kind. 

There is also, however, the reluctance noted by Arthur above to examine the 

interplay of religion and the building of a school community. At the Institute of 

Education, I was privileged to be able to work with a number of representatives from 

the major faiths, most particularly members of the Hindu, Jewish and Muslim 

traditions and different Christian denominations as they sought to clarify their 

identities and purpose as communities in education. As our work progressed it 

became clear that our most productive and significant ideas and practices in 

teacher education, curriculum development and community policy, both for formal 

and informal education, arose from our commitment to ask educational questions 

first of the major faith traditions. Those questions crossed a wide spectrum but 

always involved issues about how best to support the child and young person from 

those communities in developing their identities, values and beliefs in our complex, 
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plural societies both here and overseas. What did the child need from education 

and how can formal and informal education practices contribute to meeting that 

need? Religion and faith in this model of educational process were servants of the 

immediate and long-term educational questions and aims. 

When some provisional decisions had been taken about educational questions and 

aims, it was then the task to interrogate the histories, traditions, scriptures, ethics 

and teachers of those traditions to examine how best to employ education in its 

various political, social and cultural settings to meet the stated needs. That 

methodology was challenging and complex for it focused the endeavour on human 

growth and human concerns and not on proselytism and religious point-scoring. It 

was also at times frustrating, challenging and painful. Nonetheless it was a 

methodology which permitted and sustained a continuing conversation between 

religion and education and between professional educators and communities of 

faith. 

Those extended and fruitful encounters between religion and education within faith 

communities give some ground for optimism in employing some similar questions 

during the present study when collecting data about the culture of the four Catholic 

schools. At its centre this study will be concerned with examining the purposes of 

education as they are worked out in practice through the cultures of specific schools 

in a number of plural societies in late modern times. Through seeking to excavate 

the particulars of certain educational situations against a background of pluralism 

on the one hand, and one specific aspect of that pluralism, Catholicism, on the 

other, it is hoped to engage in some 'coherent educational and curriculum thinking' 

about whether it is possible to argue cogently for or against the place of faith based 

schools in plural societies. 

Carr has pointed out some of the considerable difficulties associated with 

educational thinking in postmodern times and he (1998:14) has asserted, 'some 

conception of objective knowledge or truth requires urgent defence or rehabilitation 

in the interests of coherent educational theorizing'. Another helpful borrowing is 

from Kelly (1999:53), who argued that pupils should be given much more than a 

curriculum which is 'a selection of the culture of the society as it exists at the time 
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when they happen to be in schools, even if it could be identified and defined clearly 

enough'. Indeed Carr(1998:53) asks of such a model of education, where is 'their 

(the pupils') right to emancipation and empowerment'? Priestley has also wisely 

reflected that: 

A curriculum which prepares children only for the present world is a 

betrayal. Change is not an option. It will happen with us or without 

us. It is a moral option of whether that change is for better or for 

worse and Education is the vehicle which will help determine that 

course.(1996:Part V) 

Examining the practice of individual school cultures from outside of the faith 

tradition on which they are founded in order to inform public debate about the value 

or otherwise of their existence in plural societies is as yet relatively untried. It is 

important, therefore, in this study to test the potential helpfulness of its particular 

methodology in the present sometimes challenging and mostly non-directional 

pluralism. For these reasons, it is proposed that for this study the investigation of 

faith-based school cultures should involve only Catholic schools. This is because a 

tradition has developed among Catholic researchers to study the workings of a 

school through its culture. Most importantly for my study Flynn (1993:25) proposed 

that a study of school cultures should be a 'mapping as we" as a mining operation' 

and should take place within the context of the wider culture of the 'world post 1989' 

and national society. 

The present study wi" advocate the development of an appropriate methodology 

which could be used ultimately across a" faith schools, not only Catholic ones. Its 

aim would be to build comprehensive profiles of the social, personal, spiritual and 

educational capability or non-capability of state supported faith schools in modern 

plural societies. Working within one faith community's schools only, Flynn built up a 

sophisticated frame of analysis of large data banks developed from questionnaire 

surveys to parents, teachers, as we" as the students. In this study it is argued that 

the analysis of the data from the questionnaire to the students in four schools is 

best contextualised within a theoretical analysis of the students' social, inte"ectual 

and national contexts and a qualitative study of the school's religious and 

educational culture. 

37 



It also stands philosophically within the broad and authoritative research of Bryk 

with Lee (1989) and with Lee and Holland (1993). Working with comprehensive 

quantitative national data bases Bryk first sought to compare the social and 

academic achievement of students in the United States in Catholic schools with 

those in public schools. The marked difference in positive achievement between 

those in the Catholic schools and in the rest led Bryk to examine the organisational 

features of Catholic schools. As an eminent statistician he then examined the 

contribution of specific organisational features to the social and academic 

achievement of the stUdents in those schools. His analysis pointed to a number of 

distinctive features which merited further investigation, including the school as a 

'voluntary community'; the school as a 'bridging institution'; and the 'role of religious 

understanding in contemporary schooling'. 

From such rich data which lead to complex multilevel modelling, Bryk came to 

perceive the American Catholic school as significantly distinct from the American 

public school. This very important work emphasised to me that the distinctiveness 

of faith schools in the UK and elsewhere merited an articulation which gave some 

explanation not only of the reasons for their apparent academic success but also 

their sensitivity to personal and social development in a faith based community. In 

so many ways Bryk's research has proved foundational to my thinking in this study 

and to my hopes for a future solid research base to underpin educational policy 

concerned with faith schools in England. My own study must, however, be different. 

In the first place I am not a statistician and would therefore more naturally turn to a 

methodology which sustained a combined small quantitative and qualitative 

empirical study. Far more importantly, however, I am concerned that my experience 

in faith schools in England and overseas teaches that different schools, even within 

the same faith tradition, feel different. I wished to find a way of excavating those 

differences in relation to the individual school. At the same time, I wished to have a 

framework for reporting differences and similarities in separate school cultures 

which borrowed from Bryk's concept of reporting differences in levels of 

achievement across a wide range of schools through the instrument of using 

common educational indicators. For him, the research landscape was dominated by 

equity and access for students of all races and world views. For me the landscape 
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in this study is dominated also by pluralism and inclusion and the role of the spiritual 

in personal and civic education. It was also important that this study should find a 

means of reporting the essential nature of each school culture which went beyond 

the scope of the OFSTED template of report writing found in the Handbook for 

School Inspection (1993). There inspectors are enjoined to report their examination 

of the 'pupils' personal development and behaviour' by recording how the school 

promotes their spiritual, moral, social and cultural development'. Two paragraphs 

suffice. In the exemplar inspectors are encouraged to write: 

The school is a community in which the spiritual and the moral dimensions 

of life are taken seriously. .... The school helps pupils to understand what is 

right and wrong and to appreciate the needs of others ..... (1993:14) 

Inspection reports must necessarily be brief but the philosophical, cultural and 

ethical dimensions underlying a school's approach to SMSC and therefore human 

formation require a more extensive and discursive template, if not rationale. 

It is hoped that this study of individual Catholic schools, as exemplars of specifics 

within the general concept of Catholic education, will yield data which may point to 

commonalities and universals, as well as dissonances and dissimilarities in the 

cultures and outcomes of particular Catholic schools. If this is shown to be the 

case, the study will suggest that policy makers cannot afford to make generalised 

decisions about the value or otherwise of faith-based education. It will seek to 

recommend areas in which all schools, and the philosophies and cultures within 

which they operate, should be investigated before decisions can be taken about 

their worth within state supported education systems. This way of making policy for 

faith schools would have the advantage of treating all of those schools similarly, as 

well as, perhaps, secular schools. This is necessary since the spectrum of faith

based education includes schools from religious traditions which have a long history 

of involvement in state education and others from traditions which are new in their 

involvement with formal state supported education. 
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In summary, this comparative study of four Catholic schools has been undertaken 

to: 

• Support policy formulation concerning the place of faith schools in plural 

cultural contexts. This follows from the work of Finegold, McFarland and 

Richardson (1992 and 1993)who argued that one of the main purposes 

of comparative study is to help with policy formulation; 

• Better understand the attitudes to life or 'faith stances' of young adults as 

they graduate from Catholic schools, as proposed by Greeley and Rossi 

(1996: 182-3) and Bryk, Lee and Holland(1993) 

By its nature this is a small study and resources have been extremely limited. 

Nonetheless, the undertaking was considered imperative, first because such a 

study has not been attempted before and, more importantly, because globalisation 

has seemingly forced a world-embracing economics-driven view of education on to 

both the global North and the global South. It is important, therefore to consider how 

matters of human development are tackled within individual countries, and in 

particular schools within them, and learn from the result. In this way, the study will 

seek to respond to the concerns of Bruner, who reflected: 

What we resolve to do in school only makes sense when considered in the 

broader context of what society intends to accomplish through its 

educational investment in the young. How one conceives of education is a 

function of how one conceives of culture and its aims, professed and 

otherwise. (1996:ix-x) 

In this study, I have been greatly humbled by the most generous support provided 

by distinguished and professional colleagues in the South, and by the willingness of 

three governments and, the Catholic educational authorities within three countries, 

to permit me to conduct case studies of Catholic school cultures. The schools have 

been chosen because together they provided a diverse cohort in terms of religious 

adherence and gender. Nor do three of them represent a traditional view of a faith 

school which is one in which children of a particular faith community are educated 

by that community separately. One is private but state supported and the other 

three are fully integral to their national systems of education. Two are in the same 
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country thus offering an opportunity to compare the method and the data collected 

within one country. 

Admission to three schools is based strictly on examination results gained at junior 

secondary level. Three of them are mixed and one single-sex. The single sex 

school is for girls. In one school, the overwhelming majority of the students are 

Catholic. In each of the others Catholics comprise less than half of the whole 

student cohort. Data from these studies will therefore contain information about both 

male and female students' attitudes to their faith schooling; students from a single

sex school's attitudes to their schooling; and a mixed 'student voice', both male and 

female telling of their school experience through discursive responses to open 

questions in questionnaires and in discussion. At the same time, the study will 

provide a means of articulating some of the consequences for a state education 

system of permitting particular faith communities, or indeed any other major life

stances or philosophical traditions, to organise and sustain distinct schools for 

students of all faiths and none, at times of intense pluralism and a critical lack of 

direction in social, cultural and intellectual values. 

I will attempt to set the fieldwork experience and data analysis into the wider context 

discussed in this present chapter, and the following three, which concern the place 

of faith in the schools of plural civic societies; the nature and extent of religious and 

secular pluralism; and a possible role for faith schools in plural, democratic 

societies. In brief this study is seeking to identify and verify a process whose 

purpose is to facilitate a genuine conversation between faith based education and 

the state, mediated through political philosophy and regulatory protocols. To this 

end, the profiles of each school will be used to contribute to the discussion about 

the appropriateness of faith schools in plural societies. 

This study will at all times attempt to remain alert to the tentative nature of any 

discussion about school cultures in which the developing identities of students in 

relation to pluralism and individual beliefs, values and attitudes are being examined. 

Perhaps a most valuable cue to remaining alert may be taken from Jackson 

(2004:17), who has recently argued, culture should be seen not so much as an 

'entity' but 'an active process through which humans produce change'. Thus our 
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concern with the development of the students in the schools of this study is to 

gauge their capacity to engage with cultures, some secular, some religious, and 

their ability, as Meijer (1995) would say, 'to continuously interpret and reinterpret 

their own views in the light of their studies'. Equally the fluidity of a school culture 

necessitates that at any time in a school's history an investigation could be made 

which achieved a fair and evaluative profile of the capability of the school within a 

plural society. 

At a personal level, the research ethic guiding this study of the place of school 

culture in human flourishing is, perhaps, best summarized in the words of Pope 

John Paul 11, in his address to the United Nations General Assembly, in October 

1995: 

To cut oneself off from the reality of difference -or worse, to attempt to 

stamp out that difference - is to cut oneself off from the possibility of 

sounding the depths of the mystery of human life. 

In studying differences in school cultures against the background of difference in 

contemporary plural societies for the purpose of working closely with the central 

question of this study, I shall attempt to develop an enquiry based on reason, 

sensitivity and validity, thereby hoping to avoid the stricture of Thomas Aquinas to 

Dante: 

He ranks very low among fools who says 'yes' or 'no' without first making 

distinctions .... since often opinion, rushing ahead, inclines to the wrong side 

and then passion blinds the intel/ect. Far worse than useless ... .is the quest 

of a person who casts off from the shore and fishes for the truth without the 

art. (Paradiso XIII. 115-123) 

Summary 

The aim of the thesis is to develop and test a methodology for responding to the 

question, 'Should plural societies operate common schools which will ensure the full 

educational entitlement of all students, from whatever social, cultural, ethnic or 

religious background; or should there be a plurality of schools, in which religious 

groups are accorded the right to their own schools?' The study will involve an 

42 



examination of schooling in complex plural societies through the micro-cultures of 

four individual faith based schools. The examination will be situated within the 

overarching argument that plurality itself is central to the common good because 

individuals and their communities centre on the pursuit of different components of 

the complex human good. Case studies of the schools have been undertaken in an 

attempt to make clear the attitudes and values of the senior students in the schools 

and the differing ideologies through which the schools set about educating those 

students. Their variety, their differences and their similarities will be offered as a 

contribution to the wider debate about the nature and ethical purposes of public 

education in and for pluralism and the role of faith schools in that state supported 

education. 
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Chapter 2 A reassessment of the place of faith schools in state 

supported education in plural democratic societies 

Purpose of the chapter 

The chapter considers whether faith schools might make a positive contribution to 

late modern plural societies. It begins the reassessment by observing the public 

arena in which a reassessment might take place. At present that arena tends still to 

be dominated by the modern liberal view of Rawls, who urged that matters of civic 

or state concern should be settled using the 'method of avoidance'. In this way the 

state avoids the need to take account of citizens' private and personal beliefs and 

values. Such a view surely leads ultimately to an undervaluing of citizens as human 

beings and self-conscious participants in the democratic process. At the same time, 

a macro-educational culture driven by economic imperatives and standards based 

evaluation also leaves little room for concern and respect for the developing 

identities and values of young people growing up in an a-cultural plural society. This 

macro-policy has no real time also for due consideration of the micro-cultures of 

each school and their impact on the developing values and identity formation of 

each student. As a result, the case is made for schools to function both as 

'mediating institutions', which build social capital, while being integral to the 'moral 

matrix' of a plural society. Finally the chapter seeks to examine the contribution 

which schools can make to the common good and asks whether due attention is 

paid to the impact of the existence of faith schools on diverse societies and their 

citizens who have multiple identities. 

In order to draw attention to this important question a proposal is made that we 

need to examine the purposes and outcomes of different types of schooling on the 

lives of their students. In these plural times it is argued that schools should be 

evaluated in relation to (i) the social formation of their students for pluralism and (ii) 

their fostering of a capability in students to exercise their rights as citizens of a 

democratic society to change and contest the cultural trends at work in that society. 

This study's examination of four faith school cultures is presented as moving 

44 



partially to the solution of discovering the effect of distinct kinds of schooling on the 

personal, social and civic values of students. 

Religion, culture and education: the crucial predicament for schools 

The Rawlsian 'method of avoidance' of religious and ideological stances can lead to 

an overzealous attempt by government to bifurcate issues of national and human 

well-being, so that the public arena devalues the essential character of the private 

lives, attitudes and beliefs of its citizens. Carter (1993:8) has highlighted the impact 

of this modern liberal approach on America, arguing that there is in their political 

ideology 'a magnificent respect for freedom of conscience' but at the same time a 

huge fear of religious domination of politics and a wariness of 'those who take 

religion seriously'. In addition, the Catholic philosopher, Maritain (1951: 13), argued 

that the separation of individual and community initiatives from the political will of a 

society endangers both the existence and the prosperity of the political community 

or culture. 

Traditionally education has been chiefly concerned with beliefs and values and it 

has been the political and philosophical values of modernity which have formed the 

core of educational endeavour. In particular, philosophical and political liberalism, 

with its location of the common good in a common morality founded on respect for 

universal human rights, has contributed to the view that conceptions of justice take 

priority over individual person's or community's understandings of the good life. 

Education working within this view of the just society can take two directions. Either 

it can foster schools which seek to inculcate the values of the common good 

through holding to a common morality or it can seek ways of encouraging 

communities of like-minded people, such as religious adherents or secular 

humanists, to found schools based on their principles and values. The first 

approach requires schools to involve teachers and students in learning about 

principles and values which are only evidently of use when the individual stUdent or 

teacher participates in civic or social communities or in the work place. The second 

requires all schools to recognise universal human rights and civic responsibilities 

but presumes that the schools will be more fully engaged with the development of 
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the student as a whole person, with personal values derived from their homes, 

friends and social communities. 

For philosophers such as Macintyre a person cannot be adequately educated in 

morality unless the school and the community it seNes profess a coherent set of 

moral and religious values. Thus Carr has commented that: 

it has long been common on something like MacIntyre's grounds for 

religious constituencies and denominations in developed democracies to 

make their own provision for the education of their members.(1998:248) 

Herein lies a particular reason for taking seriously the historical situation of the 

existence of faith schools both in the UK and in many former colonial territories. In 

what ways do they educate the moral,religious and civic aspects of individual 

students and to what extent could they yield good practice in the matter of 

educating the whole person as opposed to each aspect? On this basis, too, it is 

possible to sympathise with Sidney Webb, who is quoted by Judge (2002:43), as 

insisting in 1901 in a Fabian Society pamphlet that: 

It is politically impossible to abolish these voluntary schools; and whatever 

we may think of the theological reasons for their establishment, their 

separate and practically individual management does incidentally offer what 

ought to be, in any public system of education, most jealously guarded, 

namely, variety, and the opportunity of experiment. 

This study is concerned to examine, in these problematic plural times, the varieties 

of ways in which different faith school cultures set about the task of human and 

social formation and the outcomes of their approaches. 

In 2001 in northern towns in the UK such as Blackburn, Bradford and Huddersfield 

a series of extensive disturbances took place. Such towns put flesh on descriptions 

of British society by sociologists such as Flanagan (2nd edition 1999:7) as being 

'fragmented and containing a range of beliefs and values'. The Cantle Report 

(2001) resulting from the northern inner city disturbances described faith based 
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schools as undermining community cohesion. Such schools were seen both as 

exclusive and divisive. 

Fifteen years earlier the Swann Report made several recommendations concerning 

common and faith or separate schools, which included: 

• Far more can and should be done by schools to respond to the 'pastoral' 

needs of Muslim pupils, to ensure that there is a real respect and 

understanding by both teachers and parents of each other's concerns and 

that the demands of the school place no child in fundamental conflict with 

the requirements of his faith; 

• As we have observed earlier, the right of communities to seek to establish 

their own voluntary aided schools is firmly enshrined in the law. At the same 

time, we do not believe that such separate schools would be in the long term 

interest of the ethnic minority communities. (1985:496-498) 

Assumptions are made in both reports that attention should be paid to the pastoral 

care of religious or ethnic minority students in all schools and that separate schools 

are inherently exclusive and divisive. Each report finds cause to criticise both state 

community schools and state supported faith-based schools. Neither is thought 

equipped to meet the educational needs of students growing up in an intensely 

plural society. The obverse of such assumptions is that a common form of 

education for all could be found in a 'common school'. Unwisely the reports do not 

consider the steps which a plural society would need to take away from the 

historical position of the existence of state maintained faith schools to their abolition 

in order to build a new form of common school. Nor do they consider the difficulties 

facing formal education as it seeks to accommodate state supported education to 

the differing patterns of living and working in the new millennium. Instead education 

is seen as a positive concept which merely requires harnessing to the particular 

problems with which the reports are concerned in order to bring about a change for 

the better in plural communities. What is seen here is an accumulated package of 

goods with which education is to be concerned, without a matching commitment to 

a reassessment of the overall purpose of education. 
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Within a landscape of pluralism and diversity Hargreaves has been prompted to 

judge that: 

The decline of the Judaeo- Christian tradition as the prime purpose 

underpinning schooling and teaching in a context of greater religious, 

cultural and ethnic diversity raises penetrating questions about the moral 

purposes of education. One of the greatest educational crises of the 

postmodern age is the col/apse of the common school: a school tied to the 

community and having a clear sense of the social and moral values it should 

instill. (1994:58) 

Hargreaves makes a critical connection here between the definition and purpose of 

education for the common school in former times and a religious base. At present 

he argues that the common school has no clear sense of the social and moral 

values it should instill. If that is the case, then the common school without a 

common moral purpose is in grave danger of operating amorally. Yet education has 

traditionally been defined as a moral activity. The agenda, therefore, which 

Hargreaves proposes for the education community is pressing. What attempts do 

we make to examine whether the whole state maintained system of schools for 

pupils of compulsory school age is supported or not by an adequate moral 

underpinning, with which it might sustain its purpose? Second, are schools given 

clear authority by the many and diverse communities which now constitute society 

to teach about and instill specific social and moral values. Implicit in Hargreaves' 

words is a warning that without an adequate and appropriate consideration of the 

essential nature and purpose of education, the professional community may find 

itself cut off both from the beliefs and values which traditionally secured its authority 

to educate and from the beliefs and values of those it seeks to educate. 

In this way, Hargreaves pointed to the need for the debate with which this study is 

concerned. He points to the requirement of a 'prime moral purpose' to undergird 

schooling. He reflects the view that in a postmodern society, no one tradition or 

world view can hold dominance in a situation of ethnic, religious and cultural 

diversity. In consequence, education itself is stripped of former prime sources for its 

moral purpose and authority. Hargreaves' lament for the collapse of the common 
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school is indeed no less than for education itself, which traditionally since the 

nineteenth century has defined its nature as moral and its outcomes as the ethical 

inculcation of habits and virtues consistent with modernity. Secondly, Hargreaves 

highlights the traditional British indifference to religion, which was thought by Gilbert 

(1980:65) to be influenced by a 'subtle assumption of rationality'. Traditionally 

education has been required to tackle social and intellectual problems without too 

much concern with religion. 

He suggests that a common cultural heritage by which certain moral assumptions 

could be clothed in a common narrative tradition was the basis for education in the 

modern age. This view would reflect Gordon and Lawton's (2003:60) definition of 

culture, as referring to 'knowledge, beliefs and attitudes, passed on from one 

generation to the next, and by definition any society possesses a culture or way of 

life that members of that society share'. In the postmodern age, Hargreaves, 

however, describes a situation in which no one set of moral assumptions holds and 

no one dominant narrative conveys cultural understandings of human purpose. This 

postmodern perspective, which holds no common assumptions about values, 

beliefs and human narratives can arguably be described as lacking a culture, 

although it houses many cultures. Wright, for example, in his discussion of religion, 

education and post-modernity concludes: 

Given the plurality of choices and opinions before us, it is increasingly 

difficult to make sense of a diverse and complex world. This has led perhaps 

inevitably to the collapse of a single shared high culture and its 

fragmentation into a diverse range of popular cultures. (2004:3) 

It is surely a matter for speculation whether a plural society which holds to the 

inherited conception that it has a duty to educate its children, though with no 

consensus about with which beliefs and values, might better be described as a

cultural. This description is adapted from the use of the word anomie, a condition 

defined by the Oxford English Dictionary as a 'lack of the usual social or ethical 

standards in an individual or group'. In an a-cultural situation individuals have both 

social and ethical standards and so too do individual communities or groups, 

whether large or small, ancient or new. What is lacking is a set of standards in 
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common or across the individuals or the groups. Thus the many cultures live 

together without a common conscience by which judgements can be made and to 

which appeals can be directed. Within this a-cultural society there is little, or no, 

opportunity to express values and beliefs in common about the nature and purpose 

of schooling. Any commonalities or standards can only be imposed from outside the 

individual's or individual community's realm of meaning. 

The impact of meta-policy on micro-school cultures 

The a-cultural situation, in which the political liberalism described above mixes with 

other cultures, seriously challenges education's interface with the variety and 

complexity of citizens' beliefs and values. For example, it is of little surprise that a 

standards-led understanding of education was imposed through the establishment 

of the Office for Standards in Education on the education community in Britain at 

the very time when this a-cultural situation was being most graphically depicted in 

Lyotard's theories, succinctly summarised by Wright as: 

The modernist search for universal truth, for the ultimate meta-narrative 

capable of explaining the totality of the order- of- things, must give way to 

an acceptance of a diversity of local micro-narratives whose horizons are 

necessarily limited by the contingencies of culture and the accidents of 

space and time. (2004:24) 

Standards as the defining culture of national education were centrally imposed at 

the expense of a coherent set of aims for schooling in general. Little room was left 

for each school to respond to individual pupil and local needs. 

Significantly, the new edition of MacGilchrist, Myers and Reed's (2004), The 

Intelligent School begins with a critical overview of the government's standards 

driven school agenda: a one-size-fits all model. The authors point out that the 

government's policy is derived from a particular reading of 'school effectiveness' 

research. This reading enables politicians to locate all responsibility for students' 

learning within the schools themselves, with no reference to the social contexts in 

which they have to function. On this reading schools are mechanistic implementers 
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of a national system of skills development and curriculum assessment. Intelligent 

schools,on the other hand, are characterized by certain values which the authors 

root in the concept of 'multiple intelligences'. These are ethical, spiritual, contextual, 

emotional, collegial, reflective, as well as operational, pedagogical, corporate and at 

their heart, systemic. 

The case made by MacGilchrist et al makes clear that, in post- modern times, 

formal educational policy, which is centrally driven, seeks to engage schools in a 

meta-narrative, with no reference to their micro-cultures, namely, the school 

cultures themselves. This study proposes that in an a-cultural situation, where no 

one view holds sway, leeway is given to the kind of education which individual 

school cultures engage in, for it is they, and not central government, which are 

primarily responsible for the education of the young. It is critical to reassessing the 

purpose of education to examine how individual cultures meet the beliefs and 

attitudes of their students at present. It was McLaughlin(1994:259) who pointed out 

that the statements of value which emerge from OFSTED inspection visits may be 

ambiguous, provisional and less than totally clear. Taylor goes further: 

Unless schools make the effort to articulate their values and develop some 

clarity of vision, they will not be in a strong position to pursue their task of 

developing pupils' understanding of values .......... and their own 

commitments.(1996:8) 

In examining school cultures a further distinction can be made between 'culture' and 

'ideology'. Geertz set out the relationship between culture and ideology. The role of 

culture is to provide 'extensive sources of information, templates for the 

organization of social and psychological processes'. Ideologies, however, 

come most crucially into play in situations where the particular kind of 

information they contain is lacking, where institutional guides for behaviour, 

thought or feeling are weak or absent. It is in country unfamiliar emotionally 

and typographically that one needs poems and road maps. So too with 

ideology. (1985:81) 
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From this argument, it is possible to assert that it is the schools as micro-cultures, 

with mainly a standards-driven understanding of education to guide their outputs, 

which bring their individual ideologies to bear on the task of educating the young. A 

characteristic, therefore, of an intelligent complex plural society would surely be to 

take heed of the ideologies of education which are developing within the micro

cultures of schools and reflect upon them. For schools which operate in an a

cultural situation could prove to be a valuable source of information and 

understanding about how to involve adults and the young in education in values. 

That reflection would in turn examine whether each school is ethical, contextual, 

collegial and reflective and underpinned by a dominant set of assumptions or values 

which are both inherent in the culture of the school and found throughout its mission 

and practice. 

How this might be done is central to the present work for it is concerned to question 

how best education at present can proceed from its historical situation of supporting 

state maintained faith schools among the variety of schools open to its young 

people. It is thus concerned to look at the prospects of education as a whole 

offering a good education to all at this time of cultural and intellectual uncertainty. It 

assumes that judgements about which school offers a good education can best be 

arrived at by first examining a variety of school micro cultures within plural societies. 

For this present exercise, it is considered appropriate to study faith based micro 

cultures; in time, however, such a study would be important in the microcultures of 

common and community schools. 

The intention is first to test methods by which school cultures and their nested 

ecologies may be usefully explored in relation to the beliefs and values they 

espouse and to which their students adhere. Secondly, the study will explore to 

what extent those micro-studies can engage with established or developing 

concepts of education in plural contexts. In this way, the present study will first 

examine single school cultures and their understanding of the educational 

enterprise. Then from an overview of how particular school cultures contribute, or 

not, to personal, social and cultural development, a case will be made that authority 

for each school to educate at the present time should result chiefly from their 

capability to educate in and for pluralism. 
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Any examination of a school as a micro-culture within a plural society will, therefore, 

necessitate judgements being made about the quality of the micro-culture as a 

school capable of developing students for plural situations. This study will propose 

that such judgements can be made validly in a plural a-cultural situation within two 

matrices. The first will be the school's position on the mediating-institution matrix; 

the second, will place the school within a moral matrix. 

Schools as 'mediating institutions' in a-cultural contexts 

To date, the need for a more reasoned and organic analysis of what might 

constitute an educational ideology sufficient for the challenging task of engaging 

with pluralism has been sidestepped as a result of the dominance of the economic 

imperative in current education as opposed to the moral. This trend has been 

helpfully summarised below by Lawton and Cowen: 

Overall much of the thinking that has guided definitions of a good education 

in many cultures has been about the relationship of education to the 

acquisition of virtue. Discussion of education has been a discussion of the 

nature ofvirtue .......... now we are increasingly used to a discourse in 

education that uses economic terms as the vocabulary of valuation: it is in 

economic terms that education is itself to be understood. That which is 

economic has become that which is virtuous. (2001 :18) 

This study will therefore not be primarily concerned with the ability of schools to 

meet the economic imperatives of globalisation, presuming that national ministries 

of education have already devised means of inspecting schools to judge their 

competence in academic and vocational education and their ability to offer value for 

money in the process. Instead it will seek to uncover the ability of particular school 

cultures to focus equally on the acquisition of virtue in plural times. It will move 

directly to examine the relationship between the virtues which each school 
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espouses and the values and identities with which senior students emerge from 

their schooling. The exact definition of a value differs among social scientists and 

educators but it might be summarised as a preference that is felt or considered to 

be justified in choosing between available ways of acting, thinking or being. 

Cultures, ideologies and world views help organize and direct values and identities. 

As such in a complex world of plurality, the individual student must select a view 

that best does justice to her or his experience and ultimately, identity. Otherwise, as 

Nelson (1967:48) warns, if a person does not make such choices, 'he will forever be 

the battlefield on which the various views struggle for hearing'. At a time of wide 

freedom of choice in values and lifestyles, and possible conflicts within an 

individual's experience of deciding values and acting upon them, education needs 

to find a mode by which it can assist the individual's understanding and decision

making. Berger and Neuhaus'(1996 2nd edition) proposition that there should be 

'mediating institutions to stand between the individual in their private life and the 

large institutions of public life' and Bryk's understanding of schools as 'bridging 

institutions' present a potentially important concept for exploring the pursuit of the 

virtuous once more in education. 

If schools and their particular cultures are to be examined in relation to their 

effectiveness as 'mediating institutions', there is a need to ask on what basis 

judgements might be made. An answer to this question is suggested in the writing 

of Pendlebury. She asserts that 'education is centrally-although not solely

concerned with opening ways for people to become members of one or more 

epistemic communities' and 'it helps to constitute selves'. Pendlebury's (1998:185) 

definition of an epistemic community focuses the present discussion about judging 

the worth of a school on to three key areas: the role of the school in articulating the 

kinds of knowledge and virtues with which its teaching and learning is concerned; 

the procedures it uses for qualifying and disqualifying evidence; and its ability to 

sustain a critical mass of practitioners with the appropriate virtues necessary to 

sustain that community. 

It is a promising notion within the search for reinstating the worth of the virtuous in 

education to find a means of placing a school on a matrix concerned with its ability 

to mediate. There is the ability to mediate, for example, government concerns for 
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students' civic, social, and vocational development through a school's inherent 

commitment both to the value of students as individual human beings and to 

knowledge as a means to learning how best to be human in plural and globalised 

times. There is also the ability to mediate local community concerns and values with 

individual student's life-stances and commitments. Testing a school's mediating 

quotient would permit a perspective on the intelligence or otherwise of a school as 

an epistemic community capable of focussing on the knowledge and virtues 

necessary for assisting students to live well in a-cultural, plural societies. 

Schools as part of the 'moral matrix' of a plural society 

Hargreaves (1994:58) raises the important question of which compass bearings 

might be of use when considering whether the 'common school' might be 

resuscitated, as well as whether there are other alternative types of schools, which 

might 'instil social and moral values' appropriate to the times. Some of the broad 

questions which stem from the main question would look something like the 

following: Should schools avoid religion altogether both in their foundations/ vision 

and curricula? Or should the diversity of religious belief in society be mirrored by 

faith communities having the right to own their own schools? Or should schools be 

places in which the fragmented nature of present society is healed and diversity 

integrated into a communal endeavour to find common values for living together, 

underpinned by shared beliefs in the nature of humanity? Or is it possible to blend 

some overarching moral purposes for education throughout society with the beliefs 

and values of particular communities, so that the students emerging from such 

schools may have hyphenated identities, such as British-Muslims, British-Catholics 

or British- Humanists? If the education community were to take on the exercise of 

gathering data and evidence related to the above questions, on what grounds might 

it, with the wider society, recognize which evidence to keep and which to discard? It 

is here that the concept of a 'moral matrix' in society can prove most helpful. 

The former Archbishop of Canterbury, Dr George Carey, takes the view that there 

exists within British society ample evidence of moral commitment in all walks of life 

through the participation of many in public life, in the support of dependent relatives, 

in the increasing focus on environmental and animal rights issues, and in the 
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continuing interest in forms of spiritual exploration. This suggests there is 

substantial bedrock of commitment on which society can build in a wide range of 

areas, including education, but not depending exclusively on one ideal of the good. 

Each institution, each person has a role to play in developing the moral society and 

without that personal identification under a set of values Dr Carey argues that 

society could descend into disunity and anarchy. 

Yet the moral purposeful commitments of many citizens described by George 

Carey, has brought individuals and communities within a moral matrix: 

(in) the moral vision of a mature and civilised society, where do schools, 

churches, home life and the wider community fit in? We all fit in as part of 

the moral matrix through which individuals are formed or, conversely, de

formed as civilised and caring people. (2000:20) 

To be placed on the 'moral matrix', therefore, a school will be required to show how 

it acts as a 'moral companion' to the young and to their society. Further the 

Commission on Social Justice (1994: 10) defined the good society as depending, 

'not just on the economic success of the individual, but on the 'social capital' of the 

community'. For Gamarnikow and Green (2000:96-97) the concept of social capital 

'represents the rediscovery of community and of the idea that social relations are an 

essential resource for people', with 'trust' as a constitutive element of the 'social 

capital' framework. In other words, the concept of 'social capita\' has been built 

from the idea that people are moral because they live together socially. A school 

must give account of how it has contributed to students' attitudes and values as 

they engage with their own school community and with the wider community. 

That there might be the potential for a positive framework to engage the many 

pluralities of people, communities, values and beliefs in appropriating for 

themselves a public moral culture which will both fit the needs of the times and be in 

part instigated by the substantial differences found in them is helpful but the 

question arises, Will the pressures of so many communities living together obscure 

the opportunities for new ways of engagement in a public moral culture'? 
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Faith communities and the common good in education 

The Church Schools Review Group (2001 :3) has argued that in a state which 

provides education for all then the purpose of the Church in education is 'not simply 

to provide the basic education needed for human dignity' .The Archbishop of 

Canterbury (The Times, 12 September 2003) has also spoken of • a real tension in 

educational thinking between those whose concern is primarily, almost exclusively, 

with imparting skills to individuals and those who understand education as 

something that forms the habits of living in a group'. In this way the Anglican 

tradition puts its weight behind defining the ultimate purpose of education as social 

and personal formation leading to the ability to live well in a group or community. 

Individuals are defined as being educated when they perceive themselves as 

developing humanly in community. 

The Anglican Church presents a stance against the economic imperative in 

education. It also, however, represents a growing movement within faith 

communities to align themselves with the philosophical challenge to the individual 

excesses of liberalism set out by the communitarians. Stiltner has astutely analysed 

the communitarian position into three strands: 

• Narrative communitarianism highlights the pervasive role a community and 

its stories play in the formation of its members' characters, values and 

beliefs ....... Therefore the common good in its fullness is found only within a 

fairly homogenous community. 

• Discourse communitarianism locates the common good in a form of society 

that allows all members to discuss and articulate their conceptions of the 

good. The strand sees community held together by conversation .. . (it has) a 

preference for a procedural common good focused more on the form of the 

civic conversation than its content. 

• Egalitarian communitarianism focuses less on communal narratives and 

more on communal relationships . ... this strand is similar to the prior one, 

though it identifies equality as the primary social good.(1999:6-7) 
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In the United States, Miller exemplifies egalitarian communitiarianism in his thinking 

about the role of the Catholic community. In his review of the role of religion in 

American public life, he (1986:288-9) has speculated whether the Catholic 

tradition's commitment to the idea of human interdependence in community might 

serve the American republic well as it faces a complex and uncertain future. Miller 

observes that Catholicism possesses resources that both Protestantism and secular 

liberalism lack. These he argues can help shape a response to both the challenges 

and the opportunities of a society that needs a stronger sense of life being bound 

up with life, if it is to flourish in a way that befits the dignity of human beings. 

On the other hand, Longley, who is himself a Roman Catholic, projects a 

discourse-based communitarianism as having purpose in these present plural 

times. Writing in the Chief Rabbi's book, Faith in the Future, Longley argued: 

(It) requires an institutional habit of tolerance that goes beyond peace 

between factions, and deepens into an ability to listen and to learn. Faith 

communities will have their own clear principles, but may find that 

uncompromising insistence upon those principles is possible only within 

their own ranks. They should not for that reason reject effort to influence the 

community at large, nor should they give up if they are not totally successful. 

Faith communities serve the wider needs of society every time they offer 

moral principles that are out of step with the fashionable morality of the age, 

even when that offer seems not to have had any affect. In any event, how 

can they know? (1995:xiii-xiv) 

Both authors seek to make use of faith communities' claims to absolute truths in 

different ways. For Longley, absolute truths can be shared in community but they 

may give way to co-operative affirmations of common values if the practice being 

pursued, namely an interest in the survival of humanity within plurality, seems 

worthwhile. Miller describes the need for a more pervasive evangelisation of a 

Catholic narrative in order to bring about fundamental changes in the social and 

personal attitudes of a large democratic people. 
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The above examples both illustrate the significance of personal and communal 

beliefs within the common good and point up ways in which the various strands of 

communitarianism might be employed to focus examinations of the role of personal 

belief and values in the development of a common morality in a-cultural pluralities. 

Gutmann (1993:3), on the other hand, warns of the necessity for an ethics of belief 

when dealing with religion at present. She warns of the dangers of an over-zealous 

promotion of one communitarian stance over another, which required that children 

be educated 'to accept the singularly correct and comprehensive conception of the 

good life'. Further Wright, in arguing about the possible limits of common schooling 

in a postmodern age, concludes: 

An education rooted in the philosophy of difference will strive to take 

alternative viewpoints with the utmost seriousness, and commit itself to the 

struggle to avoid any imperialist imposition of one view or another. An 

honest recognition of difference and disagreement is infinitely preferable to a 

paternalistic and authoritarian regime of cultural oppression.(2004:218) 

Education for and in pluralism therefore should not be a matter of indoctrination. 

Wittgenstein (1953:143) serves the argument well here for he contested that the 

presentation and exposition of the religious world view must come across to the 

student as a moral challenge. Values are not free-standing and the public arena of 

education cannot operate in a moral void. That is to say, education, if it is agreed to 

be an initiation into epistemic communities, is not about an entirely neutral 

communication of information. As Kerr (1998:78), reflecting on the principles which 

would underpin religious education within Witttgenstein's thinking, would argue, 'on 

the contrary, learning about it (religion) comes as a challenge to the values and 

practices that the learner already has, whatever they may be'. 

In this regard education in postmodern times should not disregard the contribution 

of modern liberalism to its nature and practice. Halstead (1996:18) has succinctly 

described the three fundamental liberal democratic values as: 

i. individual liberty; 

ii. equality of respect for all individuals within the structures and practices of 

society; 
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iii. consistent rationality. 

This particular principled view of education for liberal democracy has underpinned 

modernity's project of enlightenment through education. In these perplexed times 

enlightenment must surely be the goal of educational endeavour in the matter of 

living well in plural societies. Modernity itself through its concern with the 

development of a reasoned understanding of the world and relationships in it led to 

an emphasis on education fostering the growth of individuals who increasingly were 

able to act autonomously. Pring (2005:59) puts autonomy on the agenda for 

education in postmodern times in the following persuasive manner: 

Indoctrination lies in closing the mind, to blocking out, often through strong 

sentiments or feeling, the possibility of contemplating the alternative view. It 

lies in the removal of the system of belief from the critical tradition through 

which those very beliefs have evolved .... It arises as much from 

the secular assumptions of the media and the cold indifference to religion of 

the humanist as it does from the closed institutions of religion. (2005:59) 

Pring (2005:59) recognises the diversity of values with which education will be 

involved and therefore argues for the use of reasoning because for him 'the aim of 

education is not to instil particular beliefs but to enable individuals to acquire beliefs 

on the basis of evidence, reason and criticism'. Similarly Bryk (1996) in writing 

about Catholic schools argues that schooling is to nurture in students the feeling, 

expressions and reflections that can help them approach their relations to all the 

world. 

In examining the mode of autonomy and notions of rationality permitted to the 

students within their faith school cultures, it is helpful to couple Pring's analysis with 

the advice of Hirst and Peters (1970:31-2), when they argued that ideals such as 

autonomy are 'vacuous unless people are provided with forms of knowledge and 

experience to be critical, creative and autonomous with'. In other words, this study 

of ways in which faith interacts with the social and cultural formation of the young, 

particularly in faith schools, acknowledges the importance of the case argued by 

Carr that, although initiation into a rival conception of belief or practice cannot be 
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other than indoctrination, 'initiation into a given spiritual perspective may offer a 

valuable basis for the appreciation of its rivals'. 

The above discussion of faith communities and the common good leads to an 

emphasis on the importance of (i) all faith communities thinking through their 

contribution to the common good and (ii) the development of a procedural common 

good within civic conversation about the place of faith schools in educating plural 

democratic societies. 

Developing a procedure for a civic conversation about the place of faith 

schools 

The debate about the furtherance or abolition of faith based schooling has the 

potential to cause a severe crisis for plural living for as Ranson( 1994) pointed out 

in periods of social transition, education becomes central to our future well-being; 

institutions should be enabled to respond openly to periods of change and the 

different communities should become a source of reflective understanding. 

Sutherland(1996:47) has also argued that very close to questions about human 

flourishing in plural societies is the relationship between particular forms of 

economic strength in a society and the prospects for the acceptance of tolerance 

and therefore pluralism. 

Debate surrounding the value of faith schools requires the framework of a 

procedural common good if it is to contribute positively to the social transition which 

pluralism creates. Even more, educational ideology in plural societies must find a 

way of recognizing and responding to the present 'predicament' of pluralism and 

incorporate consideration of the 'spiritual' into its nature and practice. Have we 

perhaps in the last twenty years or so, sought to impose a way of working with 

pluralism, as, for example, with 'multiculturalism' without first fairly describing the 

norms which pluralism will entail? The question is important because it recognises 

that pluralism is the perspective which all citizens of complex plural societies share. 

'Muticulturalism' as a principle in present education thinking has arguably sought 

the integration of minorities into a culture which is as yet unconceived. This has 

been favoured over the development of an organic pluralism, which fully takes 
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account of the individual citizen's perspective on pluralism, while living in an a

culture. 

The purpose of a civic conversation about the place or otherwise of faith schools 

would be to enquire whether they are or could be sources of shared meaning about 

living well communally in plural democratic societies. In a state education system 

which provides for the existence of faith-based schools alongside community 

schools, can we find a common learning culture which fosters inclusivity, equality 

and social justice? With such values could not each school 'explore the meanings of 

religion, secularisation, pluralism and citizenship in an epistemologically open way'? 

For Jackson (1997: 126), if schools could achieve this, they would be developing the 

capability in young people to move' ... between the different arenas and 

perspectives of religious and modern plurality'. Skeie (1995:27-29) has powerfully 

proposed that that this would mean that young people become 'subjects in their 

own culture', representing traditions and working with pluralism rather than against 

it. 

The postmodern map offers guidance on developing the procedural common good. 

There remains the modern liberal view of the good society; a society founded on the 

principles of democracy, reason and justice. These principles would seem to offer a 

firm foundation for the procedural common good. In particular, the foundations are 

laid for the key principle at work within social capital, that of trust, to form the 

leitmotif of such a civic conversation. Equally the liberal values encapSUlate the 

place of respect at the heart of the procedural common good. Sennett (2003) has 

usefully, however, pointed to three forces which challenge mutual respect in 

society: unequal ability; adult dependency; and degrading forms of compassion. He 

explores how self-worth can be nurtured in an unequal world; how self-esteem must 

be balanced with feeling for others; and how mutual respect can forge bonds across 

the divide of inequality. His conclusion is that individuals cannot sustain a sense of 

their own self-worth if institutions neglect them. 

For the procedural common good to do justice to the schools of all faith 

communities, there is also the matter of how difference should be considered within 

the concept of religion and across religions. Sociologists and philosophers, such as 
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Woodhead and Heelas(2000:2-3) have identified, for example, the following 

typologies of religion which can each be found in our plural culture today: religions 

of difference; religions of humanity; and spiritualities of life. 

At this stage, it is only possible to speculate about how each of those types of 

religion would engage with education for and in pluralism. Nonetheless, the nature 

of variety possible in different religions' responses to establishing their own schools 

makes the need for a common form of audit procedure of all faith-based schools an 

important matter for consideration if the civic conversation is to be based in sound 

understanding from evidence across all such types of school. 

Examining the role of faith schools in fostering inclusion, equality 

and justice in democratic pluralities 

The tentative nature of any answers to the main questions set out in this study is 

determined by the cultural times in which it is undertaken. At present there is no 

longer room to define knowledge as 'objective' and therefore morally neutral. For 

this reason a public space exists in any discussion of the purposes of education at 

the beginning of the twenty first century. There is a need therefore to examine the 

purposes and outcomes of different types of schooling and its impact on the lives of 

students in two areas: 

a. their capacity to recognize and discern differences in cultural traditions and 

the place of difference in their own and their society's human development, 

including its positive or negative contribution to a sense of cultural at-one

ment with others from their own communities and the wider community in 

which they live; 

b. their ability to exercise their rights as citizens of a democratic society to 

change and contest the cultural trends at work in that society. 

To some extent the answers will rely on the past experience of policy makers and 

the predictions to which this leads them. For example, Niblett recently predicted: 

63 



The schools ... to which the young go, while still efficient at training the mind 

to reason and be critical, will need to recognise again, far more than now, 

the power of a loved community both to educate and discipline its members. 

The young need help and human examples if they are to absorb the 

heritage freely offered by literature, music and the arts. Schools themselves 

need to see that insights of great importance are given by failure as well as 

success and that hope which has many dimensions - matters 

enormously. (2001 :27) 

The results from this study about how each school develops its own curricular 

approach to religious and plural studies must ultimately inform the relationship 

between the general purposes of education at the beginning of the twenty-first 

century and the individual cultures of the schools providing that education. To what 

extent do faith schools consciously relate their particular faith values to their 

pedagogical and curricular practices? It is also anticipated that the data drawn 

from the case studies will provide guidelines about how to respond to the question 

whether plural societies can sustain viable forms of common schooling at a time of 

cultural disjuncture, multiculture and cultural fragmentation. The study will, of 

course, also consider whether plural societies can afford not to include faith-based 

schools in their state provision. Longley's assertion that faith communities might 

never know the influence they have had in shaping their wider communities should 

not deter such a study. A-cultures need examples of strong understandings of 

community, inclusivity and personal capability. Perhaps studies of particular school 

cultures might provide for general educational theory what Gilbert (1980:65) called 

a 'prophetic relationship with the dominant culture'. 

This study is based on the belief that the existence of large numbers of faith based 

schools throughout the compulsory education systems of plural societies provides 

an important opportunity to study varieties of distinct cultures and their ways of 

'experimenting' with the interface between education, human development, religion 

and pluralism. Any conclusions drawn from it will, however, remain tentative and no 

doubt, will give rise to further uncertainties about how best to proceed with 

education in and for pluralism. For the context for this study is not only the 
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postmodern trend within the educational research culture but more importantly as 

Pring reminds us: 

Living with uncertainty is not the offshoot of postmodernism. It is the 

essence of the perennial philosophical tradition. (2000 a:114) 

We may, however, take additional confidence in this enterprise in the work of 

Stiltner, specifically when he argues: 

Since religion involves both belief and practice, as well as both cultural and 

institutional expressions, a focus on religion helps us to investigate the 

variety of pluralism -cultural, institutional, religious, and ideological- in 

modern society. (1999:9) 

Thus researchers can usefully investigate whether such schools are in fact 

contributing to the human capital of living in a plural democratic society. Such 

investigations might then form the backdrop to the question which would result from 

any major reassessment of faith schools in plural societies: ' What should be the 

balance between all schools contributing to a politically driven understanding of the 

'common good' and each school's particular understanding of what constitutes the 

most effective culture for the development of 'flourishing' individuals?' A 

reassessment of the place of faith schools in late modern times is urgently required, 

not least when empirical studies, such as the present one, uncover radical 

approaches to the building of school communities and the use of curriculum in 

personal, social and cultural education by faith communities. Traditional images of 

faith schools as inward-looking powerhouses of indoctrination and exclusivity have 

been shattered. Catholic schools feature in the study which provide evidence of 

integrating their approaches to teaching and learning nationally agreed curricula 

with concern and understanding of their young people's very real personal and 

social predicaments. So too schools are described whose student and teacher 

populations are predominantly non-Catholic, yet whose students insist that the 

schools are meeting their needs both as human beings and as future workers who 

are economically competent. In addition, the great majority of students at the four 

schools confirmed their pride at attending the schools. Pride in a school has 

become a pressing concern in re-vitalising schools in England, for example, which 
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have been perceived as failing by students, parents, teachers and local 

communities. Any reassessment of faith schools would therefore encourage a 

variety of ways to discover, 'Just how does this or that particular faith encourage 

and sustain such distinctly successful models of good practice in personal, civic, 

academic and vocational education?' 

Summary 

The present complex plurality found in many societies has given rise to an a-cultural 

situation; that is, one in which many cultures live together without a common 

conscience by which judgements can be made and to which appeals can be 

directed. In this situation it is argued that education policy has become cut off from 

the beliefs and values of individuals and the communities which the schools serve: 

education must therefore re-establish its moral purpose. 

The development of that moral purpose might begin by schools being defined as 

micro-cultures whose main purpose is to sustain themselves as intelligent epistemic 

communities for personal and social formation within the macro culture of 

educational policy driven by economic imperatives and standards based evaluation. 

Judgements about the quality or 'intelligence' of school micro-cultures would be 

related to their ability to yield sources of shared meanings in life, while acting as 

mediating institutions within the moral matrix of society. 
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Chapter 3 To what extent can plural societies which comprise a 

spectrum of world views and cultural perspectives sustain a common 

schooling for all? 

Purpose of the chapter 

The previous chapter argued that the continuing existence of distinct faith schools 

permits a comparison between the education for personal, social, spiritual and 

moral education received in them with that found in state supported common or 

community schools. Does the apparent attraction of the faith school in part rest in 

some perceived weaknesses in the common school? Can the common school offer 

a satisfactory education to young people holding a spectrum of worldviews and 

bringing a variety of cultural perspectives into the classroom? This chapter takes up 

the concern raised by Hargreaves that in post modern times the concept of a 

common school tied to the community with a clear sense of the social and moral 

values it should instill has collapsed. This is a very serious problem facing all state 

schools. Unless the society in which they operate gives some coherent account of 

what it considers important in human life then schools have no effective framework 

in which to operate and society has no agreed method of judging which are good 

and which are poor. 

The argument is made that part of the difficulty lies in the unwillingness of many to 

come to terms with the very complex nature of pluralism itself. Therefore this 

chapter attempts to set out a description of the three main cultural modes shaping 

the cultural landscape, alongside the spread of religious and ethnic groups in plural 

society. The spectrum of beliefs and values of the individuals and communities 

making up plural society is subjected to Taylor's analysis of 'the sources of the self', 

thereby highlighting the difficulties in reaching a consensus. Means of reaching 

some form of satisfactory agreement about the purpose of schools are proposed via 

the writings of Rawls, Sandel and Maritain. 
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The problem faced by the common school in late modern times 

A society in which many cultures jostle for attention and dominance can find itself 

without anyone influential culture which as Heelas (1999:64) argues would 

'differentiate values, to distinguish between what is important and what is not, and 

to facilitate coherent, purposeful identities, life-plans or habits of the heart'. At such 

a time, within an a-cultural situation, there is the possibility of three situations 

developing: wholesale alienation among the general populace; cultural stagnation 

within the many existing cultures; or thoughtless cultural blending. Some plural 

societies, embraced in a series of cultural trends or philosophical modes, remain 

curiously a-cultural in terms of social perspective, world views, and, generally, ways 

of being human. Sutherland offers a powerful analysis of the problem which this 

descriptive rather than normative form of pluralism presents for education: 

The problem facing teachers is a very serious one. Unless the society in 

which they live and work gives some coherent account of what it considers 

important in human life then teachers have no real framework in which to 

operate. (1996:48-49) 

This chapter's concern is to respond to Sutherland's critical analysiS of the 

teachers', and their society's predicament, and to propose a framework for 

education which might facilitate a more purposeful environment for their efforts in 

the face of a continuing absence of a coherent account. To what extent is the 

common school offering a satisfactory social, moral and spiritual education at 

present to each of its students? Moreover, if a coherent account could be given of 

what is important in human life, would the distinctive faith school be redundant? 

Both questions are vital at this time of cultural fracture and fragility. Answers cannot 

be provided in haste. Some, such as in the Cantle Report (2001) will attempt to 

offer solutions from above, that is without due regard to the complex nature of a 

plural democratic society. Others will insist that all sections within society must have 

their voice heard from below. Those who urge a Third Way will seek only political 

solutions. As Sacks, the Chief Rabbi, (1991 :11-12) has wisely commented, there 

exists at present 'a tenacious modern fallacy' in society that politics is the only form 

of activity capable of bringing about change in modern society. This chapter will 
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argue that an imposed community cohesion from above cannot do justice to the 

plural culture experienced from below. Instead it will attempt to search out the 

beginnings ofa solution by first addressing the nature of the pluralism and secondly 

setting out means by which some form of agreement might be reached across the 

breadth and depth of a plural society. 

The individuals and the communities who face and tackle the challenges of 

distinctiveness, alienation and frustration in plural societies represent a wide 

spectrum of values and life-stances. Equally there are many different roots from 

which their values and moralities arise. This is the difficulty about which Taylor 

(1989:495-8) wrote so convincingly; namely, that the moral roots or 'sources' of 

common human values are at least threefold, and each source is 'continually 

borrowing from and influenced by each other'. He offers excellent advice to those 

who might seek moral justifications in common in diverse, plural societies: 

My point here ..... is only to show how understanding our society requires that 

we take a cut through time - as one takes a cut through rock to find some 

strata are older than others. Views co-exist with those which have arisen 

later in reaction to them.(1989:497) 

Taylor's analysis of moral authorities within present society underlines the need for 

this study's concern with an analysis of the strata of world views which together 

constitute present day complex societies. For any worthwhile debate about common 

values within pluralism there will need to be a recognition by all those in the debate 

of each of those sources, or authoritative traditions. Without that there seems little 

chance of moving such a debate from some generalizations about the quality of life 

in a plural society to its real substance. That substance has been examined so 

thoughtfully yet provocatively by Taylor. For him the search for moral sources in 

which to root many of the values at work in present society is imperative. He also 

argues significantly for this study that aspects of a potential common humanity are 

denied by current tendencies to ignore or deny spiritual aspirations. As he 

says(1989:520) 'we tend in our culture to stifle the spirit'. He questions whether 

moral sources today can be sustained without a vision of hope or a religious 

dimension. For him the search for moral sources both in modern and postmodern 
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times can lead ultimately to an emphasis on the 'disengaged individual self' as the 

source of morality: 

Because of the plurality of social worlds in modern society the 

structures of each particular world are experienced as relatively 

unstable and unreliable. The ... modern individual's experience of a 

plurality of social worlds relativises every one of them .... Therefore, 

the individual seeks to find his foothold in reality in himself rather 

than outside himself.(1989:499) 

Taylor leaves open the role of communities and faith in that search for the sources 

of morality. He does warn, however, like Gill when discussing the communitarians 

below, of the dangers of an imposed view of the personal and social order as found 

in policies such as that derived from the Cantle Report. For him there is much to 

fear from a consensus imposed through persuasion or even force. 

Taylor's seminal work suggested that the human search for an ethical identity in 

modern times is complex and often dispiriting. It is possible to hear echoes of 

Taylor's concerns while analyzing a plural society's attempts to reach agreement on 

what it considers important in human living, both personal and social, civic and 

global. Those attempts are concerned with placing values on aspects of living and 

behaving. Valuing is an ethical activity but without an agreed ethical base how 

might a society composed of many cultures, religions and life-stances put 

discussion of the virtuous on to its agenda? The traditional view has looked to 

education but without a coherent understanding of education which includes the 

fostering of a virtuous life, how might education meet the moral and social 

expectations which society still holds? It is necessary first to contextualize the 

reasons why these questions have arisen. This will be done as a means of setting 

out the socio-intellectual cultural pluralism which at present runs alongside, and 

frequently, cuts through the religious, philosophical and ethnic pluralism with which 

most commentators are concerned. These secular aspects of pluralism which are 

called modern, postmodern and global late modern in this study will therefore be 

described more fully below. 
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The three cultural modes and their particular influence on educational 

thought 

a) The modern cultural mode 

The modern cultural mode has been described by Pring as having the following 

characteristics: 

i) There is the ideal of a complete and scientific explanation of physical 

and social reality; 

ii) In pursuit of this ideal the progressive development of knowledge can be 

divided into intellectual disciplines, based on their distinctive concepts, 

verification procedures and modes of enquiry; 

iii) These bodies of knowledge provide the secure knowledge base for 

social action and improvement; 

iv) The educational system is crucial to the initiation of the young into these 

different bodies of knowledge and forms of rationality. This is achieved 

by teachers who have become 'authorities' within these different forms of 

knowledge. (2000: 116) 

The modern secular mode impinges on students in a further significant way in 

relation to their attitudes to religious education. Such attitudes are described by Hay 

as 'minds ... tightly closed against the possibility that reality might plausibly be seen 

in any other way than that transmitted via the dominant culture' (1990:108). Moral 

education in modern times also persistently championed the separation of religion 

from morality, thus ensuring the continuation of the modernist tradition of privatizing 

religion and zealously secularizing the moral. 

In general, liberal political philosophies accompany this traditional modernity. That 

political liberalism can perhaps best be illustrated by the thinking of Rawls. In his 

'Political Liberalism' Rawls (1993) distinguishes civic or political virtues, which are 

necessary for the functioning of a liberal plural society and other virtues which 

human beings may possess, rooted in religious and philosophical stances. Although 

he acknowledges that the more personal virtues may be necessary for religious and 

cultural formation, only those of tolerance, fairness, respect, reasonableness and 
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civility are required for a good civic life. Young (1990: 116) reflects that the thinking 

of Rawls necessitates within the 'politics of difference' the creation of what she calls 

a 'heterogeneous' public. 

On the other hand, Callan (1998:14) advises that 'liberal politics must include a 

project of cultural assimilation'. For this a common education for all is required 

which teaches knowledge and habits of thought and feeling 'that participating 

competently in the government of a free people requires'. Gaining this 'civic 

perspective', however, does not proscribe 'many kinds of separate education' and 

he astutely advises that 'liberal theorists and ordinary citizens may disagree about 

what measures a state can justly pursue in support of the assimilative process of 

education' . 

b) The postmodern cultural mode 

Postmodernity is defined by Lyotard (1984:xxiv) as 'incredulity towards narratives'. 

Gellner( 1992:24) speaks of it as seemingly 'in favour of relativism .... and hostile to 

the idea of unique, exclusive, objective or transcendent truth'. Pring examines 'What 

typifies the postmodern world' and asserts that: 

We live in a culturally diverse society which makes us question the 

dominance of anyone view ... Therefore, we need to come to terms with 

pluralism, not simply in recognizing that there is a diversity of culture, but 

also in recognizing the diverse modes of rationality and 

perspective. (2000: 11 0) 

For Young a fine example of the postmodern cultural trend is her 'ideal of city life': 

City life signifies the bringing together of strangers. Citizens learn to find the 

free play of difference both within and without, as their kaleidoscopic social 

world arouses a restless longing for the strange and the exotic.(1990:236-

41 ) 
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According to Wright (2004:146), at the centre of post-modern educational thought is 

'the desire to resist, subvert and deconstruct modern approaches to the theory and 

practice of education'. To what extent are young people conscious of the choices 

which postmodernity presents to them? For Alexander the challenge facing 

contemporary education in 'an emancipated, post-modern age' is: 

To promote only those putative ethical visions that embrace the conditions 

of moral agency and that are, therefore, at home in open 

societies. (2000:308) 

c) Global late-modernity 

Giddens has defined the 'global' cultural mode as : 

not only, or even primarily,. about economic interdependence, but about the 

transformation of time and space in our lives. Distant events, whether 

economic or not, affect us more directly and immediately than ever before. 

Conversely, decisions we take as individuals are often global in their 

implications. (1998:30-31) 

Cowen spells out what he believes to be the consequences for education of 

the 'globalization' cultural mode: 

The contemporary crisis -globalisation and the relative increase in the 

powerlessness of the 'nation-State'- is not merely an economic crisis. It is a 

cultural one, which requires historical, sociological, anthropological, cultural 

and philosophical analysis. If the social and human sciences are 

impoverished by technisisation- by performativity, by pragmatism, by an 

excessive concern for the immediate and the useful- then one of the 

defences of the nations to understand what is happening to them will be 

dramatically weakened. (2000: 1 01) 

Cowen astutely provides the context of global late modernity for one of the most 

serious consequences for education, namely, the stripping bare of the traditional 
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humanistic concept of education itself, grounded in historical, philosophical and 

cultural analysis. That concept can be summarized and exemplified by the writings 

of many key philosophers and educators. For example, the London school of post

war philosophers of education are cited above in the text, both in their setting of 

aims for a liberal humanistic education and their criteria for education for autonomy. 

Within this same humanistic tradition, Pring (1984:30) and Maritain elaborated the 

centrality of recognizing that students are persons. For example, Maritain (cited in 

Gallagher and Gallagher) described the purpose of education as: 

Education directed towards wisdom, centred on the humanities, aiming to 

develop in people a capacity to think correctly and to enjoy truth and beauty, 

is education for freedom or liberal education.(1976:69) 

Global trends in culture and education have been seen to challenge this liberal 

understanding of education. Neave (1988:274), for example, has argued that 

education is 'increasingly viewed as a sub-sector of economic policy' and less as 

'part of social policy'. Lawton and Cowen characterized a late-modern educational 

system in the following way as it: 

... locates (a)the moral as the concern of the family, (b)the national principle 

as the concern of a homogenizing regional agency (NAFTA, MERCOSUR, 

the EU) and (c)defines the 'values' of the education system as those of 

effectiveness and efficiency.(2001 :25) 

They continue (2001 :25) by offering a haunting commentary on the late-modern 

mode, arguing that performance and surveillance have there 'become the main 

values that educational processes signify and institutionalize'. 

These dominant motifs of global late modernity can be seen in the educational 

planning and policies of a number of countries in recent years. For example, in 

Botswana, the National Development Plan 8, 1997/8-2002/3 (Government of 

Botswana, 1997:337) states that, ' a productive and highly motivated workforce is 

fundamental to achieving sustainable economic diversification' and spells out the 

strategy to achieve this, partially (1997:339) through an 'effective preparation of 
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students for life, citizenship and the world of work'. This example well illustrates the 

description of education as a sub-sector of economic policy and dominated by 

'technisisation' and 'performativity'. 

The test for any school in global late modernity must be to establish by what means 

it responds to the challenge of preparing students for global economic reality and 

their own economic concerns, while taking account of their other values, such as 

altruism and the importance of belonging to a co-operative community. This is why 

it becomes imperative to enquire of individual schools whether they have theorized 

the character of knowing how to be human as well as that related to how to be 

economically successful. Perhaps it is within each school's epistemology of social 

and personal formation that centrally driven curriculum policies take flesh and can 

be evaluated for their role in developing certain kinds of human beings and citizens 

of plural societies. Investigating how a school tackles the education of an individual 

human being in late modern times would seem to be a fruitful means of beginning to 

resolve the cultural problem with which this chapter is concerned. 

Before examining the individual school, however, it is worth spending a brief time 

examining some of the tensions which an interplay of the three cultural modes can 

create within the education systems of plural societies at present. In the 'Foreword' 

to the Education Act, the Indonesian government sets out the following purposes for 

education: 

To inculcate in young minds the respect for human rights, for cultural 

pluralism and learning to live together, promote morals and character 

building as well as unity in diversity in the spirit of brotherhood and 

solidarity ...... The government recognizes the importance of education as an 

investment in human capital formation that lays the foundation for future 

economic growth and development in Indonesia. (Government of Indonesia, 

2003) 

This statement encapsulates the diverse nature of the tasks demanded of 

educational systems in the global, late-modern cultural mode. Education is to work 

with key values foremost in all its activities and concerns. It is also to ensure that 
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certain personal, social and spiritual values are acquired by young people and put 

into practice. Above all it is to ensure that young people become well informed and 

productive workers, contributing at all times to the economic development (and 

growth) of their national economies. The UK government in Teachers Meeting the 

Challenge of Change sets out two apparently conflicting ideals for education: 

pupils will need education for a world of rapid change in which both flexible 

attitudes and enduring values have a part to p/ay.(Great Britain, 1998) 

Education in the UK as elsewhere in the world is set a problematic task without 

being given the solution. It seems that education is being asked to reconcile through 

its curricula and pedagogy opposites such as inculcating both 'flexible attitudes' and 

'enduring values' into the personal and social development of their students.The 

statements are positive and expect certain outcomes but none in themselves 

speaks of any innate worth within education or examines its nature. Both 

statements presuppose that 'education' will 'deliver' the stated aims, with the first 

seeing education as 'an investment in human capital formation'. None begins, 

however, with a statement about the nature of education; rather, they choose either 

to set out the nature of the culture in which they perceive the educational system 

working or the culture to which they would wish education to propel the young. 

The question posed by the discussion above is the extent to which educational 

activity is able to recover as its central purpose the development of human beings 

within plural societies in which the modern liberal vision of education apparently 

packs no greater punch than global technological trends? The problem is whether 

education systems within present plural societies, which are simultaneously pushed 

and cajoled in modern, postmodern and late modern directions, can achieve and 

sustain a common moral purpose: indeed, from which directions in society might 

these systems take their purpose for their common schooling? 
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Towards a resolution of the problem(1): satisfactorily defining the common 

good in and through pluralism 

The question of how to arrive at a satisfactory definition of what constitutes the 

common good in a plural late modern society is central to the outcomes of this 

present study. Stiltner (1999:6) presents one method which is firmly located in the 

modern cultural mode. He has argued that 'the liberal tradition generally locates the 

common good in citizens' agreement to live in a society structured by respect for 

rights and by common pursuit of liberty and individual opportunity'. He goes on to 

examine the role particular communities should play in a society that favours 

individual rights and protection. In a particularly stark manner, Stiltner poses the 

question thus: 

Should the state accommodate, protect, or remain neutral towards the 

interests, practices and mores of various religious and ethnic sub

communities? Some have framed this debate as a stark choice: modern 

societies can strive to protect primarily either rights and freedom or values 

and mores. It is often assumed that this is a zero-sum game.(1999:7-8) 

Others, along with Stiltner and the present researcher, believe that it should be 

possible to achieve a consensus. The two main proponents of how to achieve 

consensus are Rawls and Sandel but they, too, disagree about how this might be 

achieved. According to Rawls, citizens must achieve agreement on the political 

ordering of society, and they must agree to disagree about their beliefs and the 

different values by which they live. For Rawls (1993:226), public reason refers to 

the way citizens in a democratic society should explain, defend and promote their 

political views, by employing reasons which are accessible to all reasonable 

citizens. Rawls places reason at the heart of a process he calls 'political 

construction'. In the ensuing structure, according to Stiltner (1999:59), public reason 

is used in such a way that 'its judgement accords with the fundamental ideas of the 

political culture'. This establishment of the 'method of avoidance' by Rawls for the 

modern state sets up a political liberalism, which Stiltner (1999:75) rightly 

concludes is 'counterproductive to the kinds of public discussion and political 

deliberation that promote a society in which citizens are truly tolerant and mutually 
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respectful'. In particular, 'it removes from our political deliberations those moral and 

religious views citizens find most germane to the debates'. 

Sandel understood Rawls to be the successor of Kant in his particular liberalism: 

Its core thesis can be stated as follows: society being composed of a 

plurality of persons, each with his own aims, interests and conceptions of 

the good, is best arranged when it is governed by principles that do not 

themselves presuppose any particular conception of the good: what justifies 

these regulative principles above all is not that they maximize the social 

welfare or otherwise promote the good, but rather that they conform to the 

concept of right, a moral category given prior to the good and independent 

of it. (1982: 1 ) 

For Sandel, then, the individual possesses basic human rights which are not 

dependent on society's view of what it means to be good or of how to belong to a 

society. His arguments here also highlight a problem often encountered in the 

debate about the existence of faith based schooling in contemporary plural 

societies, namely that the concept of a political right when directed to forms of 

schooling appropriate for plural societies will frequently dismiss the rights of faith 

schools to exist, despite the good which such schools might promote. Sandel 

(1994:1794-5) later concludes that political liberalism is unable to contain 'the moral 

energies of a vital democratic life'. He, therefore, sets out to develop a 'more 

spacious public reason' which is connected by 'a deliberative conception of 

respect'. That respect, he defined thus: 

We respect our fellow citizens' moral and religious convictions by engaging, 

or attending to them- sometimes by challenging and contesting them, 

sometimes by listening and learning from them- especially if those 

convictions bear on important political questions. (1994: 1794-5) 

In Man and the State, Maritain prefigures both of Rawls and Sandel's arguments, 

when he comments in the following way on the possibilities of pluralism within the 

state: 
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The national community, as well as all communities of the nation .... [are] 

comprised in the superior unity of the body politic. But the body politic also 

contains in its superior unity th$ family units, whose essential rights and 

freedoms are anterior to itself, and a multiplicity of other particular societies 

which proceed from the free initiative of citizens and should be as 

autonomous as possible. Such is the element of pluralism inherent in every 

truly political society. Family, economic, cultural, educational, religious life 

matter as much as does political life to the very existence and prosperity of 

the body politic. (1951: 11 ) 

With this argument, too, Maritain foreshadows Carey's concept of the 'moral matrix', 

through which pluralism can be seen to be central to the common good because 

different communities, as well as individuals, pursue different aspects of the sum 

total of the common good. For the concept of the common good to be of practical 

and ethical value in post and late modern societies there must be serious attempts 

made to furnish it both with political and social/community meaning. 

Perhaps the most appealing definition of the common good for help in resolving the 

present concern is that resulting from Sandel. For Sandel political questions can 

best be treated by listening to citizens' moral and religious convictions. Faith-based 

schooling is a social reality at present in many plural societies, generally as a result 

of historical circumstances. The fact that many religious adherents and non

religious believers still argue that the education of children is best handled in 

schools in which faith is taken seriously suggests that the common good in post and 

late modern times is best served by 'engaging, or attending to them- sometimes by 

challenging and contesting them, sometimes by listening and learning from them' if 

the political question of whether to support faith based schools is to be answered 

appropriately in the present a-cultural situation of plural societies. Equally there is a 

need to engage with those students who have attended a faith school for there is 

much to be learnt about the role of an established community working as an 

epistemic community in offering the individual student a base from which to 

perceive different understandings of personhood from her/his own. 
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Towards a resolution of the problem (2): establishing an ethics of personal, 

social and civic education 

Personhood implies a conscious development of an individual towards that which is 

considered good or bad both for the individual and for society. Individuals source 

their identities and values from different traditions and cultures; society also. For 

convenience the distinction is often drawn between a private person with differing 

attendant interests, beliefs, attitudes and values and a citizen, whose behaviour, 

values and attitudes are shaped by the civic society. 

Pring's (1984:21-24 )thinking about what constitutes a person and the kinds of 

values and knowledge which are relevant to this or that sort of person represents an 

essential principle in resolving the present problem. In the plurality of socio

intellectual cultural modes, Taylor points out that it is the individual who will 

ultimately make decisions about the source of moral authority. It is therefore the 

duty of education to seek purposeful ways of helping the individual student become 

the person s/he is most capable of becoming. Pring sifts the attributes of a person 

to be educated into intellectual and moral virtues; character traits; social 

competencies; practical and theoretical knowledge; and personal values. 

Pring here makes a clearing in the ground which has been tested and examined by 

Rawls, Sandel, Young and Maritain, below, but he does not as such posit a 

definitive answer to the core question of the present study. Instead he provides a 

framework by which it might be possible to analyse data about the education which 

young people receive concerning their values, identities and characteristics in 

particular schools of a plural society. A common schooling cannot afford to ignore 

the choices which living in plurality offers for the individual and society. It follows, 

therefore, that education must concern itself both with an education which promotes 

intellectual and moral virtues as well as particular character traits. The moral person 

or agent cannot, according to Aristotle, practice the virtues, unless s/he is cognizent 

with the situation. He argues: 
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An agent has a moral obligation to know the facts of the case. This does not 

preclude the use of general rules, but they are at best, only rough guides, 

summaries of past actions, a part of a web of background knowledge useful 

in understanding a case.(NE 1106b36-1107a3) 

Taking Aristotle as a guide to what might indicate that a school had taken seriously 

its duty to promote personal, social, moral and civic virtues in its students, it is clear 

from the above that a good school in a plural society will need to create the 

circumstances in which students would exercise intellectually and emotionally their 

understanding of a situation which demands an ethical response. At the same time, 

it would promote circumstances in which the students might exercise their 

responses in practical ways. 

If schools are to act as genuine epistemic communities for learning about the 

human condition and living well in plurality, then they must also consciously provide 

continuously situations in which individuals, or moral agents, might as Sherman 

(1999:38) says, 'know the facts of the case'. 

The distinction between a private person and their citizenship has served 

modernity's project, as exemplified in the writings of Rawls and moral educators 

such as Wilson (1990). Education in late modern times, however, cannot presume 

that it can successfully engage all students in only one form of enlightenment. As 

Taylor has argued it is the individual who will decide which sources of authority to 

accept. How then might schools best support their students in studying virtuous 

lives within the Aristotelian tradition? In the confused and perplexing times so 

eloquently described by Sutherland above, educators have sought means of re

establishing their concern with values education. One major direction for a return to 

an ethics of education has recently emerged among a number of educators; 

namely, the pivotal role of hope as foundational to the education enterprise. 

Wrigley, for example, proposes the following model of hope in education: 

To examine school improvement using the touchstone of hope is not a 

vaguely utopian moralism but an attempt to reconnect to core issues. Hope 

is a principle which unites the actions and aspirations of teachers, parents, 
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children and headteachers .... lt articulates connections between the five key 

areas of school development, curriculum, pedagogy, ethos and the wider 

community which school leaders need to align in order to bring about 

significant change. (2003:8) 

For Freire (1998:47) hope 'is not just a question of grit or courage. It is an 

ontological dimension of our human condition'. Roberts writes of Freire that he: 

Theorized an intimate connection between education and the process of 

becoming more fully human. (2000: 1) 

Freire's theories opposed a 'banking' model of education and called for a problem 

posing approach, with students engaged in an interested, questioning stance to 

education. 

In respect of their duty to plurality and pluralism, the schools might turn to Freire's 

concept of conscientization for a guide for how to make plurality and pluralism a key 

focus of their epistemic communities. In his essay, The Process of Political 

Literacy', for example, Freire( 1985: 107) suggests that 'conscientization' involves 'a 

constant clarification of what remains hidden within us whilst we move about the 

world'. It cannot ignore the transforming action that produces this unveiling and 

'occurs at any given moment'. Conscientization remains in Freire's (1998:55) words 

'a requirement of our human condition'. For Freire,(1998:55) humanization occurs 

through praxis and that process is 'inevitably incomplete'. Freire (1972:28) saw 

praxis that is, reflection and action on the world in order to transform it, as the 

synthesis of reflection and action. Thus, from this critical definition of praxis, Freire 

explains that conscientization occurs at the transforming moment when critical 

reflection is synthesized with action: 

All social institutions have a meaning, a purpose .... to set free and to 

develop the capacities of human individuals without respect to race, sex, 

class or economic status .. the test of their value is the extent to which they 

educate every individual into the full stature of his possibility.(1972:28) 
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Heightening awareness of the human condition has been presented here as an 

indispensable component of an ethical education in plural societies. Indeed it is 

suggested that a sensitive awareness of pluralism in education might itself lead to a 

normative pluralism in the wider society. Such a step would place the defining of the 

common good firmly within the moral matrix of a plural society. 

Towards a resolution of the problem (3): a new perspective from educating 

humanity in community 

In continental Europe, a shift of emphasis among philosophers can be discerned as 

they seek to include 'Bi/dung' once again in educational discourse. The word 

'Bildung' has been used to bring together those complex aspects of education 

which constitute its humanistic character. For example, Gadamer commented: 

But if in our language we say Bildung, we mean something both higher and 

more inward, namely the attitude of mind which, from the knowledge and the 

feeling of the total intellectual and moral endeavour, flows harmoniously into 

sensibility and character.(1960/1989:11) 

Here the resonance with Alexander's position (2000:308) and Pring's (1984) is 

clear. With 'Bildung', education is integral to the development of the 'whole person'. 

Standish in the 'Preface' to Educating Humanity: Bildung in Postmodernity also 

clearly addresses the question of the cogency of the idea of Bildung in 

contemporary conditions of postmodernity and late modern globalization. 

It is not cultural initiation alone that is important but something like the 

education of character and the kind of personal growth that this implies. And 

if this is a growth towards self-possession, self-mastery, autonomy of a kind, 

it can be achieved only through an alienation that unsettles that same 

qua/ity.(Lovlie and Standish 2003:vii) 

The authors have very clearly here re-focused the liberal modern concept of 

education so that it proposes a specific purpose for learning and teaching in plural 

times, that is, the education of character and the promotion of personal growth. 
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Learning about others and difference demands a personal response from the 

student and an informed pedagogy from a school so that the student is intentionally 

transformed into a particular kind of person through engagement with the vast array 

of information and values which a plural society affords. 

Siesta (2003:62) explores the 'double face' of Bi/dung: one face is educational, the 

other is political. He argues therefore, that on the one hand, Bi/dung stands for an 

educational ideal that emerged in Greek society and that, through its adoption in 

Roman culture, humanism, neo-humanism and the Enlightenment, became one of 

the central notions of the modern western educational tradition. He underlines the 

centrality in this tradition of the question of what constitutes an educated or 

cultivated human being. His answer to this question is not given in terms of 

discipline, socialization or moral training, that is, as 'an adaptation to an existing 

external order'. Instead, he concludes that Bi/dung refers to 'the cultivation of the 

inner life, that is, of the human soul, the human mind and the human person; or to 

be more precise, the person's humanity'. 

Siesta adds that 'the Enlightenment brought a further development'. Kant (1992:90) 

developed the classical definition of Enlightenment as 'man's release from his self

incurred tutelage through the exercise of his own understanding'. Kant argued that 

in order to reach the state of rational autonomy education was a necessity. Any 

attempt to block this ideal would be for Kant a crime against human nature. Siesta ( 

2003:62) has pointed out that for Kant Bildung was more than an educational ideal: 

it was also and primarily an answer to the question about the role of the person in 

the emerging civil society; viz a subject who can think for himself and who is 

capable of making his own judgements. 

The importance of autonomy as an aim of education is frequently held to be a self

evident truth of a modern education. Pring sets out the following persuasive 

analysis of the concept, as it is understood in modernity: 

Autonomy is not a straightforward concept. In what way can one be said to 

be thinking for oneself or thinking independently? The defenders of 

84 



autonomy are themselves both empowered and constrained by the 

philosophical traditions they belong to. (2005:59) 

Pring's argument that the concept of autonomy relies on the philosophical or 

cultural modes suggests that its place in different school cultures will vary according 

to how each school understands the role of the individual student in acquiring and 

making knowledge their own. 

Autonomy underpins aims in education which seek self-determination and self

direction for students. As Pring (2005:59) has indicated above, there is room for 

discussion about the way individuals can be said to be thinking for themselves, or 

thinking independently, particularly in post or late modern times. Gill, (2005:500) 

reflects on this problem in the context of late modernity. She argues that secular 

post-Enlightenment ethics 'underestimated the power of religious 

belonging/believing to motivate individual moral agents and overestimated its own 

power to resolve public moral disagreements'. 

There is little doubt that in England the present tensions experienced among and 

across different ethnic and faith groups have propelled the need for education to 

take action in the matter of personal, social and civic education. At stake is the 

ability of a plural community to act for the common good as well as on behalf of the 

rights of the individual. Unfortunately, there is as yet no major study of the effect of 

different forms of education on the values and beliefs of young people. In particular, 

in plural societies in which faith-based schooling co-exists with common schools 

there has been no coherent attempt at mapping the kinds of individuals who 

emerge from each sector, either in their values and identities or in their civic 

propensities and involvement. 

The closest research to the brief outlined here can be found in the recent important 

work of Francis (2001). He has profiled the values of nearly 34,000 students 

between the ages of 13 and 15, partly against the backcloth of the key stages 3 and 

4 learning outcomes for personal and social education and those for citizenship 

education. His instrument covers 15 areas related to the students, which include 

personal well-being; worries; counselling; and school. Francis points to the need for 
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mechanisms to know and understand the identities and values of students and how 

they perceive themselves at particular times. 

The need to understand the students' voice is important as well if the basic purpose 

of education outlined so far in the study, that of human formation and economic 

capability, is to be examined formally. Significantly for this concern, Francis 

(2001: 15) has also set out afresh the concept of school as a 'community of 

persons'. The concept of developing identities and forming humanity within 

community has become integral to the current preoccupation with hope in 

education. It stands in stark contrast to the educational purpose of modernity in 

which the development of the person as an autonomous individual was seen as 

critical. Education for personal and social formation is now understood to be 

dependent on the quality of the educational community to which the student 

belongs. Such an approach to the worth of educating students as individual human 

beings, whatever their ethnicity or belief system, responds positively to Pring's 

concern that: 

To teach without coming to grips with how the learner understands things, 

would be to impose a system of ideas or a set of values that disrespect the 

learner as a person .... as someone with a conscious view of things and of 

what is of value.(1984:30) 

The abhorrence of hatred and violence in towns and cities in England rightly leads 

to pressure on schools to participate in programmes of civic education. The 

argument presented throughout this chapter leads to a conclusion that a successful 

civic education cannot afford to fracture the identities of the students involved. If 

lack of clarity in educational direction has led to fractured education systems, there 

is a need to protect each student from becoming disengaged from the civic process. 

An important basis of successful civic education would seem therefore to lie in 

examining the role and practice of individual schools in negotiating a community of 

learning for living well in plural societies. Francis' work provides a sensitive 

backcloth to a further important task. That task is the evaluation of the purposes 

and practices of individual schools in contributing to the common good through 

personal and social formation in distinctive educational communities. Such analysis 
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would most fittingly concentrate on the nature and practices of the whole school 

community, or as, in this study, the whole school culture. Through a review or 

evaluation of each culture there might be established those aspects of it which best 

support personal and social formation in plural societies. 

At a time when the certainties of modernity in education are less sure and the 

rigidity of the economic imperative of late modernity dominates most educational 

values, the opportunities provided by postmodernity for education become clearer. 

With no grand narrative dominating educational thinking, it becomes ever more 

important to ensure that the micro-narratives of each school are told. In that way the 

particularities of individual school cultures might be better understood. In that way 

the excellence found in some cultures, whether in common schools or faith-based 

schools might be more generally disseminated within a new particular, the school 

cultural narrative for common schooling. 

School cultures which derived their purpose from the need to educate the individual 

person in community, their ethical base from the virtue ethics of Aristotle and their 

ways of knowing about, and acting in pluralism, within the general concept of 

'conscientization', or heightening awareness and understanding, surely have much 

to contribute to the discussion about the nature and practice of 'common schooling' 

in plural societies. Without such a discussion, it is difficult to see a way out of the 

cultural problem for education set by pluralism in complex modern societies. 

Without a review of individual school cultures' capacity to alert students to the 

consequences of difference and pluralism in an a-cultural society, together with an 

ability to prepare them for an active role in their own and others' understanding of 

being human at such times, no such discussion can validly take place. 

Summary 

A deeper analysis of pluralism has been presented as central to understanding, and 

inherently constitutive of, the common good. Such analysis highlights the fracturing 

of national education policies, in which some aims are grounded in the economic 
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imperatives of global late modern trends, others in modern liberal humanistic 

considerations. A conclusion is reached that pluralism itself is central to the 

common good and that a normative pluralism could itself become the source of 

agreement about what is important in human and civic life. Critical to this success is 

the fostering of Sandel's deliberative engagement across civic society with key 

cultural and faith constituents. In these bewildering times, all types of schools, 

whether common 'community', faith-based or specialist have the capacity to 

contribute through a deliberative engagement with civic society to a wider and more 

satisfying understanding of an ethical education for plural societies. Their method of 

contribution to this debate would be through a new particular of educational 

thinking, the school cultural narrative. The next chapter will consider the importance 

of an equally sensitive analysis of the role of faith in civic societies and their 

schools. This analysis might contribute to some level of agreement about the ability 

of faith schools to contribute to a democratic development of a normative pluralism. 
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Chapter 4 The role of faith in the schools of civic societies 

The purpose of the chapter 

Faith and schools are both contested notions. This chapter will consider the role of 

faith in schools and its ability to work with civic society to contribute to the common 

human and social good. The differences which faith and belief can or do make to 

the schools of contemporary pluralities will be discussed against the background of 

the cultural trends which predominate in them. This discussion is developed as a 

means of coming to terms with the question whether faith-based schools contribute 

or not to the social capital of living in complex pluralities. The chapter contains the 

premise that the condition of religious and secular plurality, with its characteristic 

motifs of difference and indifference, must be confronted by education systems 

directly, if the central question about the right to existence of faith schools in this 

study is to be met with ethically. 

This is a sometimes complex argument extending over a wide field. The decision 

has therefore been taken to limit the illustrative materials in this chapter to the 

Roman Catholic tradition. Catholicism is presented most extensively because it is 

the faith tradition found in the schools in the case studies. More importantly, 

however, it contains a common core of beliefs and principles about education, from 

which individual Catholic schools derive their particular cultures. As such it is a most 

suitable denomination through which to examine the profiles and cultures of specific 

faith-based schools. It has also generated in recent times from within itself a series 

of rationales for the role of Catholic schools within the common good of complex 

pluralities, which are significant for the analysis undertaken in the present study. 

The impact of modern and postmodern cultural modes on the place of 

religion in civic society and education in global late-modernity 

This chapter is concerned with raising questions about the use of faith and religion 

in sustaining epistemic communities and, in particular circumstances, providing the 

SUbstance of such communities' definitive practices. Since this discussion takes 

place within global late modern times, it is necessary to address briefly how the 
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interplay of modern and postmodern modes has impinged directly on the field of 

religion in late modernity. First, in modern times, Nietzsche (1969:41) proclaimed 

the death of God: 

Could it be possible! This old saint has not yet heard .... that God is dead! 

Later, Kung (1980:372) in commenting on Nietzsche, argues that he proclaimed the 

death of God in order 'not simply to describe the spiritual situation of man and world 

but.. ... to make people aware of the vast consequences of the murder of God'. 

Theology was no longer able to argue that it provided the roots of truth and 

meaning. Then came postmodernity and Wright (2004:69) succinctly draws 

attention to two very different consequences for religion. 

First, he refers to Berry (1992:4) who has argued that 'the contributions currently 

being made by many theologians to the changing orientation of postmodern thought 

appear to herald the end of theology's long intellectual marginalization'. On the 

other hand, Ingraffia (1995: 1) warns that 'modernism tried to elevate man into 

God's place, (while) postmodern theory seeks to destroy or deconstruct the very 

place and attributes of God'. Intellectual uncertainty and ambivalence can therefore 

be argued to be the attributes of the post modern trend in religion. In her 'history of 

God', that is, the way men and women have perceived God from Abraham to the 

present, Armstrong argues that: 

The human idea of God has a history, since it has always meant something 

slightly different to each group of people who have used it at various points 

of time .... The statement: 'I believe in God 'has no objective meaning, as 

such, but like any other statement it only means something when proclaimed 

by a particular community.(1993:4) 

Armstrong's warning that belief and faith should be situated in their individual social, 

intellectual and communal contexts relates directly to the present study. Beliefs' 

and faiths' significance as drivers of individual and social values, as well as their 

place in the overall cultural composition of pluralities, must not be ignored in this 

discussion of the role of faith in the schools of civic societies. 
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Defining faith as a means of understanding its role in education in civic 

societies 

Armstrong, Hare, and Rodger have each pointed out that faith is to do with an 

overall attitude to reality, that is, whether life here on earth is good or beneficent. In 

Hare's (1992:3-4 and 37-39) language, it is a person's 'blik'. He argued that 

religious language is different from ordinary language and that religious language 

speaks of human beings' attitude to their life, their evaluation of it and their opinion 

about how they should react to it. Through Rodger's writing(1982:15) there is a 

further strengthening of the notion that 'faith is less a possession than an orientation 

of life'. 

The differences which emerge in the living out of religious beliefs and values 

between, for example, one Catholic and another and one Muslim and another point 

to the need for careful scrutiny of the way in which human beings are educated to 

live out their faiths and values. If one person professing the same belief is able to 

act so differently from a fellow co-religionist in a whole spectrum of political, social 

and global affairs, then it follows that their attitude to life, or faith, should be a 

primary educational concern of any society which is seeking to ensure human 

flourishing. O'Keeffe (1992:45) makes a very similar point when she argues that 

faith, rather than denomination, should 'seek to achieve the integration of 

differences into a collaborative and fruitful whole'. 

For educational stakeholders to decide what might constitute the difference which 

an education in faith might make to an educated person, they might usefully turn to 

the work of McKenzie (1991:31), in discussing the construction of worldviews in 

adult education. He makes a sharp distinction between different types of worldview, 

including those which are provisional or fixed, active and passive, and critical and 

uncritical. School communities built on different types of worldview will look very 

different and respond differently to the civic society in which they work. In this 

matter also McKenzie (1982:65-66) proves a wise guide for he draws on the 

differences between formative education and critical education. McKenzie 

understands formative education as stressing the learner's acceptance of society's 
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ways. Critical education, however, permits the learner's 'cultural furniture' to be 

taken apart and 're-assembled in new ways'. Additionally, he argues (1982:66) that 

'formative education that excludes critical education is little more than 

indoctrination' . 

Perhaps ultimately, it is a lack of congruence between a person's faith or attitude to 

the world and their cultural belief system which leads in these a-cultural times to an 

unarticulated recognition by many of the phenomena described by anthropologists 

and sociologists as lives lived in 'cultural contradictions' or as 'patterned 

desperation'. If this is indeed the case then this in turn may be one of the major 

reasons why there has been a resurgence of interest in the matter of religion in a

cultural late modern times. It is the presence of such conditions that must surely 

underlie the poet Seamus Heaney (1990:13) drawing attention to the need for 'a 

search for images and symbols adequate to our predicament' and Kolakowski's 

(1982:194) argument that the idea of religious belief is 'born not out of a collection 

of statements about God, Providence, heaven and hell', but rather that 'religion is 

indeed the awareness of human insufficiency, lived in the admission of weakness'. 

Religion, difference and indifference in civic pluralities 

Young's (1990) vision of the ideal city involved people with different stories living 

well together in post modern times. Their stories would be complex ones, some 

involving participation in religious traditions, others involving strong consciousness 

of and attachment to ethnic differences; some would combine both, others would 

not. The city itself would be host to people living together without a common story. 

In imagining such a city, it is useful to refer back to the picture of religious and 

secular diversity painted by the 2001 Census of London above. Although Young 

does not claim that the ideal city exists, her vision is dependent on the value of 

difference as a contributory factor in the making of the city. 

For Young, in her vision of the ideal city, individuals feed and flourish on difference 

and choice. All cultures and values, all world views and beliefs are on display. In 

such circumstances, however, the individual is faced with difficult choices by living 

with a set of paradoxes or in Bell's (1996:2) phrase 'cultural contradictions'. 
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According to the prism or worldview through which individuals make sense of the 

world in which they find themselves, they may choose to turn to nihilism and a

culturalism or to select an eclectic mix to taste, sample, accept or reject. The post 

modern city sets its own standards, irrespective of individual choice or commitment. 

It can be argued, however, that complex pluralities ignore at their peril those strong 

reactions or challenges which some people may experience when in contact with 

different forms of faith and belief, including the post modern trend to 

compartmentalize faith as an exotic, to be enjoyed through such philosophies as 

Kaballah or meditation. Callan captures the significance of a particular form of 

reaction to such abundance of difference in present pluralities: 

A world in which we unambivalently celebrate difference could not be a 

world where those differences are invested with ethical meaning. But 

because many of the differences we find in our world both within and across 

cultures are ethically significant for us, enmeshed with rival understandings 

of right and wrong, good and evil, we cannot without bad faith respond to 

them with the welcoming embrace that connoisseurs of difference would 

evince. (1998:15) 

Thus for Callan differences in belief and faith are invested with ethical meaning. 

So too the Archbishop of Canterbury in the passage below challenges the response 

to difference he perceives in many young people: 

I don't think I'm the only person to have struggled with groups of teenagers, 

trying to get them to articulate values that really matter to them, to discover 

that practically the only thing they will agree in voicing is the importance of 

tolerance- usually seen as an incurious co-existence, even a bland 

acceptance of mutual ignorance and non-understanding, in the name of not 

passing judgment. (The Times, 12 September 2003) 

Callan argues that differences of this nature arouse a response in many which is 

ethically based, for such differences arise out of widely contested understandings of 

right and wrong, good and bad. The Archbishop of Canterbury's position relates to 

the difficulties which young people seem to have in articulating any specific values 

other than tolerance. In particular, he points to, in his view, a deficit definition which 
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seems to underpin the value of tolerance, namely, an incurious co-existence, in the 

name of not passing judgment. A significant question which is therefore posed for 

education in a-cultural times, is how effectively to engage with the religious 

differences of pluralism, while fostering the value of tolerance? 

Educating for and in difference in civic societies: the role of 'deliberative 

respect' 

The American Jesuit Hollenbach (1996:97) proposes that differences in civic society 

should be confronted, not avoided or tolerated. He contends that education 'shapes 

the values that become operative in the public affairs of a republic by helping to 

shape the virtues and character of its citizenry' and, therefore, education must 

consciously choose its principal values and purposes and prioritize them. 

Cantle's Report (2001) was concerned directly with the strong reactions and 

violence found between members of different ethnic and faith groups. It condemned 

'monocultural' schools, as well as faith-based schools whose admissions policies do 

not require that at least twenty-five per cent of the pupils should not belong to the 

faith. It sought instead 'community cohesion', which is defined as 'situations in 

which individuals are bound to one another by common social and cultural 

commitments'. The report adds that community cohesion 'is closely linked to other 

concepts such as inclusion and exclusion, social capital and differentiation, 

community and neighbourhood'. Forrest and Kearns (2000:9), however, question 

whether cohesion is a virtuous and a positive attribute in ethnic or religious-based 

communities. They argue that such cohesion can 'create divisions between those 

communities and others'. Their argument would seem to be derived directly from 

the Rawlsian method of avoidance. Ordinary citizens' private personal identities and 

community commitments must not be allowed to compromise the politicians' view of 

social cohesion in civic society. Not only does such a stance seem unreal and 

unworkable, it once again devalues the personal values and identities of citizens. 

A more real and purposeful solution is provided by Modood (1997:359), who 

comments that 'equality and social cohesion cannot be built upon emphasizing 

difference in a one-sided way. The emphasis needs to be on common rights and 

responsibilities ... It has to be a form of citizenship that is sensitive to ethnic 
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difference and incorporates a respect for persons as individuals and for the 

collectivities to which people have a sense of belonging'. Forest and Kearns 

(2000:8) argue that social cohesion includes the domains of 'common values and a 

civic culture'. The question for this study is in what ways can schools, either faith or 

common, foster a sense of common values and civic culture in their students which 

are sensitive to ethnic difference and incorporate a respect for persons as 

individuals? Questions such as these cannot be answered by rhetoric or persuasive 

oratory. They require careful longitudinal studies of cohorts of students in different 

kinds of schools and colleges. 

If the faith of citizens in plural societies can be divisive, and a negative factor in the 

building of social cohesion, then, according to Hollenbach's argument, the place of 

faith in the schools of plural societies must be the subject of direct debate, not 

avoided. Earlier Sandel's (May 1994) contention was commended, namely that 

respect is shown for fellow citizens' moral and religious convictions by 'engaging, or 

attending to them- sometimes by challenging and contesting them, sometimes by 

listening and learning from them- especially if those convictions bear on important 

political questions'. Such a basis of engagement became Sandel's definition for 

'deliberative respect' within complex pluralities. Leicester (1992:33) takes this 

concept forward when discussing a form of moral education advocated by Boyd, 

who sees moral education as 'teaching children to maintain the common human 

condition of dialogue as the foundation to dealing with value differences and giving 

them concepts, knowledge and skills necessary to being equal partners in the on

going debate about how the pluralist society and education should be'. Leicester 

and Boyd have sketched out a model for how deliberative respect might become 

both a curriculum reality and an essential practice in epistemic communities 

dedicated to human flourishing in plural civic societies. 

With the ability to critique differing cultural modes, and to recognize their differing 

roots, both from within a tradition and outside it, there is the possibility that those 

engaged in this conversation about plurality might actively make and remake ways 

of life. That possibility may result according to Jackson (1997:81) with a 'move from 

static descriptions of people's cultural characteristics to dynamic accounts of the 

processes in which they are involved'. As noted above, Jackson's account of 
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culture has consolidated and given impetus to earlier considerations concerned with 

the purpose and the methods of the case studies which will follow. 

In the first place, it signals that a study of individual cultures of faith based schools 

is important in order to develop a dynamic account of the processes in which they 

are involved and the differences which separate them, since difference is itself a 

characteristic of world views which share the same symbols. Secondly, such 

studies might contribute to a fuller picture of the ways in which faith based schools 

actively make and remake ways of life in present complex pluralities and thereby 

secure further evidence as to whether it is possible to create a methodology to 

respond to the underlying question in this study. Thirdly, data arising from the case 

studies might profitably be included in a discussion about the permeability of the 

walls between an individual's personal private space and the civic space of the 

common good for it follows from the above argument that the boundaries between 

public and private spaces do not have to remain static. Fourthly in schools which 

perform the role of mediating institutions the boundaries between public and private 

space can be experimented with and any resulting permeability concerning 

common values for the common good fed back into civic society. 

Educating in faith in faith schools: the Catholic example 

This study is concerned to examine the philosophies and outcomes of different 

school cultures on the faith, worldviews, attitudes and values of their students within 

the map of a multicultural society drawn by Baumann: 

A multicultural society is not a patchwork of five or ten fixed cultural 

identities, but an elastic web of crosscutting and always mutually situational 

identifications. (1999: 118) 

Such a map seems a legitimate representation of the pluralities which form the 

content of this study because the often secular intellectual and social pluralities 

continuously interact with religious values, beliefs and cultures globally, nationally 

and locally. In this situation of intense plurality, the Catholic educator, Bryk, 

(1996:37) has argued that all cultures and all citizens should be involved in the 
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public conversation about the purposes of education because' these are ultimately 

about what kinds of hopes, aspirations and visions we offer our children about the 

kind of society we should be'. In a similar way, Jackson (2004:131) asserts the 

importance for the maintenance and development of democratic plural societies of 

'the provision of mechanisms that raise awareness of the debates and maximize 

dialogue and communication, identifying common or overlapping ideas and values, 

but also identifying and addressing difference'. For Jackson the overriding aim for 

education in religion and for the promotion of the cultural development of students 

(my words and italics) is : 

to develop critical skills in order to achieve the goal of developing a 

knowledge of the language and wider symbolic patterns of 

religions.. ... Thus the debates about the nature of religions and 

cultures become part of religious education: preconceived definitions 

are no longer taken as received wisdom.(1997:129) 

This section is concerned with the content of any such debate about the kind of 

education in faith which is required in civic plural societies. In particular, it offers a 

general overview of how Catholic educators involve their faith and values with the 

nature and practice of Catholic education. This is presented both as an example of 

how particular faith communities might contribute to such a public conversation 

about the schools which they own and manage and as a precursor to the study of 

four specific Catholic school cultures which will be developed below. 

Hulmes(1979: 17) has succinctly summarized the Catholic theory that 'religion lays 

claim to the whole person and at the same time refuses to be classified as just one 

of many possible ways of apprehending reality'. He has also listed the values that 

characterize that Catholic perception of wholeness as: 

affirmation, authority, autonomy, beauty, belief, choice, community, 

conscience, detachment, discernment, discretion, enjoyment, esteem, 

failure, faith, freedom, integrity, justice, love, order, peace, perseverance, 

pluralism, quietness, reconciliation, relativism, reparation, responsibility, self

control, success, suffering, tolerance, tradition, truth, uncertainty, 

unity. (1994:4) 
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The values listed are seemingly diverse but can each be traced either to gospel or 

traditional Church teaching. In education, Hulmes insists, 'coherence is provided 

only by reference to a moral centre'. If this is not the case, then 'education corrupts 

if that moral centre is lacking'. The research findings of Bryk, Lee and Holland into 

Catholic schools in the United States appear to confirm Hulmes' assertion. Their 

research data found that Catholic schools are effective with many children but 

particularly with the poor because of each school's commitment to children, to 

peace, to justice and to a living Catholic social ethic: 

Underpinning these organizational tenets is a vital social ethic. First is a 

belief in the capacity of human reason to arrive at ethical truth. An 

immediate implication of this belief is that education must aim to develop in 

each person the critical consciousness which enables and motivates this 

pursuit. The Catholic school's emphasis on an academic curriculum for all is 

one direct consequence of this stance. Moreover, such an education 

involves nurturing both spirit and mind, with equal concern for what students 

know and whether they develop the disposition to use their intellectual 

capacities to affect a greater measure of social justice. This is the Catholic 

conception of an education of value for human development and democratic 

citizenship. (1993:23-4) 

McClelland in concluding an article concerned with the 'wholeness, faith and 

distinctiveness' of the Catholic school argued that: 

This internal ethos of the Catholic school merges with an external position 

that is open, welcoming and co-operative, helping to break down what 

Christopher Dawson (1967) once described as 'the closed, self-centred 

world of secularist culture', with which it has to have a meaningful 

encounter. (1996: 160) 

These articulations of the distinctive ethos of the Catholic school culture, both within 

cultural modes and also within formal education, are invaluable guides to what kind 

of particular features might emerge from a study of Catholic school cultures. The list 
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of values developed by Hulmes from an analysis of Catholic teaching on education 

fits well into the domains of social capital. The Catholic school as community, if 

demonstrating many if not all of those values, could certainly be placed within a 

matrix of 'mediating institutions' in a complex plural society for, on the face of it, a 

genuine Catholic ethos supports a pluralistic and ecumenical openness to all faiths 

and to secular pluralism. Deliberative respect appears to be a guiding principle. The 

test, however, lies in examining the ethos of individual schools within the varying 

contexts in which such distinctiveness might be manifest. 

Grace (1998: 194) for example, has argued that 'the space, identity and voice of 

contemporary Catholic schooling in England is now more directly challenged by 

individualistic and market values than ever before in its history'. Similarly, Pring 

(1996:57-69) has argued that the education reforms of the 1980s, although 

emphasizing the common good, would work against Catholic values in education 

with their emphases on the market and individual self-interest. Further, Grace 

(2002:237) insists that the most significant future challenge for Catholic schools is 

that their leaders will not have the same amount of spiritual capital with which to 

respond to the social, cultural and economic challenges facing Catholic schools. 

Arthur (1995:253) sees the challenge raised by the parents' values as a significant 

problem for Catholic education. He argues that if parents increasingly demand that 

a Catholic education assures good academic results and competes in the market, 

then Catholic schools will increasingly lose their distinctive ethos, especially at the 

secondary level. 

The above discussion reflects the importance and the difficulty of articulating the 

distinctiveness of Catholic school cultures within complex pluralities. In addition, 

Arthur's (1995) argument in The Ebbing Tide, relies upon a version of Catholic 

distinctiveness, one of whose chief characteristics is the exclusion of non-Catholic 

pupils. For some authors, too, there have been serious concerns about levels of 

racism found Catholic schools. For example, Basil Hume (1986) alerted the Church 

to widespread unhappiness among black parents about the 'raw deal they get from 

the Church in education'. 

99 



Haldane has also called for more precision in the values and direction of Catholic 

schools: 

Catholic education must establish a social conscience as well as one 

concerned with individual well being ... the first task for a Catholic philosophy 

of education is to identify the good. The social good is only a part of that but 

it is a sufficiently large and central part to justify making it a focus of 

attention. (1993:11-12) 

Grace (1996:75), however, found significant differences between headteachers in 

their understanding of the role of Catholic schools in developing pupils' spirituality 

and morality and the influence which such spiritual and moral development in their 

children had on parental choice of schools. In other words, when articulating a 

Catholic school culture through empirical research, it will not necessarily yield data 

which would satisfy all Catholic philosophers, educators, parents or students that a 

particular school is Catholic, nor indeed adhere to such specific philosophies of 

Catholic cultures as described above. The nuances in foci and in practices, such as 

admission policies, themselves become the focus for debate about the extent to 

which the school may be considered Catholic. For example, some such as Lacey 

prefer to find the Catholic focus through an emphasis on social formation. She 

(1996:268-9) proposes that, as a response to the 'steep challenges in continuing to 

promote an empowered community of adults committed to social analysis and 

educational transformation for the common good,' Catholic schools should be all the 

more intentional in: 

• seeking out ways to develop truly collaborative communities of hope and 

inquiry among lay and religious teachers of varied religious, philosophical 

and cultural backgrounds; 

• witnessing to authentic alternative purposes and practices of schooling; 

• promoting a community of critique and agency among women 

Lacey with Bryk and Haldane, delineates those aspects of the practices of Catholic 

schools which arguably both contribute to their distinctiveness and offer a 

complementary pedagogy to the work of fostering the common good and building 

social cohesion in all schools. That is, those three writers focus significantly on the 
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concern of the Catholic school to analyse the social structures and relationships in 

which they are working and seek educational transformation for the common good. 

This study will therefore focus on four Catholic school cultures and 'community 

cohesion' and explore whether a young person in them might become 'a skilled 

cultural navigator' or display 'multiple cultural competence' or possess 'an 

integrated plural identity'. 

Can all schools provide an adequate education in faith and the spiritual 

dimension? 

A serious problem arises for the students of a plural society. According to Taylor 

(1989:499) they experience a disengaged instrumental mode of life because identity 

in modern life is 'peculiarly differentiated' for the 'plurality of social worlds relativises 

every one of them'. At school the nature of most modern curricula means that they 

are continuously subjected to looking at the meaning of experience in a fragmented 

way. There is nowhere it seems where they can attempt to come to terms with, 

what Cox (1986:85) called, 'the overall meaning of the different glimpses which we 

get of SUbstantial reality'. This dilemma was characterized by Macintyre thus: 

Enquiry has become finally fragmented into a series of independent, 

specialized and professional activities whose results could, so it seemed, 

find no place as parts in any whole.(1990:216) 

In postmodern times there are those who would argue that there are no grounds for 

seeking any whole. A study such as this should therefore enquire whether there are 

individual school cultures which do or do not reflect a more holistic approach. In 

complex pluralities, the purposes of education do often reflect the need for students 

to examine human life as a totality. For example, in England, schools are 

responsible for the development of the 'spiritual' in their students. For 

Priestley(1997:29-30), and for the present study, 'to dwell on the spiritual is to 

emphasize the subjective, to dwell on the process of being and becoming'. For 

Macquarrie (1972:40), also, it is about 'becoming a person in the fullest sense' and. 

therefore the whole of the curriculum or, indeed, the whole of the school 

experience, might be expected to contribute to its achievement. How the spiritual is 
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tackled in the schools of civic society is therefore critical to an education for human 

flourishing. Priestley (1996: Part IV) would wish the spiritual to be found, not only in 

'notions of teaching and learning' but also in 'thinking, creating, imagining, 

becoming'. Later he (2005:211) enhanced the notion of becoming by connecting it 

with 'utopias', with 'what we might become and not just what we are'. It is also 

crucial to enquire whether the distinctions laid down by McKenzie (1991 :65-66) 

above between formative and critical education are observed in the practice of 

spiritual education. 

Some(such as Beck 1991:63-4) have experimented with the development of a list of 

the key characteristics of the spiritual, which include: 'awareness'; 'breadth of 

outlook'; 'a holistic outlook'; 'integration'; 'wonder'; 'gratitude'; 'hope'; 'courage'; 

'energy'; 'detachment'; 'acceptance'; 'love'; 'gentleness'. Priestley (2005:211-212) 

has emphasized that the core of the spiritual is 'dynamic', and concerned with the 

'communal' as well as the 'personal' and the 'holistic'. Clive and Jane Erricker 

(2000:xi) through listening to children's stories have found that 'young children are 

perfectly capable of being active participants in their own social and spiritual 

education'. Wright (2004:178) has argued for a framework, which, 'starting from the 

given nature of our local knowledge and striving to move our understanding to that 

which is ultimate and universal', supports 'critical education' becoming 'a 

fundamentally spiritual process'. 

Research in schools in south London has shown a serious confusion on the part of 

teachers as to their role in spiritual education and development (Schmack, B. 2006, 

work in progress for PhD thesis, Liverpool Hope University). Further, OFSTED 

(1997 and 1998) reporting has uncovered evidence that primary schools are more 

than twice as successful as secondary schools in promoting spiritual development. 

In addition, this particular piece of OFSTED research records that 'provision for 

spiritual development in primary and secondary schools is strongest in voluntary 

aided and voluntary controlled schools (types of faith-based schools), with county 

schools falling far behind in quality of provision'. 

A significant number of schools are therefore failing to support their students in this 

aspect of their whole development. One reason given by Wintersgill (2000:75) is 
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that teachers are uneasy in a plural situation of assuming the supremacy of anyone 

single spiritual tradition: others are unhappy with introducing a form of spirituality 

divorced from the student's own faith tradition's roots. That is why a third possible 

form of spirituality on offer in schools has been described by McLaughlin (2003: 192) 

as 'untethered'. This is because, although it deals with matters and questions 

pertinent to the human condition and considered traditionally by religions, it relies 

on no specific religious or spiritual tradition for its articulation in the curriculum. 

McLaughlin (2003;195) ultimately concluded that some forms of 'education in 

spirituality' are defensible with teachers who 'must be certain sorts of people' in the 

common school. Mott-Thornton (2003:208), however, has argued that, against the 

context of social and moral diversity, there is a tension between offering an 

adequate opportunity for the development of the spiritual and the ideal of common 

schooling, proposed by social democratic liberals. Carr (2003:224) reaches the 

conclusion that a traditional conception of spiritual education, often rooted in 

religion, provides the most philosophically coherent account of the promotion of the 

spiritual in education. 

Priestley (2002), when leading a discussion on 'the spiritual dimension of the 

curriculum' recalled Wittgenstein's (1921 :TLP, 6:43) comment that 'the world of the 

happy man is an altogether different world from the world of the unhappy man'. He 

argued with Wittgenstein that we perceive the world in one of three ways: 

materially, morally and spiritually. We need to know how a school perceives the 

world in each of three ways and whether it chooses to inculcate such views through 

its curriculum and culture in the lives of its pupils; how it chooses to employ these 

perceptions in developing the autonomy and critical faculties of its teachers and 

pupils; and how it judges it has been successful in its work. It is important that 

research begins to throw light on the arguments recently put forward by Carr, 

McLaughlin et al. that evidence should be collected which can contribute to settling 

the matter of the optimal context for dealing with the spiritual in the schools of a 

plural society. For Schneiders the matter is settled. She has concluded that 

'religion is the optional context for spirituality'. She continued: 
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The great religious traditions of the world are much more adequate matrices 

for spiritual development and practice than personally constructed 

amalgams of belief and practices. (2000:13) 

From the OFSTED perception presented above, it is clear that a substantial 

proportion of those primary and secondary schools included in the sample did 

provide opportunities 'for pupils to gain an understanding of their own and other 

people's beliefs'. Wintersgill comments here that 'this was mainly provided through 

religious education although not exclusively'. This exposure, she added: 

Made a positive contribution to the pupils' spiritual development by exploring 

ultimate questions, for example about God and suffering .... These 

opportunities make an important contribution to pupils' spiritual 

development, because they enhance pupils' awareness of the spiritual 

dimension of life, and encourage them to think about how people of different 

religions express their spirituality. This also raises the pupils' understanding 

that spirituality can affect the whole of life. (2000:81 ) 

Wintersgill (2000:81) commented that 'SMSC has assumed an identity of its own in 

isolation from its original context in the Act'. She thereby highlights the need for any 

study of how these essential aspects of a student's development are managed and 

contextualized and the cultures, and curriculum, hidden and explicit, in which they 

arise, to be identified.This is a very serious problem raised by Wintersgill, in which 

she draws attention to the separation of knowledge and skills in the curriculum from 

the developing identities of individual students. 

The discussion above indicates that the relationship between the spiritual aspects 

of education and the formal curriculum area known variously as religious education, 

religious knowledge or religious studies is a variable one and some of its variety will 

be investigated within the case studies in chapters 6 and 7. 
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Defining the religious content of the curricula of schools providing an 

adequate education in faith and the spiritual dimension 

As the names given to religion in the curriculum differ, so too do definitions of 

'religion' used in schools. Given that the traditional formative academic disciplines 

and methodologies associated with religious education are theology and religious 

studies, a way of approaching the definition and practice of religious education is by 

reference to the benchmark statement for Theology and Religious Studies produced 

by the Quality Assurance Agency for Higher Education(QAAHE). It (2000:3) 

contains a possible guide to potential unifying principles underlying the asking of 

questions about, within or between religions, when it states: 'some would affirm as a 

core the intention of raising questions of meaning and truth, beauty and value'. 

Thus statements produced by religious groups or bodies wishing to own schools 

about the basis for their approach to the possibility of meaning and truth, and their 

concern with placing value on differing forms of experience might be scrutinized in 

order to decide whether such religious groups might gain public validity and 

authority to be formally involved in providing schools. 

The QAAHE statement (2000:1) also argues valuably for this discussion of the role 

of religion in schools' curricula that 'it is vital that any definition of the subject does 

not constrain future innovation, whether in response to global trends and issues or 

new intellectual climates'. Very succinctly, the authors describe the possible nature 

of engagement with the field of religion through religious education. Students will 

explore the religious thought of one or more traditions and analyze the historical, 

social, cultural and artistic role of religion or belief systems. The core of the subject 

is committed to developing knowledge and information about religion, and to 

learning from it. In both contexts, students explore both an 'inside' and an 'outside' 

perspective. 

It is of further interest that the authors argue that the field of Theology and Religious 

Studies has developed in dialogue with modernity and note that it is also 

responding to postmodernity, concluding: 
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Once the European Enlightenment set an agenda that profoundly shaped 

Biblical Studies and Modern Theology. Increasingly hermeneutics, critical 

theory and post-modern agendas have informed all aspects of the subject. 

Global perspectives, interfaith and ecumenical issues, issues of gender, 

race and culture, as well as fundamental debates about methods and study, 

figure large in discussions about the nature and parameters of Theology and 

Religious Studies. (2000:4) 

From the analysis of the disciplines combined in religious education, there is the 

possibility that religious education in a-cultural pluralities might contribute to the 

content and processes of a developing culture of education. This might happen, not 

least, through its commitment to exposing ways in which human culture has sought 

to identify the sources of its authority and open up knowledge of the diversity of 

values and beliefs. To that extent, Hull (1999:x) has rightly asserted that 'insofar as 

it is a legitimate heir to the Enlightenment, offering an image of a social and cultural 

life lived in peace and justice, religious education may be described as the Utopian 

Whisper in the ear of modern society'. 

The above discussion of the dimensions of religion and faith in education has 

highlighted the need for thorough assessments of the possible contributions which 

faith and religion might make to the curricula of al\ schools in plural societies. It has 

been the tradition of mainstream religious education in the UK since the 1970s to 

respond to the plurality of the wider society by asserting that educational religious 

education should involve students learning about and learning from religion. This 

latter aspect of the curriculum subject tends to involve a personal search which 

begins from where the individual student is and involves a journey, with no specified 

destination. Some educators such as Cox (1983:135-6)have sharpened this focus 

by asserting that religious education should assist students 'to move towards 

coming to terms with their own life problems by means of a coherent and conscious 

set of beliefs'. 

Some would argue that this approach has fostered a pedagogical agnosticism. 

Teachers understood their work to be that of introducing students to information 

about religions and other worldviews and then tackling the major themes within 
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religions, such as suffering and evil, in ways that fostered individual reflection and 

interest. The judgment of Carr on such a pedagogical approach is salutary and 

resonates with many teachers' experience: 

.. . the complete agnosticism which is here implied about the possibility of 

religious truth must call seriously into question the very possibility of genuine 

religious enquiry and hence render the idea of religious education inherently 

problematic, if not actually null and void. (2004;28) 

In other words, if religion and faith are matters of real difference in complex 

pluralities, in which educational sites might such matters and their accompanying 

impact on the identities and values of their adherents be studied effectively? One 

indicator of such an effective site in a plural society would surely be where the 

teaching of religion and discussion of faith is set within a teachers' code of conduct 

or in the words of Hobson and Edwards (1999:85), above, an ethics of belief. This 

would seem to be another way of defining the moral matrix. Teachers in schools fit 

within this moral matrix through which individuals are formed or conversely de

formed. Thus teachers become 'moral companions of their students'. Teachers in 

this model would reflect Hare's assertion that: 

At the end of it all the educator will insensibly stop being an educator, and 

find himself talking to an equal - to an educated man like himself - a man 

who may disagree with everything he has ever said; and unlike the 

indoctrinator, he will be pleased. (1992: 129) 

This important idea about the kind of education which is crucial for an acultural 

plurality is taken up with approval by Priestley when discussing the ideas of 

Whitehead: 

There is no need for moral education as a subject when Education itself is 

properly conceived as a moral concept ..... It was (for Whitehead) adherence 

to dogma which closed off enquiry and inquisitiveness, arresting growth and 

demanding dependence. (1996:Part V) 
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With such an alliance in place faith in education might provide one potential base 

from which an epistemic community could examine the experience of living in 

plurality and learn in McKenzie's (1982:31) words to participate in the 're

construction' of experience 'which points to ideas of formation, growth and the 

development of social capacity'. 

No imagination: no faith in education 

This chapter has argued for the need for an education in faith through deliberative 

respect for all young people in the schools of plural civic societies challenged by 

difference and plurality in intellectual, personal, social and civic values. It has also 

provided an overview of Catholic approaches to education in these complex times 

as a stimulus to a wider conversation about how faith communities might begin 

educating young people for their social, moral, spiritual and cultural development. A 

conversation about the purposes and practice of education concerning faith and 

pluralism will be limited, however, if there are few examples of real and good 

practice as part of the agenda. Similarly they will be limited without a common 

imagination about the kinds of people society wants to emerge from its schools. 

It was Sutherland who warned twenty years ago that: 

Much of what goes on in theology and education involves holding at arms 

length what is most naturally and appropriately held in embrace ..... . beliefs 

and values .... .[thatjare .... matters of deep-seated conviction which involve 

emotion as well as intellect, soul as well as mind.(1985:140) 

Of course, just how personal images, beliefs and values are handled in schools is 

the origin of much of the contention related to schooling and education. The rules of 

such educational engagement fixed by modernity have been described by Halstead 

(1996). In this all too brief final section of the chapter, however, the very large 

question is raised as to how emotion and the soul can ethically permeate education 

for and in pluralism. 
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Faith has no role in the re-construction of experience through education, and the 

growth of plural communities built on cohesion cannot be achieved, unless pupils, 

parents, teachers and politicians have the imagination to see the possibilities for 

different or better ways of living together. This in turn cannot be achieved unless 

there is a sharing of common values and human insights. Imagination, therefore, 

becomes a key factor in educating for and in plurality. 

For Warnock(1976) 'the cultivation of the imagination' should be the chief aim of 

education. Hardy (1975) cites Isocrates as a champion of the imaginative function, 

for he believed that there is a common human possession which differentiates 

human beings from animals and enables humankind to 'come together and found 

cities and make laws and invent arts'. Following a discussion about the differences 

in understanding of the imagination by Plato and Aristotle, Price (1997: 12) 

concludes that they both can be seen as 'concerned with an epistemological 

assessment of imagination- that is, the role it plays in the promotion of truth or 

falsehood' and for Aristotle 'ideas are derived from the sensible world itself through 

the mediation of images'. Price makes the case that imagination stands as an 

intermediary faculty residing, somehow, between the faculties of sensation and 

reason because as Kearney( 1988: 1 07) states, 'the image serves as a bridge 

between the inner and the outer. .. it is both a window on the world and a mirror in 

the mind'. 

If schools are to serve as 'mediating structures' in complex pluralities, then they 

must work with and through the imagination of all who learn in valued epistemic 

communities. The experience of difference in plurality raises the consideration for 

education whether it should be 'held at arms length' or 'held in embrace' since it 

involves issues of 'beliefs and values ... that are ...... matters of deep-seated 

conviction which involve emotion as well as intellect, soul as well as mind'. 

Engaging with difference in faith through education has been the dominant theme of 

this chapter. Its starting point has been the belief that religion, faith and education 

together form the basis of a worthwhile conversation about what human beings 

should best gain from formal schooling. Perhaps a stimulus to a preliminary 

conversation might be a discussion of Hare's assertion that: 
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One's attitude to religion will impinge powerfully on one's approach to 

education. This is because the irrational side of our nature, from which none 

of us can escape, needs to be educated, and religion, interpreted broadly to 

include humanistic beliefs, is the only way of doing this. (1992:v) 

The next part of the conversation would be to enquire what value education should 

put on difference. This chapter has argued that difference in faith, religions and life

stances provides one of the key values for education in plural societies. Such a 

value could lead school communities to invite their students to participate in the 

reconstruction of their personal, social and cultural experience in order to stimulate 

formation, growth and the development of social capacity. Faith schools within this 

conversation, in their valuing of deliberative respect for difference in civic societies, 

might then be seen both as teaching others but also learning from others about 

education for the common good. 

Summary 

Faith is both a way of describing an individual's response to the world and a 

concept which embraces the commitment and trust shared by communities holding 

a world view in common. It is therefore a core element in the identity of individuals 

and their communities. All schools have a duty to articulate their ethics of belief so 

as to make clear how they educate for difference in religions and faith. The wider 

community would then have a basis from which to judge whether all schools, 

including those which are faith-based, either in their practices and/or their outcomes 

had lessons to offer education for all students within post or late modern plural civic 

societies. This study argues that such decisions cannot be made without some way 

of assessing the worth educationally of the means by which the faith and 

worldviews of young people, and the societies in which they live, are met and 

included in formal education by a) the fostering of the imagination in the provision of 

spiritual, moral, social and cultural education and b) the study of provisional and 

fixed worldviews and critical and uncritical worldviews. 
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Chapter 5 Developing a process for the study of faith-based schools 

and their cultures within plural societies 

Purpose of the chapter 

This chapter acts as a bridge between the theoretical presentation of the problems 

associated with faith schools in late modern plural societies and possibilities for 

their potential role found in chapters1 to 4 and the empirical studies of four schools 

which will be described in chapters 6 to 8. As such, the chapter attempts to set the 

fieldwork experience and data analysis in the wider context, discussed throughout 

the previous four chapters. That context might be briefly summarised as the need to 

identify a process which would support a genuine conversation between faith based 

education and the state, mediated through political philosophy and regulatory 

protocols. For this purpose, the profiles of the four school cultures will be used to 

contribute to the discussion about the appropriateness of faith schools within state 

education. The work of developing such a methodology is crucial if government, 

educators and faith communities are going to be able to test the value of individual 

school cultures' ability to a) offer a vision of a viable, fair and just pluralism to their 

students and local communities and b) encourage human flourishing in each of its 

students so they are able to take their place in a complex plural society. 

This chapter, therefore, proposes a process for the collection of data about the 

nature and culture of faith based schools. The aim of the process is to produce a 

profile of individual schools at particular times. This study seeks to find a method to 

develop a profile of a school from an outsider's perspective. For the purposes of this 

study, the outsider is the researcher. The trialling of such a process is a necessary 

preliminary to forming a proposal that such a method be considered by complex 

pluralities as part of the evidence used in considering the question of the continuing 

existence of faith-based schooling, whenever it becomes a matter of contention. 

Thus, the chapter sets out the methodology employed by the present researcher in 

fieldwork carried out in two Catholic schools in Botswana, one in Grenada and one 

in Indonesia in which she attempted to convey the individual constitutive elements 

of each school's culture through the production of a profile of the whole culture. The 
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collection of data employed both quantitative and qualitative methods. The chapter 

thus contains a methodology within a methodology. The attempt to validate each on 

the basis of the purpose for which it has been constructed will be the work of the 

following four chapters. 

The content of the study contains data that has been collected over a number of 

years at times when it was both possible to visit the countries involved and more 

importantly, to receive invitations from relevant ministries and schools which 

permitted the study to take place. For the purposes of the study the timing of the 

collection of data was not important since its chief purpose was to evaluate the 

particular form of data collection being used. At the same time it seems reasonable 

to state that the schools as such may not have changed significantly since the data 

collection was undertaken, although the school in Grenada suffered very severe 

physical damage during the hurricane of 2005. 

The problems involved in developing a research design and process 

Developing a process by which policymakers and citizens of plural societies gain 

an adequate profile of the cultures of faith based schools is complex. Parekh 

(1989:100), when discussing Gandhi, puts the problem succinctly: 

For Gandhi the modern age was the age of politics par excellence. Almost 

all aspects of individualism and social life were directly or indirectly 

organized and administered by the State ... Since politics was so pervasive 

Gandhi advanced the fascinating thesis that it was the central terrain of 

action in the modern age ...... and no religion could be taken seriously that 

failed to address itself to its political challenges. 

Religions and the activities in which their members are involved, including 

education within the state sector, cannot presuppose that the mission, values and 

practices contained within their schools are readily understandable to those not 

within the faith. Equally, the modern state must declare its difficulties in 

understanding the relationship between religion and secular education and explain 

what it needs to know and understand about any such activities. The nature of this 
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engagement between politics and the religions which organise faith based 

schooling must be carefully structured. The basis of this structure is a philosophical 

analysis of the situation presented to societies of many cultures and beliefs by the 

existence of faith-based schools. Thus the first four chapters of this study have set 

out the educational, philosophical, cultural, religious and political landscape against 

which political decisions about faith based schooling are currently made and 

outlined suggestions about how such decisions might be taken in the future. The 

argument has also been presented in this study that educational philosophy should 

once more establish its roots and purpose in the search for truth. The case for 

regaining elements of that truth via Aristotelian modes of practical wisdom has been 

argued. In brief, such arguments have led to the present position that pluralities, 

lacking a dominant cultural mode, should seek to establish the truth involved in 

complex political issues, such as the existence of state supported faith based 

schools, through both a general discussion about the nature of the problem and an 

ethical empirical examination of the 'facts' to be discovered from the particulars of 

each matter. 

This chapter is therefore concerned to develop for testing an ethical empirical 

examination of faith based schools in complex pluralities. Such an ethical 

examination, if possible to develop, would permit and enable members of plural 

societies, both in their role as citizens, inhabiting the public space prescribed by the 

state, and as private individuals, living their religiously or secularly 'tethered' private 

lives, to participate in community decision-making on a matter of both public and 

private concern. Such a process would lead to the a-cultural mode of complex 

pluralities becoming itself the context for both public and private choice. In this 

sense the dominance of politics in the modern cultural mode and the strength of the 

'condition of being left only with micro-narratives'( Wright 2004:25) are met head on 

by the making of such a choice when living in the community of a-cultural pluralities. 

Would the facility to make such a choice lead a-cultural complex pluralities to meet 

the challenge posed by Alexander: 

To promote only those putative ethical visions that embrace the conditions 

of moral agency and that are, therefore, at home in open 

societies ?(2000: 308) 
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Such an outcome of the development of a viable and ethical design and process for 

enquiry into faith based schooling seems far too grand for a minor research project 

such as this. Nonetheless, Finch (1986:148) has argued that research is 'most likely 

to make an impact on policy in an indirect way by creating an agenda of concern'. 

Some further difficulties were encountered as a result of this being a mUlti-country 

study. Great care has been taken to contextualize each school in its country's 

social, cultural and educational ecology. Nonetheless there has not been sufficient 

space to describe these contexts in the detail which the study has yielded. More 

importantly, the strains and stresses associated with most education systems differ 

in each country. Thus the emphases which government policy dictates in the 

schools which have been studied will vary. Nevertheless, the greatly supportive 

ministries and schools involved in the study, together with the British Council in 

Botswana, with their wise guidance led me to continue the study. In Indonesia, with 

the additional problem of my inability to speak or understand Bahasa Indonesian, I 

was given invaluable guidance and support by the Ministry of Education and the 

Indonesian Embassy in London and by members of the local Jesuit University in the 

city in which the school was situated. They and my Catholic colleague from the 

Curriculum section of the Ministry both helped in the translation of the questionnaire 

and school documentation, as well as providing a sounding board for the results of 

the study. 

The study's research ethic: establishing the truth in educational research 

Eisner reflected that objectivity has a particular role to play in educational research, 

when he proposed that: 

It is in the transaction between objective conditions and personal frames of 

reference that we make sense. The sense that we make is what constitutes 

experience. (1993:5) 

In order to establish 'objective conditions' for the development of the process of 

enquiring into the educational value or otherwise of faith based education, it was 
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important to undertake field work within faith based schools. Schools themselves 

have been interpreted as epistemic communities within complex pluralities in an 

earlier chapter of this study and it has been necessary to examine whether a 

number of examples of faith based schools exhibited sufficient characteristics of 

epistemic communities which can be considered ethically viable in complex 

pluralities. 

In chapter 1, I set out my personal and professional interests in faith based schools, 

and Catholic ones in particular. There my personal frames of reference highlighted 

a professional commitment to teaching in such schools and a researcher's 

commitment to examining whether the findings of researchers, particularly in the 

United States and Australia, were in evidence in Catholic schools in the global 

south. The question arose as to how best to establish those 'objective conditions' 

through which transactions might be made with my personal frames of reference as 

a researcher. As a quality assurance officer, in the latter part of my professional life, 

I had been much occupied by the judgements reached by inspection/audit teams in 

schools and higher education institutions. To what extent was data collected at 

different institutions the subject of forensic investigation via an externally defined 

template for the individual inspector/auditor, or to what extent was it, instead, the 

object of an individual inspector's educational connoisseur's preference or taste? 

Thus the question of which personnel might be deemed appropriate for developing 

profiles of faith based schooling becomes a recurring theme within the development 

of an appropriate research process. 

Fitz-Gibbon provides a staging post, in responding to this last question, in terms of 

thinking through the kinds of data which should be available from the field study: 

..... .. much of my support for performance indicators stems from my belief 

that data empowers people, promotes a spirit of rational investigation, and 

provides an important bedrock for systems that are fair to staff, to students, 

subjects and society. It is my belief that education is more in danger from 

the arrogance of unsubstantiated opinion than from management moderated 

by good quality data. 
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Of course, misinterpretation of data is always a problem, whether by 

researchers or by teachers, or particularly by politicians. But at least when 

there is data available the debate can be joined on the basis of the data, and 

the error in the data can be easily demonstrated.(1997:320) 

Finally Fitz-Gibbon's argument below is of real value when considering the role of 

this study in developing the evidence which might be consulted by policy -makers 

for decision-making purposes: 

Dr Paterson expresses dismay at the lack of accountability of policy-makers 

and politicians. Actually if indicator systems were in operation policy-makers 

would be much more accountable than at present because they would find it 

more difficult to make unsubstantiated claims and the results of their latest 

initiatives would quickly come on stream.(1997:319) 

Fitz-Gibbon's statements suggested that quantitative as well as qualitative data 

should be collected from each of the schools. The question as to how best to 

handle the transaction between that data and my personal frames of reference as a 

researcher to establish truth about how to answer the research question was chiefly 

settled by reference, and indeed commitment, to the epistemological values 

enunciated by Walsh: 

Sensitivity to the local and circumstantial, freedom to follow one's bent, a 

decent humility considering our fallibility, an acknowledgement of the tacit, 

intuitive and visionary, and a sense of the inevitability of value 

disagreement. (1993:80) 

The broad landscape against which this data was to be collected, according to 

Walsh's epistemological values, was a comparative study of four Catholic schools in 

three countries, undertaken, in the light of wisdom gained from the comparative 

literature, referred to above in chapter 1. 
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The dilemma at the centre of this study is not easily resolved. It is a problem 

described by Tulasiewicz and Brock in the following way, in relation to Christian 

schools: 

The question of freedom of manoeuvre to produce a legitimation to the 

Church's continuing claims to the right to provide such education (involving 

more than mechanical instruction in doctrine and literacy, but affecting the 

whole socio-political reality of SOCiety) is a complex one. (1988:331) 

The thesis is concerned overall with the choice facing policymakers in multicultural 

and multifaith societies throughout the world at the beginning of the twenty-first 

century. That is, should they abolish religion from state supported schools? Or 

should they create a unified system of schools which are open to all and which 

teach knowledge and understanding of all the major faiths and non-faith life 

stances? Or should they sustain faith based schools which concentrate through 

their individual cultures and their religious education curricula on the teachings and 

commitments of a specific faith, while developing students to contribute to the 

wider, globalised world in which they find themselves? In dealing with these 

questions, what evidence should policy makers use in making their decisions? 

A tentative process 

A starting-point for any consideration of these questions should surely be an 

historical review of the status accorded religion, in general, within any state and of 

the particular situation of religion within a state supported education system. The 

work of Judge (2002) on the place of religion in the schools of England, France and 

the United States and that of McClelland (1988) on the developing concept of 

Roman Catholic voluntary effort in education in England and Wales are fine 

examples of the detailed and critical historical analysis of specific situations 

concerning faith-based schooling to which all such examples of faith based 

schooling could profitably be subjected. The stUdies of schools presented from 

Botswana, Grenada and Indonesia later in this thesis would have benefited from 

such detailed historical research but those studies would have required a separate 

submission from the present one. Instead, the thesis attempts to set out the general 
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historical context of each school and argues that the historical nature of a faith

based school's existence must be taken into account, when seeking to resolve 

questions about the place of faith based schooling today. For example, McClelland 

(1988:61) points out that to understand 'the tortuous relationship between the 

Roman Catholic Church and the State in relation to the education and schooling of 

Catholic children ... and the emergence of the dual system itself', it is necessary to 

understand the philosophy of Catholic education which was prevalent at the time. 

Thus McClelland refers to John Hedley, the Bishop of Newport and Menevia (1881-

1915),from whose speech at Ampleforth College in 1877 he includes the following 

statement: 

To educate is to cultivate, develop and polish all the faculties- physical, 

intellectual, moral and religious- and to give to a boy's whole nature its 

completeness and perfection, so that he may be what he ought to be and do 

what he should do, to form him as a man, and to prepare him to do his duty 

in life to those about him, to his country, to himself; and so by perfecting his 

present fife, to prepare him for the fife to come. (McClelland1988:61) 

Hedley set out a specifically Catholic philosophy of education and schooling, 

derived not only from the Church's teachings but also from the context of the time in 

England which was just fifty years on from Catholic emancipation. That teaching set 

the Catholic school firmly within the body of the Catholic Church itself, where there 

were common beliefs and interests, and where all members were expected to work 

for the common good. Norman (1984:33) asserted that emancipation brought about 

a Catholic 'organised and articUlate middle class', which sought to retain a religious, 

social and cultural identity in harmony with the spiritual leadership of the Vicars 

Apostolic. In turn, this movement forced through with increasing impetus the 

urgency of a specific Catholic education. That education was in part, also, 

according to Cardinal Manning (1888: 309-322) to help fulfil the key mission of the 

Catholic Church to save England from the secular liberalism that was about to 

engulf it. This he argued could only be achieved from a position of intellectual 

strength and cohesion. 
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McClelland (1988:82) has concluded that the 'concepts of wholeness, unity and 

spiritual integrity which lay at the heart of the nineteenth century philosophy of 

Catholic education' were directly endorsed by the Second Vatican Council. For the 

Council there was a need for religious formation which sought to strengthen 

Christian attitudes to encounter threatening social manifestations of modern 

society- abortion, euthanasia, genetic manipulation, violence, unemployment. 

During the Council, McClelland (1988:83) writes, Mgr Andrew Beck, the spokesman 

on education among the English and Welsh bishops, emphasised that the 

continuing role of Catholic schools was to take 'the full richness of faith out into the 

community, to shed new light on the truths in whatever discipline they belong to, 

and reflect the one eternal truth that is God Himself'. 

Bryk et al (1993:276) identified three main sources of the philosophy of Catholic 

education in the United States. These were Neo-Scholasticism, especially the 

example found in the writings of Maritain (1882-1973); the Second Vatican Council; 

and the National Conference of Catholic Bishops. Bryk et al argue that Neo

Scholasticism made two important contributions to the thinking of the Catholic 

church: 

A belief in the capacity of human reason to arrive at ethical truth and an 

affirmation of the place of moral norms and principles in public and personal 

life (1993:51). 

In no small way, Maritain has also been instrumental in influencing this study to find 

a reasoned process by which to respond to the dilemma posed by the state 

maintenance of faith schools. 

Such a brief overview of the relationship of nineteenth and twentieth century 

expositions of Catholic philosophies of education points to the need to engage with 

the historical circumstances by which faith schools came into existence. A further 

helpful starting point in the consideration of the kind of evidence, and the means of 

acquiring it, which policy makers might use in responding to the particular dilemmas 

which faith-based schools present to complex pluralities is the work of Preston. She 

119 



(1997:426-7) has pointed to the growing recognition of 'the importance of process in 

the understanding of social realities', Her case is based on the view that: 

This practice (research) is grounded in the belief that by extending other 

people's understanding through the process and outcome of research, I 

make a contribution to our collective knowledge of reality through the 

repetition of long since established knowledge, however new it is to me, as 

much as through sharing intrinsically new information.(1997:421) 

Preston explains that the work of the researcher is therefore to contextualise the 

'streams of information' produced by research, which 'relate to theory, practice and 

process (separately or in combination) at different historical moments', This study 

will therefore attempt to offer a contribution to our collective knowledge of the social 

reality of faith-based schools in three particular contexts. As Grace (2003) has 

pointed out the Catholic schooling system is probably the largest faith based system 

serving students in a wide range of socio-economic, political and cultural settings 

worldwide. The four schools under study are therefore Catholic and the study itself 

has been informed by important studies of Catholic schools since the late 1980s. 

(See, for example, Flynn, 1993 and Flynn and Mok, 2002; Bryk, Lee and Holland, 

1993; McLaughlin, O'Keefe, and O'Keeffe, 1996; Scholefield, 1999; Grace, 1996, 

1998, 2000 and 2002; Mtumbuka, 2003) 

Those studies have each contributed in major ways not only to a general 

understanding of Catholic schooling but also to the shaping, development and 

theory underlying this study. For example, Bryk, Lee and Holland have recorded 

and analysed the value of large-scale research projects in gaining a sophisticated 

picture of Catholic schooling and extrapolating the key themes which lie at the heart 

of Catholic education. From such rich data which lead to complex multilevel 

modelling, Bryk came to perceive the American Catholic school as significantly 

distinct from the American public school. This was a very important finding for me in 

relation to the OfSTED data, discussed in the preamble above which was partially 

responsible for my undertaking this study. My study, however, is distinct from Bryk's 

because I wished to explore some possible reasons for why schools, even within 
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one faith tradition, felt so different. What makes one school so different from 

another, and therefore differently successful or failing? 

At the same time, McLaughlin, O'Keefe and O'Keeffe have demonstrated the value 

of extrapolating the major philosophical issues involved in state funded Catholic 

education against a detailed landscape of the present realities of Catholic 

education. Grace has detailed through extensive research the realities of Catholic 

schooling as they meet up with, and evolve through, government driven initiative

based policy-making, such as foci on school leadership, school mission policies and 

market driven educational values. 

On a smaller scale, Scholefield's (1999) own lucid story of two faith school cultures, 

one Catholic and one Jewish, has been instrumental in shaping the methodology of 

this study. Equally Mtumbuka's (2003:17) work assisted greatly in deciding how 

best to examine the character of Catholic secondary education, and to aspire to 'an 

atmosphere of information sharing and collaborative investigation'. 

In chOOSing to study individual Catholic school cultures as 'social realities', it should 

also be noted that Garfunkel (1967) explained the concept of reflexivity as 'the ways 

in which our portrayals of social realities simultaneously describe and constitute the 

realities'. As Miller (1997:25) reflects, 'our descriptions of social realities cannot be 

separated from the objects, persons or circumstances that they describe or the 

languages we use to describe them'. Miller continues: 

Postmodernism ...... also treats social realities as embedded in generalized 

discourses into which interactants enter in conducting their everyday 

activities and interactions. Indeed Foucauldian discourse studies might be 

characterized as moving from the 'top down' (from culturally standardized 

discourses to the reality-constructing activities of everyday life). (1997:26) 

It is also important for the purposes of this minor study, and for those of a wider 

more major study, to consider how best to respond to the language by which faith 

based schools will refer to themselves. It can be presumed that, as in all state 

schools, there will be found a multiplicity of languages and grammars. In faith based 
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schools, some of the language will be religious, and therefore, not immediately 

accessible to non-religious observers. 

The significance of the study of school cultures 

This study begins from the hypothesis that each school is different because of a 

number of factors, including the cultural traditions and sometimes cultural pluralism 

at work in each of the countries in which the study has taken place. It also wishes to 

challenge the almost universal hypothesis that has underpinned educational activity 

and development for more than a century, namely that all schools within any 

structured and formal system of education contribute positively to the social and 

economic development of the individual, their community and their nation state. 

Such a thesis tends to favour the positive influence of education in general, as 

opposed to examining the interpersonal and inter-cultural nature of much micro

educational endeavour within macro-educational policies, including the significance 

of the cultural relationships involved between knowledge and its status and between 

individual students and their peers and students and their teachers. 

As Le Vine and White (1986) point out, for education to have a positive effect on 

social and economic development, there needs to be motivation to realize potential 

and effect change, and this has to be culture-specific and local in scale. Culture is a 

construct for survival but for it to be a vehicle for change, then culture has to be 

mobilized which means, in part, the generation of a capacity for change within its 

own integrity. A study of a number of particular Catholic schools cultures will 

therefore permit the question to be asked whether each of those cultures, or only 

some, or none at all, contains within it the capacity to bring about specific 

educational changes and outcomes within its own cultural integrity. 

The value of comparative studies 

The study involves a broad comparative strategy. Cohen and Manion explain that: 

Typically, surveys gather data at a particular point in time with the intention 

of describing the nature of existing conditions, or identifying standards 
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against which existing conditions can be compared, or determining the 

relationships that exist between specific events.(1994:85) 

The understanding of comparative education adopted in this study is based first on 

Thomas who has argued; 

In its most inclusive sense comparative education refers to inspecting two or 

more educational entities or events in order to discover how and why they 

are alike or different. An educational entity in this context means any 

person, group or organisation associated with learning and teaching. An 

event is an activity concerned with promoting learning. (1998: 1 ) 

In addition, Amove, Altbach and Kelly (1992) have put forward the view that 

comparative education's greatest strength is the belief that, by looking at 

developments in different societies, lessons can be learned that will lead to reform 

and improvements in one's own system. It is therefore expected that because of the 

common structure of each study of four schools in three different contexts this study 

will offer a comparative analysis of the social realities of each school and of the 

processes through which faith schools may usefully be judged and eValuated in the 

light of current social, cultural and educational contexts, particularly within present 

English I~gislation. Thus the dilemma at the heart of this study will be open to 

further interrogation, and this in turn will provide the basis for developing a more 

informed process for making relevant judgements. 

Studying the vision and mission within individual school cultures 

Arthur (2005) has argued that the sociological-economic perspective in school 

effectiveness stUdies has become dominant in recent years because it relies on 

quantifiable data that are accessible. Thus to measure the effectiveness of Catholic 

schools we need to evaluate the extent to which they accomplish what they set out 

to do. Arthur concludes that this must include questions about the integration of 

human learning with religious faith, but few studies have been sophisticated enough 

to achieve this aim for he argues: 
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There appears to me to be two main levels of explanation for the 

effectiveness of Catholic schools in public examinations that could be briefly 

raised or characterized under the more diffuse headings of the religio

philosophical and the pedagogical. (2005: 153) 

Nor has there been an international study of Catholic school effectiveness in terms 

of academic performance and/or religious mission; rather, there have been a series 

of national studies. In the United States, for example, Coleman (1981, 1982, 1987) 

conducted research into Catholic schools in the 1980s and found: 

a) On average, Catholic schools are more educationally effective than public 

schools; 

b) Catholic schools are espeCially beneficial to students from less advantaged 

backgrounds; 

c) Strong indications that higher levels of discipline and academic demands 

account in large part for the success of these schools. 

Compared with students in public schools, Catholic school students scored about 

two grade levels higher in mathematics, reading, and vocabulary. He found that 

Catholic schools produced better cognitive outcomes even after family background 

factors that predict achievement are controlled. The study found that factors that 

accounted for this were more effective school discipline, fewer student absences, 

higher enrolments in academic course work, and about 50% more homework. 

Coleman's research in the United States was undertaken in 1980 and 1987. In 

1997, Neal (1997a) and (1997b) repeated Coleman's surveys. Whilst confirming 

Coleman's earlier results Neal found that attendance at Catholic schools increased 

the chances of graduation by 26%. No less than 97% of students graduate from 

Catholic schools and 94% go on to College. He also found that African and 

Hispanic Americans who attended City Catholic schools had a higher graduation 

rate than whites in City public schools. Attendance at Catholic schools also 

improved future economic prospects. His research demonstrated that immigrant, 

minority and disadvantaged children all do better in Catholic schools. The main 

reason he gives for these findings is the poor quality of alternative public schools in 

urban areas. In fact, Neal (1997 a: 122) concludes that urban minorities are the 

greatest beneficiaries of Catholic schooling. He says: 'In sum, these results do not -
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indicate that Catholic schools are superior to public schools in general. Rather, they 

suggest that Catholic schools are similar in quality to suburban public schools, 

slightly better that the urban public schools that white students usually attend, and 

much better than the urban public schools that many minorities attend.' Such 

evidence would suggest that Catholic schools might be more inclusive than others. 

Bryk, Lee and Holland (1993) offer a useful interpretation of Catholic school 

success by focusing on community influences and the social and cognitive climates 

in USA Catholic schools. 

In Australia, Flynn (1985) studied 2,041 pupils in 23 schools in 1982 who sat the 

Higher School Certificate of that year. He discovered that Catholic school pupils 

were more highly represented in the top one per cent of overall Higher School 

Certificate pupils. Flynn therefore concluded that Catholic schools have unique 

positive effects upon the academic results of pupils and he sought to explain such 

academic achievement by linking it with the dominant values of each school. Flynn 

attempted to break down the composition of each school's culture or climate, 

arguing that when students are exposed to such cultures their results in their final 

examinations are improved. Flynn's 'map' of school cultures included the following 

areas: 

a) the pervasive values of the school; 

b) the morale and spirit of the pupils; 

c) the importance of the development of each pupil; and 

d) the pastoral care of the school. 

Flynn (Flynn and Mok 2002:11) has more recently published the results of a 

longitudinal study of pupils in Catholics schools for the years 1972, 1982, 1990 and 

1998. In this study Flynn, with Mok, concludes that pupils attending Catholic 

schools were generally happy. 

Finally, Arthur in reviewing research among Catholic schools in South Africa 

concludes: 

Many schools in South Africa face similar problems to schools in Third 

World contexts where a great deal of education time is lost due to weather, 
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large classes, crop harvesting, teenage pregnancy, hunger and disease. 

There is often little homework and low morale among teachers. Evidence 

(Christie and Potterton, 1997) indicates that Catholic schools, particularly in 

rural settings seem to ride these problems and spend sUbstantial time on 

task. There is an ethic of care in Catholic schools where teachers know their 

pupils even with large classes. There is also an ideal that motivates staff 

and pupils that is often absent in State schools. (2005: 152) 

This study may yield data which point to commonalities and universals and 

dissonances and dissimilarities in the cultures and outcomes of particular Catholic 

schools. Unlike many of the studies outlined above, this study will also present 

findings of detailed interviews with school managers and principals, religious 

education staff and final year students in each of the four schools, alongside the 

quantitative data gathered through a questionnaire. If the data points up 

commonalities and universals and dissonances and dissimilarities in each culture, 

the study will conclude that policy makers cannot afford to make generalised 

decisions about the value or otherwise of faith-based education and will seek to 

recommend areas in which all schools, and the philosophies and cultures within 

which they operate, should be investigated before decisions can be taken about 

their worth within state supported education systems. 

The research process 

A variety of means is used to capture the culture of each of four schools in 

Botswana, Grenada and Indonesia, including observation, interviews with students, 

parents, school managers, headteachers and teachers, documentary analysis and 

questionnaires. The questionnaire to students (see Appendix A, (i) the English 

version and (ii) the Indonesian version) formed a major part of the study. As in the 

work of Flynn, it was to be a means of collecting a large amount of information 

about the school leaving cohort of senior secondary schools in the three countries 

in the study. Each school in the study was asked to identify a large group of 30 to 

60 of its final year students and arrange for them to answer the questionnaire at the 

same time during one school day during my visit. The questionnaire's primary 

purpose was to find a way into the student's own understanding of the place of the 

126 



school in their own personal, social and educational development, as well as their 

particular view of their school. At the same time, the questionnaire itself is evaluated 

as a potential tool to capture the student voice in individual school cultures and 

thereby contribute to the policy debate through analysing students' reactions to the 

development of their identities in school through faith based education. As such the 

analysis will be concerned with the tool's effectiveness in bringing about an 

understanding of the relationship between particular faith based school cultures and 

the developing attitudes and values of students to their education, their future 

concerns, and their present understanding of the place religion should, or should 

not, have in that education. The results from the questionnaire are therefore used to 

indicate what the students value, such as their happiness in being at a school or 

their pride in belonging there. Its use is integral to the combined quantitative and 

qualitative study of individual school cultures. It is not therefore a tool whose 

purpose is to compare, for example, which school makes a student happier or more 

proud. In that sense there will not be a statistical analysis of the survey of the four 

Catholic schools. Instead the data from the questionnaire will be used as indicators 

of the student experience of each school culture. 

The student questionnaire used in this study originates from the work of Flynn in the 

Catholic schools of New South Wales. As yet, that survey of Catholic schools in 

Australia mainly through questionnaires, remains the largest and most 

comprehensive project of its kind in the world. Flynn kindly agreed with Dr Walsh 

that students at the Institute may use the questionnaire without seeking further 

permission from the author. In 1997, Dr Walsh and I began an examination of 

Catholic school cultures throughout the world; he would work in the north; I in the 

south. In this study, the findings of Flynn in Australia will provide a benchmark for 

the outcomes which can be achieved in Catholic schools in Anglophone countries 

and their attendant cultural modes. 

The actual content of the questionnaire differs mainly in size from that of Flynn. 

Some sections have been merged and the number of questions reduced from 370 

to 184. After question 184, three open questions are presented concerned with (i) 

what the students appreciate and value about the school; (ii) any changes which the 

student would like to make at the school; and (iii) the unique spirit which exists in 
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the school. Walsh and I chose to leave in the questionnaire a shortened section on 

'Knowledge of Catholic Teachings and Terms' but in the analysis, I omitted this 

section. Flynn himself argued: 

In an effort to assess student's knowledge of Catholic faith, they were 

presented with 24 multiple choice questions related to various aspects of 

that knowledge ..... lt quickly became apparent that Year 12 students were 

not familiar at all with the theological concepts and language used. (One 

student in a large Catholic high school asked the writer:' Who is this person 

Grace ?' ... Whether students really understood basic concepts of Catholic 

faith, therefore, we were unable to determine. (1993:446) 

Similar problems occurred in the shorter version of the questionnaire used in this 

study; hence, Flynn's advice was followed that any analysis 'could not be 

undertaken on grounds of validity'. Equally it became apparent that the proportion of 

Catholics in three of the schools in this study was low and therefore extensive 

questions about Catholic teaching were inappropriate. Making this discovery, led 

me to refer back to the advice of Sud man and Bradburn (1982 ) 

Keep asking why do I want to know this? It would be interesting to know is 

not an acceptable answer. (in FoddY,1993:32) 

In the interviews with the staff and students of the four schools, I was, therefore, 

anxious to follow Sud man's advice and listened carefully to those tapes which were 

of good quality before moving on to the next set of interviews. In the fieldwork I 

endeavour to respond to the writing of Belsen (1986 in Foddy, 1993:2), when he 

highlights five 'likely principal causes of error' when relying on questionnaires and 

interviews: 

a) respondents' failure to understand questions as intended; 

b) a lack of effort or interest on the part of the respondents; 

c) respondents' unwillingness to admit to certain attitudes or behaviours; 

d) the failure of respondents' memory or comprehension processes in the 

stressed conditions of the interview; 
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e) interviewer failure of various kinds (e.g. the tendency to change wording, 

failures in presentation procedures and the adoption of faulty recording 

procedures). 

Foddy (1993:3) reflects in the light of c) above that 'the relationship between what 

respondents say they do and what they actually do is not always very strong'. He 

also highlights a further problem, when he argues: 

Respondents commonly misinterpret questions ... ft would seem reasonable 

to assume that, if a question- answer sequence is to make sense, the 

question given by the researcher must be understood by the respondent in 

the way intended by the researcher and the answer given by the respondent 

must be understood by the researcher in the way intended by the 

respondent (1993:6). 

In response to the concern raised in c) above, that of the unwillingness of the 

respondent to admit to certain attitudes or behaviours, I made it clear to all who 

partiCipated in interviews, both students and staff, that confidentiality would be 

strictly observed at all times and in the recording of the interviews. Secondly, I 

made it clear to the students that their questionnaires would not be seen by anyone 

in the school but would be returned directly to me after the general class session in 

which the questionnaires were completed. Only when the data was analysed and 

recorded would the school have sight of the overall findings. At each of the schools, 

the questionnaire was completed after I had spoken with the group to explain the 

purpose of the questionnaire and my visit to the school. Also each school used an 

RE lesson period for the work to be done. I am not sure whether there would have 

been different responses recorded, if the questionnaires had been completed during 

secular periods or during students' own time. 

Francis (2005:3) argues that there are 'strengths and weaknesses' both in 

qualitative and quantitative methodologies but for his own major survey (with 

Robbins) opts firmly for self- completion surveys, based largely on selecting pre

coded responses or rating intensity of responses. For Francis: 
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The real strength of this method is that the responses the young people give 

to well-honed questions can be analysed with precision and confidence 

levels can be established regarding the reliability and generalisability of the 

information generated. The weakness is that it may be difficult to penetrate 

behind the well framed questions to establish the deeper underlying 

meaning. (2005:3) 

Francis' method (2005:9) originated in the 1970s when he undertook a research 

project to 'generate insights into the worldviews of young people living, working or 

studying in London's city centre. The values map was designed as the primary tool 

through which to gain access to those worldviews'. In chapter 4 of this study, I 

argued that the 'faith' of an individual was their particular attitude to life or 

worldview. The research and writing of Francis throughout the last thirty years or so 

has generated illuminating and often disturbing accounts of the attitudes and values 

of young people in urban areas, in church schools and others. His recent account 

has been able to supply helpful information about students in non faith based 

schools, groups of students in faith based schools and differences in students in 

differing types of schools who belong to a variety of faiths and none. He has also 

developed a schema (2005:chapter 10) which separates Catholic students in 

Catholic schools into four distinct types and differentiated each type's response to 

their views of the school, religious education and religious goals of the school. 

Important as that schema is, such distinctions were not appropriate in this study. 

The quality of the data generated by Francis and Flynn through the use of self

completion surveys establishes this method as a key means of identifying the world 

views of young people. Moreover, it points to the value of having a data bank of the 

values, beliefs and aspirations of students in schools. As has been argued in 

chapter 2, schools are complex institutions and achieve their identity through their 

population, their structures and their links with parents and the wider community. 

Looking at the worldviews of the students in one school against the wider landscape 

of students' worldviews in the same geographical area, specialist group of schools 

or those with faith-based connections will be useful, if we are to analyse patterns of 

schooling which seem to be constructive or destructive of students' identities and 

values as they mature and become full citizens in complex pluralities. To be able to 
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do this, however, a much wider survey would be necessary across many more 

schools, probably on a national or regional basis. If that were to occur, then 

statistical analysis would be undertaken of the data, probably beginning with a 

standardizing statistical analysis in order to establish the comparability and 

generalizability of the information from across the schools. 

Powerful as such a tool might be, the questionnaire can only provide a partial 

understanding of the role of individual schools on the developing lives and identities 

of their students. There can also be widely differing views of the purpose of the 

collection of such data and its subsequent analysis. For example, the Catholic 

bishops of Australia may wish to interrogate Flynn's data in order to ascertain the 

attitudes of students in Catholic schools to Catholicism and from such analysis they 

might wish to project future membership of the Catholic Church. In other words, had 

the Catholic Church's investment in school buildings and teachers had a direct pay 

-off? Similarly, the Anglican Church in England may wish to investigate whether its 

commitment to educational mission in urban areas from Victorian times to the 

present had had some direct influence on the spiritual lives of the students taught 

there. Such concerns are wholly appropriate for the individual faith bodies. 

However, if the data is to be used in responding to questions about the ethics of 

state maintenance of faith schools in plural civic societies, the tool must facilitate 

real comparison between different kinds of faith schools. The self-completion 

surveys, therefore, must be as accessible as possible to all the students required to 

complete them. 

If there can be clarity of the aims of such data collection and equally confidentiality 

guaranteed to student respondents, it seems feasible to propose that such self

completion surveys could be introduced into the schools, provided their generation 

and collection methods were authorised by the appropriate national and local 

authorities. 

There are, of course, also major differences in the pupil populations and the 

prevailing religious, economic and social contexts of the four schools in this study 

and those of the Catholic schools in Australia with which Flynn was concerned. 

Firstly, the Aus~ralian schools' pupils numbered over 50 per cent Catholic within the 
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overall school population. This is not always the case in the present study. 

Secondly the schools are situated in the Global South. Thus analysis of the data will 

refer to work in Malawian schools by Martin Mtumbuka, which again used 

questionnaires based on Flynn's. 

In so many ways the data and analysis found in the work of Flynn and Mtumbuka 

provide a valuable baseline for the analysis of the data in this study. This is 

because: 

• Australia has been a frequent and respected partner with Indonesia in 

developments in its education system since the1980's, thus itself 

providing models for educational development and modes of 

measurement and evaluation. The learning of English is a compulsory 

aspect of school leavers examinations in Indonesia; 

• Botswana and Malawi both experienced educational missionary activities 

in colonial times and took charge of their subsequent educational 

developments following independence; 

• Grenada is presently poised between its historical roots in Africa, its 

periods of colonial occupation and its present close Anglophone ties at 

national and family levels, particularly with the United States. 

Flynn's development and use of the questionnaire was part of a longitudinal study 

to evaluate the effectiveness of Catholic schools for the Catholic community which 

supported them, although his questionnaire was also used throughout all schools of 

New South Wales. Mtumbuka's research sought to examine 'the character of 

Catholic secondary education in Malawi. .. within the wider context of Catholic 

education, which among others promotes a particular view of a human existence 

and the world centred on the teaching of Jesus Christ'. This study is concerned with 

a question which faces all educational policy makers who not only seek to develop 

strong national identities through their education systems but also foster the growth 

and development of their citizens as active participants and competitors in a world 

made more focused, and in some ways smaller, through globalization. A major 

focus of global awareness, other than an economic perspective, is the place of 

religion in personal and national identity. This study aims to produce a profile of 

each school's culture within its national and local context, as well as the voice of 
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each school's students, as both global and local citizens. Part of the accompanying 

narrative to the profile will be deliberately 'thick' with many different voices being 

included. 

Thus the method adopted for this study involves an extensive use of the 

questionnaire, adapted from Flynn's original format, and also individual interviews 

with headteachers, teachers, parents and individual and group interviews with 

students. Thus, a number of interviews were conducted at each school in order to 

engage with teachers, parents and students as they reflected on the culture in 

which they participated, worked and studied. For example, the headteachers were 

asked among other things, (i) How does your school differ in mission from the 

schools in your local community?; (ii) Do you interpret the 'national' curriculum 

which you are obliged to teach differently from other schools and in what ways?; 

and (iii) What would be your description of the ideally educated school leaver at this 

school? 

By making the decision to use interviews as a further means of distinguishing the 

individual school cultures I was studying, I was aware of Reissman's (1993:11) 

concern that 'the story is being told to particular people; it might have taken a 

different form if someone else were the listener'. Throughout the interviews, I made 

it clear that, although I was at that time acting as a non-participant observer in their 

school, my other life was as a teacher who had worked in Catholic schools and who 

now trained teachers, some of whom worked in Catholic schools. I was also aware 

of my 'novelty value' as a white researcher from the UK in countries in the Global 

South. In Grenada, in addition, I was acutely aware that my questions about 

attitudes and values to those I was interviewing fell into the perplexing and often 

emotional times following the events of 9/11. The visits to the school were made 

about three months after the events. 

Miller and Glassner (1997: 1 01-2) also point out that adult researchers should 

exercise caution when assuming that 'they have an understanding of adolescent 

cultures because they've been there'. Fine and Sandstrom (1988:66) argue, 

however, that as adolescents become increasingly oriented to adult worlds 'age 

begins to decrease in importance as a means of differentiation, and other 
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dimensions such as gender and class [and race] become more crucial'. Miller and 

Glassner (1997: 1 02) point out, most valuably for this particular study of the nature 

of school cultures, that 'adolescents' discourse towards and with us (and for 

themselves) is much about where and who they are'. They conclude: 

Our approach is to treat the adolescents' reports as situated elements in 

social worlds ..... The interviewees typically seem to enjoy the chance to 

'think aloud' .... Ways of thinking and talking derive from their daily 

experiences and are also used in these. (1997:102) 

Thus for the purpose of exploring a school culture, interviewing students, in 

particular, provides further insight into the social realities of the modes of working of 

their individual school culture. As Holstein and Gubrium argue: 

The analytic objective is not merely to describe the situated production of 

talk but to show how what is being said relates to the experiences and lives 

being studied. (1997:127) 

In this way, Holstein and Gubrium alert the researcher to setting the words recorded 

in the interviews within the cultures and experiences lived by the interviewees. Thus 

the challenge for this study will be to analyse the data derived both from the 

questionnaires and the interviews with the students against the landscapes of the 

micro school cultures in which the students study and the macro intellectual, 

economic and social cultures in which they live. 

The analysis of the questionnaire data 

The data arising from the questionnaire and its analysis for each school in turn will 

be included in Chapter 7 under the heading, 'The Student Voice'. Further analysis 

will be undertaken in chapter 8 and in the concluding chapter of this 

study. Questionnaire data will be collated using SPSS and presented in tables with a 

5-point scale. Three forms of cross tabulation of data will be undertaken: by gender, 

by religious affiliation, and by school. The calculation of scores and overall scores in 

the questionnaire data will be necessary to establish any trends, patterns or 
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indicators. A sample of approximately one third of the responses from the three 

open questions placed at the end of the questionnaire will be analysed. An attempt 

will be made to include in these samples of discursive answers from each school, a 

fair distribution by gender and by religion. Hence, if there is a small number of 

students from non-Christian religions or from no religion in the group, then a 

representative script from each religious/non-religious group will be included. 

Some of the data which emerges from the questionnaire, and some major trends 

within it, will be compared with Flynn's and Mtumbuka's research analyses. A 

particular concern in the analysis will be to examine data which informs an 

understanding of the 'cultures' of Catholic schools. In particular, these will be: 

• What are the life-goals and values of school leavers in four Catholic schools 

(three co-educational) in three countries? 

• What are students' expectations of Catholic schools? How important are the 

school's religious goals to students? 

• What is the students' experience of the culture and life of Catholic schools? 

What are their attitudes towards their school, teachers, headteacher and the 

curriculum of their schools? 

• What are the attitudes of students towards religious education? 

• Are the students happy at school? Are they depressed? 

• What can we know of their beliefs, faith and values? 

The analysis of the data will therefore seek indications of whether there are 

differences between student responses in the individual schools and across the 

schools. The religious affiliation or otherwise of the respondents will also be 

presented. There will also be an opportunity to compare differences in values and 

attitudes between a mainly Catholic population in one and a very mixed population 

of Catholics, other Christians and students who have no religious adherence. 

Through this approach it is expected that the data will inform a statement about the 

cultures of these Catholic schools against the background of the prevailing 

religious, social and economic cultural conditions found in the countries under 

study. 
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Presentation of the data 

The data from the four schools will be set out in chapters 6 and 7. Chapter 6 will 

map out the main constituents of each culture from observation, interviews and 

documentary analysis. Chapter 7 will be concerned only with the data from the 

student questionnaire. Both chapters will, however, share a common map for the 

presentation, using the headings of 'Beliefs'; 'Attitudes and Values' and 

'Behaviours'. As I stated in chapter 1 above, I wished to have a framework for 

reporting differences and similarities in separate school cultures which borrowed 

from Bryk's concept of reporting differences in levels of achievement across a wide 

range of schools through the instrument of using common educational indicators. 

For him, the research landscape was dominated by equity and access for students 

of all races and world views. For me the landscape in this study is dominated by 

pluralism and inclusion and the role of the spirit in personal and civic education. 

a) The collection of data and the framework for its presentation in chapter 6 

Each case study involved three days attendance on campus. Either immediately 

before, or during the visit, relevant school documentation, such as the school 

prospectus, statement of philosophy, curriculum and pastoral policies, timetable, RE 

programme, newsletters, etc. was made available. 

The research schedule took the following form: 

• Interviews, each lasting about 30 minutes, with as many as possible of the 

Headteacher, the Bursar, the Curriculum Coordinator, the Pastoral 

Coordinator, the Head of Religious Education, some other Heads of 

Department, a recently arrived junior teacher, the Chair of the Parents' 

Association, a school Governor. In some cases it was not possible to meet 

with a parent. A list of suggested topics and questions which were to be 

covered during the interviews and sent to the Headteacher in advance are 

attached as Appendix B. 

• A questionnaire, to be completed by final year students- either the whole 

cohort or a random sample of 30-40, which takes one hour to complete; 

136 



• Observation of some timetabled classes in RE and of some communal 

events, for example, coffee in the staff-room and school lobbies at morning 

arrival. 

Lawton (1996: 116) argued that his particular hierarchical plotting of the constituents 

of a school culture would result in emphasising 'many aspects of life, in addition to 

goals ... and success or failure will not only be seen in terms of league table results'. 

Thus, for the purpose of this exercise, interview data and analysis of school 

documentation and procedures will be recorded against the framework headings 

which are taken from Lawton's concept mapping. Bartelt's (1995:161-2) concept of 

'nested ecologies of education' gave rise to the possibility of superimposing the 

profiles gained by using Lawton's technique onto the wider landscape of the 

intellectual-cultural backcloth of a heavily globalized world. Thus the functioning of 

the micro-educational culture can be viewed against the macro-ecology which both 

sustains, and is affected by, that which it surrounds and nourishes. 

The work of Lauwerys and Holmes below suggested that the ecology of the schools 

will have been affected by the work of the Christian missionaries who were usually, 

in two countries in this study, the first to establish formal educational institutions. 

Lauwerys (1967:viii) wisely commented that 'often in education the problems of 

today cannot be understood without taking account of the way in which they were 

generated'. Since the case studies are situated in countries in which European 

colonial rule was dominant in the eighteenth, nineteenth and twentieth centuries, it 

will be important to evaluate, in the words of Lauwerys (1967: viii) 'the missionary 

effort, where policy decisions were taken in the early days and institutions created. 

The effects were permanent and still persist'. Holmes(1967: 1) noted, for example, 

that the mission schools were naturally modelled on those fc:imiliar to missionaries 

at home - the charity schools and the English public or grammar schools. 

Lauwerys' conclusion is set out here simply because its references to 

modernisation, science and freedom resonate with many of the statements included 

in the data recorded below in chapter 6: 

Among the general results of missionary activities, shaped as they were by 

religious and humanitarian purposes but deeply influenced by the cultural 
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background from which they drew nourishment and largely controlled by an 

administration not always sympathetic, we could stress above all the political 

consequences ..... The missionaries, so often misguided and short-sighted, 

were in fact pioneers of modernisation, of science and of freedom.(1967:ix

x) 

At the same time, in-country documentation will be used alongside external 

observations to facilitate interpretation of some of the many micro- and macro

ecologies which sustain, and sometimes grow from, each of the four school cultures 

which have been studied. 

b) Chapter 7 'The Student Voice' 

Throughout the study and in the bibliography the four schools are referred to as 

Botswana A; Botswana B; Grenada C; and Indonesia D. Questionnaires were 

completed by 186 final year students in these schools. Their distribution by gender 

and school is presented below. 

Figure (i) Student survey population by gender and school 

SCHOOL 

GENDER Male 

Female 

Total 

A 

15 

16 

31 

B 

36 

30 

66 

C 

49 

49 

D 

Schools A, B,and D were co-educational and C single-sex. 

23 

17 

40 

Total 

74 

112 

186 
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Figure (ii) Schools by religious affiliation and gender 

SCHOOL Gender 

A Male Female 

Catholic 5 3 

Religion Other Christian faith 8 11 

No religion 2 2 

SCHOOL Gender 

B Male Female 

Catholic 6 6 

Other Christian faith 24 22 
Religion 

1 . 

No religion 1 1 

SCHOOL Gender 

C 
Female 

Catholic 20 

Other Christian faith 27 
Religion 

Non-Christian religion 1 

No religion 1 

139 



SCHOOL Gender 

o Male Female 

Catholic 23 14 

Religion Other Christian faith 2 

Non-Christian religion 1 . 

Schools A, B, and C were state maintained Catholic schools, whereas school 0 was 

private but supported also by the state. Only in school 0 was the majority of the 

population Catholic. In Botswana, other Christians made up the majority population 

and in Grenada Catholic students were still less than half of the total. 

The low count of individual students with no religion or those of a non-Christian 

religion will make it difficult to make generalizations about their responses in the 

following chapters. This is one of the problems of looking at aggregate scores from 

the data. Nonetheless, when examining the qualitative material in chapter 6 and 8, 

as well as the open ended questions in chapter 7, it will be important to bear in mind 

the provision made by the individual schools for these members of the student 

body, as well as those students' response to the school experience. 

The data ariSing from the students' response to the questionnaire will be presented 

in two ways; some on a school by school basis, others through composite tables of 

cross-tabulations of overall score by school, gender and religious affiliation. The 

data will present the information derived from the questionnaire completed in the 

four schools as a means of indicating the values students placed on education in 

their own lives and aspirations and on some of the key behaviours presented by the 

school culture. 
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The data presented on a school by school basis will contain four tables, headed,(i) 

'School life and climate', containing responses to questions 35 to 71; (ii) 'Agents of 

community spirit', containing responses to questions 113, 117 and 65 spread 

throughout the questionnaire since the responses to these statements across the 

schools showed heavy emphasis placed upon them by the students as agents of 

community spirit; (iii) 'The curriculum', containing responses to questions 72 to 84; 

and (iv) 'Religious education', containing responses to questions 86 to 108. Tables 

will present the students' response to each statement within the questionnaire, each 

of which elicited a five-point response. The level of response will be in percentages. 

At the right hand side of the table there will be a sixth column, which presents an 

overall mean of the percentage responses. 

The overall mean is included there to act as an indicator of the trend in the 

responses as to whether they are moving in the right or left direction on the five

point scale. The SPSS package will not permit such estimation of an overall mean 

within the data generated for the tables from each school. Therefore, it has been 

developed by ascribing the value of 1 to 5 to each of the columns of student 

responses and dividing these by the number of respondents. The overall mean so 

created has then been added to the right-hand side of the SPSS generated column. 

Items in the tables have been presented in a descending order according to the 

mean. In all the tables 1 =Ieast positive and 5=most positive, except where the 

statements presented to the students were of a negative nature, such as 'I think that 

saying prayers does no good'. In those cases a low mean represents a positive 

response. The responses to negative statements such as this have been clustered 

together at the bottom of the tables. 

It is hoped that the method of formatting each table will permit a clear picture of the 

patterns emerging from the data in each school. Comment on the data found in 

these four tables from the four schools introduced in chapter 6 will be made within 

the sections on each school, and such comment will be chiefly concerned with 

positive trends within each of the tables. 

In recording the data derived from the students in chapter 7 a problem of 

presentation has arisen. This data both complements and enriches that found in 
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chapter 6 in which the four school cultures were introduced under the headings of 

'beliefs', 'values and attitudes' and 'behaviours', found in Lawton's cultural mapping 

of schools. The qualitative data discussed in chapter 6 was to a large extent 

amenable to this presentational device. In chapter 7, however, the data derived 

from Flynn's questionnaire tool sits more comfortably under the section headings 

found within the questionnaire. It has been decided, nonetheless, to continue to 

shape the presentation of data using Lawton's headings, even though some 

artificial devices for marrying the insights afforded by the different tools have 

become necessary. 

Flynn's tool was devised wholly as a means of encouraging the students to make 

clear their beliefs, attitudes and values. The analysis of the tables for each school 

will therefore be informed by data presented in four separate composite tables 

concerned with the students' personal beliefs and values as well as their attitudes to 

their schools. Thus each section under the heading of 'beliefs' will contain two 

parts. The first will present tables of the religious adherence both of students and 

their parents. The second section will report students' highest expectations of their 

schools and provide a table of their responses to their school's life and climate. The 

next section headed 'students' values and attitudes towards the school' will be 

presented in a table headed 'agents of community spirit' on the students' responses 

in each school to three questions whose data suggests that across the schools 

these aspects of school life contributed most to the building of the school 

community. 

The second part will present findings from the students' answers to the three open

ended questions in the questionnaire which asked them to identify three aspects of 

their experience of the school: what they most appreciate and value about the 

school; what changes they would like to make; and how they would describe the 

unique spirit which exists in the school. Not all students completed these three 

tasks. For each school, about one third of the responses received have been 

selected. Coupled with this selection from individual student voices within the 

questionnaire is a selection of comments made by students in group interviews. The 

comments that they made are ascribed by gender and religion. The third section 

headed 'behaviours' will record students' highest personal goals and present two 
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tables concerned with curricular matters: the first, headed 'the curriculum' and the 

second 'religious education'. By dividing the presentation of the data from each 

school into each of Lawton's three domains, it is hoped that it will be possible to 

speculate more coherently about the overall contribution of each of these within a 

particular school culture to the human flourishing or otherwise of the students. 

The first part of the presentation of data in chapter 7, however, will begin with an 

overview of the students in the four schools who took part in this study, whose 

careful and thoughtful response to the questionnaire has permitted a significant and 

constructive voice to emerge from each of the school cultures. The overview will 

take the form of four composite tables relating to the students' expectations of 

Catholic schools; the influences which the students have felt on their religious 

development; their goals for their personal futures; and their values, beliefs and 

faith. The four tables are labeled: 1. 'Students' expectations of Catholic Schools' 

containing their response to questions 24 to 31; 2. 'Influences on Students' 

Religious Development', containing responses to questions 141 to 152; 3. 

'Students' Personal Goals', containing responses to questions 174 to 184; and 4. 

'Values, Beliefs and Faith', containing responses to questions 109 to 140. 

The four composite tables show a cross-tabulation of SPSS generated overall 

score, by gender, religious affiliation and school. At the right hand side of the table 

there will be an eleventh column, which presents an overall score of the percentage 

responses, presented in descending order of positive response. Similarly at the 

bottom of these four tables an overall score will be found in each column, helping to 

indicate the levels of exuberance displayed by gender, religious adherence and 

school in the stUdents' responses. 

Those first four tables are offered as a means of establishing some general 

aspirations for faith schools in the minds of young students today in the three 

countries, alongside their beliefs about the particular influences which they see as 

having impacted on their religious development so far. They also offer an inSight 

into the aspirations, together with a profile of the values, beliefs and faith, of those 

young people whose comments this survey has sought to elicit about the nature 

and practices of the school cultures they inhabit. Sometimes their responses are 

examined by gender or religious adherence; sometimes by school or country. On 
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the whole the tables are presented as evidence of what can be learnt about the 

developing attitudes and values of diverse groups of final year students in individual 

Catholic schools through the use of a self-review tool. 

Contextualizing the data presentation 

The case studies were not conducted in order to furnish an additional 'list' of the 

features which improved or successful schools must include; rather they were 

undertaken to examine the possibility of exploring individual school cultures and 

reporting on them as a means of testing whether a school can be judged good or 

poor educationally within the social and cultural contexts in which it operates. 

However, the schools were chosen because they had a high academic reputation 

within their communities and therefore this aspect of their profile had been 

established prior to the present research. The significance of cultural context as the 

key determinant for the success or failure of faith schools will be the focus of the 

case studies. The national context and the dominant cultural tradition are examined 

in order to determine what each school is contributing to the specific factors which 

cohere to create the 'national and cultural contexts' of senior secondary education. 

This examination will start from the premise that there are both universal 

characteristics and local aspects to the broad term, Catholic education. 

This study has been undertaken against the background of specific pieces of 

previous and on-going research into Catholic schools in the United States, Australia 

and Malawi. This study could not have been undertaken without the very generous 

collaboration offered by the relevant national ministries, Catholic authorities, 

governors, head teachers, teachers, parents and students. Thus it was conducted 

in a spirit of enquiry together with the communities which went to make up each of 

the schools. In that situation, the aim was that the evidence presented from the 

study would not be simply impressionistic but rather in the forms of school and data 

profiles which would inform not only the researcher but also the ministries, schools 

and local and national faith communities which supported the schools. 
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In this study of four Catholic schools and their cultures, a variety of perspectives 

have been employed as a means of providing a structured view of Catholic school 

cultures, including: 

1. The study has been informed by the literature on patterns of colonial 

education (Watson, 1982); the place of missionary schooling (Holmes,1967); 

and the continuing educational dependence of less developed countries on 

their former colonial authorities (McLean, 1983). 

2. The study has been informed by the changes observed in the general 

educational culture of Catholic education since the reforms of the Second 

Vatican Council (1962-1965) and the prism which that now offers for any 

study of Catholic schools at the present time. For example, 8ryk et al have 

concluded from their own research that: 

Traditional arguments against public support for Catholic schools- the fear of 

religious establishment, social divisiveness and elitism seem ungrounded. 

We discern nothing fundamentally undemocratic about Catholic schools, 

educational philosophy of person-in-community and their ethical stance of 

shaping the human conscience towards personal responsibility and social 

engagement. To the contrary, these religious understandings order daily life 

and its outcomes in very appealing ways. It is not a narrow, divisive, or 

sectarian education but rather an education for democratic life. (1993:341) 

The work of Greeley adds further weight to the above argument when he 

concludes from his research into Catholic schools in the United States: 

Those who attend Catholic schools are less prejudiced than Catholics who 

attend public schools and less prejudiced than all public school 

graduates .... AII of these statements are true even when social class and 

educational achievement are held constant (1998:182-3). 

3. These research findings about Catholic schools concerning their promotion 

of a democratic life and of less prejudiced attitudes in their students can 
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perhaps usefully be contextualised within a further perspective which has 

emerged from the American study of 8ryk et ai, Catholic Schools and the 

Common Good. It describes this specific form of contribution to the good of 

society as a whole, both local, national and global, in the following way: 

Although we have emphasised the education of disadvantaged students, we 

note that Catholic schools also advance an important agenda in the 

education of their more advantaged counterparts. In schools with large 

proportions of low income students, the social justice mission of Vatican 1/ is 

tangibly manifested ... the concern for social justice, however, is also 

manifest in the schooling of the advantaged. Catholic schools deliberately 

strive to inculcate an understanding for, and a commitment to, social justice 

in all their students. Many of these students are likely to move into powerful 

positions in society as adults ... ( 1993:340-41) 

4. This recent concept of the contribution of Catholic schools to the common 

good of their own societies and, perhaps, to the global common good, and 

the contribution of the four schools in this study will be examined below, 

against the writings of Sandel, Maritain and Stiltner who, it has been argued 

in chapters 2, 3 and 4 of this study, set out the possibility for an ethically 

sound education for all citizens within plural communities. 

5. The Aristotelian tradition of practical wisdom, which is described in chapter 2 

of this study by Sherman (1997:39). The prism of Aristotelian practical 

wisdom will be used to filter the results of the examination of the missions 

and pedagogies of the four schools and the related survey's findings about 

the attitudes and values of the students in them. Thus the understanding 

learnt from the findings about one school's culture, with its distinctive setting 

and values' perspective on education, will be built onto the findings from the 

next. In turn this cumulative narrative about the nature of each school's 

culture will be examined within the overall context of the need for an ethical 

approach to political policy making. 
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6. A further perspective from which the case studies will be undertaken and 

analysed will be the existence of particular relationships between religion 

and the state and the place of religion in state supported education. 

Haynes(1998: 1 0-11) sets out five models of 'Church-State' relationships 

from a political perspective. These are: 

• confessional states: here ecclesiastical authority takes precedence 

over the secular government; 

• generally religious states, which are 'guided by religious beliefs in 

general where the concept of civil religion is important but not tied to 

any specific religious tradition'; 

• states with an established faith: here the established faith is 

recognised as the state religion even though society is largely 

secular; 

• liberal secular states: these 'encapsulate the notion of secular power 

holding sway over religion'; 

• Marxist secular states. 

Outcomes of the research process 

The question will be addressed as to whether the methods adopted during the case 

studies are sufficient to provide an adequate profile of a school culture in order to 

contribute to discussion of the question, 'Should plural societies operate common 

schools which will ensure the full educational entitlement of all students, from 

whatever social, cultural, ethnic or religious background or a plurality of schools, in 

which religious groups are accorded the right to their own schools?' To borrow 

Miller's (1997:24) words, the methodology will be interrogated as to its ability to link 

'two or more analytic formations, and make them mutually informative, while also 

respecting the distinctive contributions and integrity of each perspective'. Can this 

methodology which combines quantitative and qualitative processes describe 

adequately the specific values underpinning a particular school's culture, as well as 
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provide insights into the values and attitudes which inform students' and teachers' 

worldviews, or faith? 

Then, the processes, observations and data acquired during the case studies will 

be examined first to test the adequacy and the limitations of the research tools 

employed in order to resolve a particular educational dilemma of the present day, 

and, secondly, to lend consideration to the possibilities for the re-conceptualisation 

of the concept of quality in education both in the UK and in the countries in which 

the case studies took place. 

There still remains the matter of how to excavate the meaning attached to the 

students' responses and, as importantly, how to compare their picture of their 

school with their teachers' and headteachers' view. In this matter, qualitative 

methods must be employed; which methods are to be used and how their findings 

are to be analysed and interpreted will be a key question for politicians, educational 

researchers and faith communities which maintain, or wish to maintain state 

supported schools, if this study's proposal is taken forward. Patterns of 'social 

interaction' with and about the data will have to be considered, such as those 

discussed by Heritage who gives this very succinct account of the writings of 

Goffman (1955, 1983): 

the institutional order of interaction has a particular social 

significance ... , .. The political, economic, educational and legal conduct of 

societies is all unavoidably transacted by means of the practices which 

make up the institution of social interaction. (Heritage, 1997: 161 ) 

It is precisely the lack of a distinct 'social interaction' in complex pluralities, in which 

many cultural and a-cultural modes vie to determine the 'practices' through which 

political and educational institutions interact with which this study is concerned. In 

the matter of deliberation about whether faith schools should receive state support, 

what kind of social interaction might most usefully and ethically be developed and 

validated as appropriate for complex pluralities? 
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In other words, will the research process described here prove adequate to provide 

the basis for a genuine conversation between faith based education and the state? 

That basis will be validated against (a) the political, educational, social and cultural 

philosophical frameworks developed in the first four chapters of this study and (b) 

guidelines for regulatory controls of research processes and research ownership, 

which might follow from the minor research methodology adopted for this study. If a 

genuine civic conversation could follow from evidence collected in this way, then a 

set of indicators might arise which could be used by policy-makers in judging the 

value or otherwise of faith schools. If the present methodology can be validated, 

then profiles of school cultures would be used to contribute to the discussion about 

the appropriateness of faith schools within state education in late modern times. 

The work of developing such a methodology is crucial if government, educators and 

communities are going to be able to test the value of individual school cultures' 

ability to a) offer a vision of a viable, fair, inclusive and just complex plurality to their 

students and local communities and b) encourage human flourishing in each of its 

students so they are able to take their place in democratic societies. 

The scale of the research possible for this study cannot by itself generate any 

authoritative guidelines on the vexed issues outlined above. The study does, 

however, through its particular means of studying the social reality of faith based 

schools, offer a model from which more sophisticated models for a wider survey 

might be generated. 

The materials and data collected in the present study have been archived and are 

available for consultation. 

Difficulties encountered during the research process 

In using the questionnaire data and other information gained through the case 

studies, a number of difficulties have arisen. First the problem of maintaining the 

anonymity of each of the schools participating in the study has been difficult. In 

each of the countries, the number of senior Catholic secondary schools is limited. 

Second the information was gathered carefully and in each school in accordance 

with a structured plan. Questions to teachers and students were conducted through 
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semi-structured interviews (see Appendix C). Nonetheless, in Indonesia the majority 

of these interviews were conducted through an interpreter and the quality of the 

tape recordings in each school varied. Similarly in Indonesia, the questionnaires 

were translated into Bahasa Indonesia, and the open-ended answers from the 

students were again translated. The quality of the translation from Bahasa 

Indonesia into English was variable. 

In each case the preliminary data analysis was sent to each school and discussions 

took place about its use within the overall argument of the thesis. Undoubtedly, 

however, the most challenging aspect of the acquisition and analysis of this data 

has been the need to use it primarily to support an evidence base through which a 

civic society might make informed policy decisions about faith schools. To begin 

with, so much data has been collected that it is not possible to present it all within 

the space permitted. For example, the tables generated from it are large and 

complex and occupy much space within a research methodology which is designed 

to present both a philosophical analysis of the problem of decision-making about 

faith-based schools and some general ethical guidelines which might support future 

decision-making as well as empirical evidence of the practices of faith-based school 

cultures. Nor is it yet commonplace for the student voice, and the interpretation of 

that voice over and against individual micro school cultures and more general 

macro philosophical and sociological cultures,to be used as the basis for discussion 

of public policy. 

Summary 

The chapter has set out to develop a methodology within a methodology which 

arises from the problem of whether complex pluralities, containing people of many 

faiths and of none, should support faith based education as a means of 

encouraging human flourishing in complex cultural situations. These embedded 

methodologies have been developed to support (i) case studies in four schools 

undertaken by the researcher for the present study and (ii) the case for school 

culture narrative and analysis within public policy debate about faith-based 

schooling. The aim of wider empirical studies is to put ideas and hypotheses to the 
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test, some of which will have been derived from the quantitative and qualitative data 

generated by the case studies, and offer tentative and provisional solutions to this 

pressing dilemma. The methodology outlined here is therefore presented as a 

means of bringing fresh evidence to the case for re-considering how to deal 

sensitively with the questions raised by a state's maintenance of faith based 

schools in late modern times. 
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Chapter 6 Four Catholic schools and their cultures 

Purpose of the chapter 

This chapter aims to map the cultures of four Catholic schools resulting from 

discussion with headteachers, senior managers, pastoral and teaching staff, 

parents and related documentary analysis. The data from each school is set within 

a statement concerned with some important socio-cultural, religious and economic 

features of each country in which the schools are found. The information acquired 

during the study will be set out within a framework built on Lawton's hierarchical 

plotting of school cultures into (i) beliefs, (ii) attitudes and values and 

(iii) behaviours. By this means it is hoped to present the findings from each school 

in such a way as to determine, first, the authorizing beliefs and practices which a 

faith group uses to define its educational purposes and, secondly, gain information 

about how such beliefs and values inform behaviours found in the school. Plotting 

the data in this way will give rise to substantial elements of the school profiles which 

the empirical stUdies are seeking to develop. 

It is hoped that the data collected from each school will offer some appropriate 

evidence to permit a worthwhile discussion below in chapters 8 and 9 of: 

• the extent to which the school culture sustains, and is sustained by, an 

effective epistemic community; 

• whether the school culture exhibits evidence of social cohesion between its 

members and whether such cohesion created by a faith-based school 

necessarily contributes to divisions between school communities and the 

wider community, as suggested by Forrest and Kearns(2000); 

• the overall contribution of each of Lawton's domains within a particular 

school culture to the human flourishing of the students as they prepare to 

join their societies as young adults; and 

• the consequences for education in each of the three countries of the 

'globalization' cultural mode and the consequent increasing powerlessness 

of the nation-state described by Cowen(2000: 1 01), above, as not merely an 
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economic crisis but 'a cultural one, which requires historical, sociological, 

anthropological, cultural and philosophical analysis'. 

Botswana 

Richard Dowden, the Executive Director of the Royal African Society, has warned 

that generalising about Africa is as hard as generalising about Europe or Asia. 

Nonetheless, he has commented that 'even in the worst starvation camps ... and 

homes where Aids has reduced families to small children and grandparents, there is 

always a vitality that seems superhuman'. There is he argues, 'an instinct for 

survival that grows out of faith and hope (and) this is Africa's greatest strength'. His 

argument continues: 

The flipside of the survival instinct is a fear of risk. Better to stick to tradition 

and respect the keepers of tradition, the elderly men, than risk change. 

Young people cannot break that tradition in Africa so they flee. One of 

Africa's many tragedies is the brain drain of frustrated young professionals 

to Europe and America. (The Times, 26/06/02) 

One of Dowden's key concerns about the difficulties facing Africa is not, 

surprisingly, concerned with the 'debt and economic reform policies of the World 

Bank and the IMF' but with the 'tough physical environment which induces deep 

conservatism' and the need for Africa 'to discover an identity for its nation states'. 

He concludes that: 

Discovering that identity is the first step in Africa's path to development. It 

will take a long time, decades rather than years, and it can only be done by 

Africans. (The Times, 26/06/02) 

The themes captured so succinctly by Dowden of inherent conservatism, leading to 

feelings of uselessness in the young, and the need for Africans themselves to 

discover their own national identities are reflected in the conversations and 

questionnaire data yielded by the case studies of two Catholic schools in Botswana. 
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For the purposes of this case study it is also useful to refer to Dowden's estimate of 

the place of Botswana along the spectrum of Africa's poverty: 

Most of Africa's 800 million people are poor and the gap between them and 

the rest of the world is getting wider. Yet Africa's poverty is neither inevitable 

nor universal. In the 1960s and 1970s African economies grew. Asia seemed 

to be the region most likely to face disaster. Botswana, for example, has 

managed its political and economic affairs well even though it lives off 

diamonds -usually a fuel for war and corruption in Africa. (The Times, 

26/06/02) 

The President of the Republic of Botswana, however, has underlined some very 

real problems facing the country. In the Foreword to the National Development Plan 

(NDP), he stated: 

There are a number of socio-economic challenges that we as a nation will 

have to face as we enter the twenty-first century. These include 

unemployment (especially among the youth), poverty, crime, HI VIA IDS, high 

population growth and environmental concerns, to mention but a 

few. (Government of Botswana (GoB,1997, National Development 

Plan(NDP) 8) 

He continued: 

The development of a 'Vision' became imperative in order to effectively 

address these challenges ... Some aspects of the 'Vision', such as national 

values, traditions and morals, ethics, tolerance, etc. will have to be 

addressed by all stakeholders, including religious organisations . .... With 

rapid changes in the global economic environment, Botswana needs to 

position itself so that it does not miss out.(GoB 1997 NDP 8) 

The 'Vision' (1997:28) states specifically that the 'shrinking' world and increased 

'globalisation' has resulted not only in a global economic environment but also an 

'increasingly intrusive global culture'. In this regard, 'Botswana must provide for 
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and respond in a pro-active way .... It is important that the magnitude of the 

challenge, and the attitudes needed to address it, are emphasised through the 

media, and reflected in the school syllabus'. 

'Vision 2016' (1997:31) points to two key directions for education in Botswana, 

namely that education must be used 'to enrich cultural diversity' and that 'gender 

awareness must be institutionalised throughout the education system in order to 

create a gender sensitive, caring and equitable society by the year 2016'. 

The NDP 8 (1997:440) further states: 

Young people in Botswana find themselves in the middle of a process of 

transition from the traditional to modern society. The gradual breakdown of 

the extended family system which provides support and social guidance to 

the youth has compounded the problems of young people.(GoB1997 NDP 

8) 

This final statement reflects action taken in 1994. The Botswana National Policy on 

Education stressed the need to separate religious and moral education. Moral 

Education gained the status of a core subject, leaving religious education as 

optional. 

Finally, it is worthwhile noting that the NDP 8 (1997:435) links the concept of future 

economic development with culture and its preservation. The richness and 

complexity of that culture in relation to the beliefs of the Batswana has been 

carefully documented by Mmolai (1999:1). Following a study of 543 students in 

Botswana's junior secondary schools, he argues that despite current social 

changes being experienced in the country, religion still significantly influences the 

reasoning and behaviour of young people. He (1999:5) asserts that there is a 

pressing need 'to examine the role of religious education in promoting the personal, 

social and moral sense amongst Botswana secondary school pupils'. 

It was in 1928 that the Catholic Church was established in Botswana. Until 

independence from colonial rule in Malawi in 1961 and in Botswana in 1966, their 

two school systems were modelled on that of Britain. According to Pettifer and 
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Bradley (1992:ch 10) and Khama (2001) mission schools, even in post 

independence countries have a disproportionate influence at the secondary level 

because their students are more likely to gain entrance to higher education and 

therefore achieve senior positions in the civil service, government and the 

professions. Countries singled out as representative of this argument include 

Botswana, Kenya and Lesotho. In addition, the modernising trends of post colonial 

education systems have been described by Watson (2003:384) as 'emulating the 

socio-economic and technological development of the West and Japan'. 

The culture of School A Botswana 

The school and its foundation 

There are only two Catholic senior secondary schools in Botswana out of a total 

number of 27 in 2000. They belong to a group of four run and managed by 

Christian churches. School A is a government-aided school, with reporting lines 

both to the Ministry of Education and to the Bishop, who chairs the governing body. 

The headteacher is aided by a senior educational administrative colleague who 

acts as the college manager. The physical presence of the college buildings and the 

site itself are memorable. There is a long driveway leading up to the school with 

wrought iron gates at its head and an immediate awareness of space. The soil and 

dust on all sides are deep red. The site which is still in development is dominated by 

the two-storey administration block in red brick but elsewhere there are newly 

converted classroom buildings, well equipped laboratories and computer rooms and 

the spacious and attractive library. Varied art displays are everywhere and 

examples of students' crafts and design skills are to be found. 

Writing in the 'Kgalian', the school magazine, whose front cover bears the school's 

crest and motto, which is, 'per aspera, ad astra', the then Minister of Home Affairs, 

Mr Mmusi, who had been one of the first students at the College argued that 

because it had both primary and secondary schools on the site and boarding 

facilities: 
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People with different backgrounds, age groups, and even cultures were able 

to share ideas in a common meeting ground.(1978:4) 

Not only therefore did the school provide such opportunities for 'difference' to be 

explored and lived-out in a school community, it also proved different, he argued, 

from other schools by providing extra-curricular activities, including motor 

mechanics and sports. The headteacher of that time, Fr Arthur has written: 

Over the years the college has approached education with the belief that the 

purpose of education is not just to impart knowledge or inculcate skills, but 

that it should concern itself with the total development of the whole human 

person. The quality of the product matters most of all and not the quantity. 

It is my sincere wish that each student, when he leaves the college, will be 

motivated by sound Christian principles and that he will prove to be a good 

citizen of Botswana and will be prepared to sacrifice himself for the 

development of the country. (Kgalian 1978:5) 

The mission at Kgale was founded by the German Oblate Fathers who had 

previously purchased the farm at Kgale from a Patrick Lonergan. A local historian 

of the area, Campbell (1978:14-17), writes that 'the early history of Kgale is known 

only from man's remains which can be found scattered both on and around the hill 

on which Kgale stands; by about a million years ago people were living in the Kgale 

area'. 

The first school which was opened in 25 January1928 by the Bishop of Kimberley 

consisted of one class room, one teacher and three pupils. By the end of 1930, 

there were 30 pupils. The manager of the school explained during the case study 

that in the mid-1930's the church made its first attempt at post primary education by 

opening a two year agricultural school at Forest Hill. Although this venture later 

failed through lack of funding and staff, the priest-in-charge started junior secondary 

classes in the mid-1940s under the University of South Africa Examination Board. 

He added that 'this was the birth of secondary education at St Joseph's as well as 

in Botswana'. The church supplemented the fees to a large extent since there was 
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no financial help from colonial government. The policy was that education was the 

responsibility of tribal authorities, churches and private organisations. In this context 

the manager reflected, 'while the school had always opened its doors to non

Catholic students, it remained strongly Catholic in practice and ethos'. In addition 

the church gave financial aid to a number of students after their Junior Certificate to 

further their education elsewhere. 

In a Foreword to the 'Kgalian' school magazine(1978), on the anniversary of the 

establishment of the mission, the then Minister of Education, K.P.Morake insisted: 

The school has, from its inception, dedicated itself to the cause of uplifting 

Botswana. From the very beginning the Missionary Fathers rightly identified 

education as the only meaningful and effective instrument of the 

development of any new country. The school has chalked up many 'firsts' in 

its illustrious history. It was the first to introduce the Junior Certificate Course 

and the first to introduce the Matriculation Course . ... The school has indeed 

produced very good results in public examinations, but more than this, it has 

striven to provide an atmosphere in which students can develop a moral 

fibre to make them leaders among people .. .In its broadly based education, 

the school is thus preparing students to develop a sense of values, which 

should stand them in good stead when they meet the challenge of the 

modern world. (1978:3) 

The first Motswana principal of the college was appointed in 1979. He has spoken 

of that task as 'a mammoth responsibility, socially and morally'. His recollections of 

this time include 'a teacher who confronted me in the office and told me in no 

uncertain terms that a big mistake had been made by appointing me. Another was 

a parent who minced no words in uttering remarks tinged with tribal and ethnic 

connotations, in sheer contempt of this change'. In recalling his final year in the 

school in 1985, the challenges thrown down at the beginning of his term of office, 

had clearly been met: 

I recall my last days of direct association with the college that we were such 

a solid team; teachers and students, that it was not a question of how well 
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the students would pass but, perhaps, which institution would dare 'beat' us 

in terms of final examination results. 

When the case study was undertaken in 2000, both the principal and his deputy 

were Batswana, as well as being former students of the college. The co-educational 

school by then had 1200 students, with approximately 85 teachers. In two years 

from 1998 these numbers had grown from 1000 and 75, respectively. One fifth of 

the students are Catholics, as are a small number of staff. There are two full time 

sisters in the RE department and a small number of lay staff contribute part-time to 

RE classes. Many of the students travel into Kgale daily on a special train. Many 

live in the capital Gaborone, which houses a large, very modern Cathedra\. During 

the. case study I attended Sunday morning Mass in the Cathedral. The congregation 

was large and the altar servers were boys and girls. The Mass ended with the 

Bishop, who had presided at the liturgy, dancing down the aisle. 

Beliefs held in the school 

The headteacher and the manager commented on the contribution made by the 

college in the country's national development. Senior politicians, including a former 

president, educationalists, business personnel, church ministers, medical doctors, 

nurses, soil scientists, lawyers, engineers and technicians of all kinds had all been 

educated at the college. They believed that all of these had been 'moulded into 

credible, honest and visionary civil servants' as a result of their education at the 

college. 

The principal believes the school's success is directly related to the commitment of 

teachers and parents' support. In discussion he stated: 

I teamed up with parents and teachers and we made sure that our students 

studied well. Also the management maintained a high standard of discipline 

at all times and it monitored performance of students by calling them 

individually or in groups to hear their problems ..... The secret of the school's 

success is its vision which leads teachers and pupils to work extra hard. 
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The vision says: By 2006 (School A) will be the leading institution in 

secondary education. 

Values and attitudes 

The students bustle everywhere in orderly but often noisy and cheerful groups. 

Examples of the students' responses to their schooling and to the social issues and 

concerns of their peers and their country were in evidence. Two of the students had 

produced poems about their understanding of education and its value to them as 

Africans. The first includes verses, which highlight the continuous watchfulness of 

the students towards imperialism and colonialism. Perhaps this is not surprising in 

a school in which the chronicles of 1949 record, ' ... the scouts and guides went to 

Gaborone today to celebrate the King's birthday' and the chronicles of 24 May, 

1950 record, 'Empire Day was celebrated today. The pupils assembled at 9am. 

After several songs had been sung, the Director of Education gave an interesting 

speech appropriate to the occasion'. One poem says that; 

Without education the world would be in darkness 

Like a wise said 'EDUCA TION IS THE KEY TO SUCCESS' 

The poem also captures a reflective value attached to education, which, although 

the key to success, is also the way 'man started to design and create his own 

things'. Dowden's concern, noted above, that Africans work out their own national 

identity, can be seen at work in this student's writing. The second poem reflects an 

understanding that education can meet needs and wants. The use of precious 

metals as imagery in the poem also points to the grounding of educational reflection 

in the precious metals which are such an essential part of the identity of Botswana. 

Nonetheless, a former student of the school who is now a lecturer at the University 

of Botswana, argued for a government review of the school curriculum with a view 

to incorporating earth sciences in schools. He argues that Botswana's economy is 

primarily dependent on revenues from the mining industry, yet that industry records 

the lowest number of trained citizens. 
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Another student wrote that: 

One approaches Botswana with awe, for this is a land-locked republic that 

managed to stay at peace while allits neighbours, Angola, Namibia, South 

Africa and Zimbabwe, were at war. To this safe haven the refugees 

came ..... This is a tranquil Botswana, after all, in which the tropics reach 

from the north tracking down into the salt pans. And Botswana's neighbours 

are nowadays officially at peace. 

In discussion, the head teacher spoke of planning changes in the shape and culture 

of the college in order to meet the challenges of the new era; an era he said which 

will be marked by 'competition linked to globalisation'. He spoke of 'radical 

administrative and academic programmes being currently implemented' in order to 

return the school to its former position of being 'a centre for quality education'. 

In addition, there is a Catholic Practices and Formation Committee. A member of 

the Religious Education department explained that: 

Since the school is government aided the number of Catholic students as 

well as Catholic teachers is a drop in the ocean. Only a fifth of the students 

on roll are Catholics. Due to this a number of members of staff thought it 

necessary to mobilise Catholic youth and teachers into active participation in 

building the Catholic faith in the school. The committee prepares students 

for baptism, first communion and confirmation. It also organises religious 

services in the school. 

Although the committee focuses mainly on Catholic students, instruction, 

seminars and workshops are open to all interested non-Catholic students. 

With this attitude, we hope for the prevalence of the spirit of ecumenism, not 

only in this school but in the country as a whole. 

Behaviours 

The senior management team hold regular weekly meetings. The purpose of the 

meetings is to establish a team approach to the strategic planning of the college's 
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development. During the meeting held during the case study the head teacher 

referred to developments taking place in other senior secondary schools in the 

country and took advice as to how the school should respond. He also raised the 

possibility of the school's participation in an initiative by southern and east African 

Catholic schools to form an alliance to look at their particular features as Catholic 

schools, the needs of their students and the types of identity such schools might 

forge in the coming years as a result of their liaison. He spoke too of the links which 

had been developed with other sister Catholic secondary schools in Africa, Europe 

and in America through the internet and e-mail. These were said to be very useful, 

first in terms of understanding the potential of education in a rapidly changing world 

and secondly, the contacts with African schools permitted discussion about 

pedagogies and resources which were appropriate for African schools. 

The school maintains a house system within the school. In discussion, the head 

teacher spoke of the house system as a typical administrative innovation of the 

school at that time aimed at attending to, and meeting, the needs of students and 

teachers. 

The school follows the national curriculum leading to the Cambridge General 

Certificate Examination and to the Botswana General Certificate of Secondary 

Education (BGCSE). English is the medium of instruction for all subjects except 

Setswana. Religious education is compulsory and students study the life of Jesus, 

other world religions and social and moral issues. The headteacher spoke of the 

current school curriculum as 'one of the richest and most diverse in the country. For 

example, Music had been introduced as an enrichment subject'. Equally the new 

library (the largest in Botswana secondary schools) had been planned to 'inspire 

our students to develop a good culture of reading and self-development in a 

conducive environment'. 

The curriculum of the school also included Agriculture, Art, Computer Studies, 

Design and Technology, English, Geography, Guidance and Counselling, History, 

Home Economics, Setswana and Science. He also spoke of the need to break into 

the cycle of students being unwilling to learn; once that had been achieved then 

support was needed. For him the new library must offer an appropriate and 

supportive environment for students to want to read. Often he said their homes 
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were unable to provide such an environment. Equally counselling and guidance 

could move the students through particular difficulties and support them as willing 

participants in the learning process. 

According to the Government of Botswana website, on 24 February 2004 there 

were 'scenes of jubilation at the school after the Examinations, Research and 

Testing Division released the results of the BGCSE and GCE examinations. The 

report states: 

In overall performance, School A is the best school in all the government 

schools awarded Grade C or better in five or more subjects. The school 

scored 56.02 %, the highest mark since the introduction of BGCSE. Shashe 

River School came second and School C came third.(GoB, February 2004 

http:www>gov.bw/cgi-bin/news.cgi) 

School A's highest achieving student academically, who gained A's in English, 

Maths, Physics, Commerce, History, Biology, Chemistry and Additional 

Mathematics and a B in Setswana, is quoted as saying: 

I have achieved this through hardship, dedication and competition. My 

parents knew that I would make it, they a/ways made sure that I had enough 

time for my books. (GoB; February 2004) 

Most of the students belong to the many sports teams in which the school excels. 

Many also belong to non-academic clubs, including the PACT (Peer Approach 

Counselling Team) group, which is headed by a teacher from the Careers and 

guidance department, and involves 'reaching out to our peers and talking to them 

about topics liked dating, rape and child abuse which are usually talked about 

behind closed doors'. Other clubs include a Life Skills Club, a Young English 

Speakers Club, a Chess club, a Traditional Dance Club, and AIDS Awareness Club 

and a Marimba Club. 
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The culture of School B Botswana 

The school and its foundation 

The school is located in Francistown in the Northern part of the Republic of 

Botswana. The late Bishop Murphy founded the school in 1963, using the premises 

of the former Catholic primary school. It is now a mixed co-educational school of 

over 1600 students, with its own premises adjoining the church. The church is 

extremely modern in design and stands starkly against the skyline. It is aptly 

named, 'Our Lady of the Desert'. Recently the school has undergone major 

changes to its physical environment. At the time of the case study extensive 

building work was being undertaken but already the school, which is built in a warm 

brick colour and has a most attractive entrance, with brick walls topped with 

wrought iron, had two storey buildings housing most of its activities, a multipurpose 

hall, library and dining hall. 

There had been an absence for five years of a religious community involved with 

the school. The Bishop had, however, invited a community of sisters whose 

headquarters are in Holland to join the school. Their founding order is the same as 

the one from which the priests at the parish church belong. There are now five 

sisters in the school, some from India and south east Asia and none from Africa. All 

the sisters are on permanent contract to the Government of Botswana. 

Unlike other aided schools in Botswana where the Ministry has direct ownership, 

School B is overseen both by the Ministry of Education and the Bishop. The 

headteacher is directly responsible to the Ministry and the School Manager, who is 

the local parish priest, and to the Bishop. The headteacher, the religious order 

which is attached to the school, the Bishop and the surrounding Catholic community 

each influence the decision-making processes within the school. According to the 

headteacher, Catholic head teachers are understanding of this kind of continuum of 

responsibility. Nonetheless, since it is the headteacher who is responsible to 

government, and since the government provides 99 per cent of the school's 

funding, the headteacher must 'strive for financial control'. 
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Admission to the college is centrally controlled by the Ministry of Education. 

Students who have good passes in their Junior Certificate Examinations are 

granted admission. There are many and diverse catchment areas for the college, as 

is the case with all senior secondary schools in Botswana. In this college, though 

most of the students come from the villages and not the towns. 

The school has twelve subject departments. The core subjects studied are 

Religious Education, English Language, Mathematics, Science and Setswana. 

Optional subjects include Agriculture, Art, Business Studies, Design and 

Technology, Development Studies, English Literature, Geography, History and 

Home Economics. 

Beliefs held in the school 

The mission statement of School B is: 

To produce a well disciplined, knowledgeable, adaptable and conscientious 

citizen with high moral values who thinks critically and progressively enough 

to face the future with confidence.(School B Prospectus, p5) 

At the same time, the Foreword to the School Prospectus reads: 

The high moral standard expected from members of the school community 

is complimented by the fact that all students do Religious Education. This is 

a very fulfilling subject which helps in the proper upbringing of the child. 

(School B Prospectus, p1) 

The published material about the school clearly links the development of the well 

educated student specifically with 'the proper upbringing of the child' through 

religious education. The school motto is 'Thuto ke Thebe', 'Education is a Shield'. 

The use of the term 'child' in published school documents and often used by staff 

was the subject of comment by the Head of RE, who believed that it ran contrary to 

the belief in the school that the students must be responsible for their own actions. 
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The school Prospectus sets out specific objectives which at the end of the three 

year secondary course the students ought to be able to achieve. Thus in relation to 

the nation, the school's objectives for the students are that they ought to be able to: 

• Manifest skills in accuracy of observation and in imaginative, moral and 

logical thinking; 

• Contribute positively to the economic development of the country and 

judicious conservation of scarce natural resources; 

• Engage in worthwhile cultural and leisure time activities; 

• Acquire the necessary grades needed for admission to tertiary or otherwise 

appropriate levels of higher education. (School B Prospectus, p6) 

In relation to the Church, the students ought to be able to: 

• Manifest the true Christian spirit by living out the Gospel values. 

The Prospectus also states that as a Catholic school, it adopts the Church's 

philosophy of education which states that: 

(i) A true education aims at the formation of 

the human person with respect to his 

ultimate goal and simultaneously with 

respect to the good of those societies of 

which, as a man, he is a member, and in 

whose responsibilities, as an adult he will 

share; 

(ii) So it is that while the Catholic school 

fittingly adjusts itself to the circumstances 

of advancing times, it is educating its 

students to promote effectively the welfare 

of the earthly city, and preparing them to 

serve the advancement of the reign of 

God; 

(iii) Above all the education of youth from 

every social background has to be 
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undertaken, so that there can be produced 

not only men and women of refined talents, 

but those great-souled persons who are so 

desperately required for our times. 

(School B Prospectus, p 5) 

In relation to the school's responsibility to the development of students as persons, 

the objectives state that students should: 

• Judge morally and manifest a sense of values and self-discipline; 

• Think progressively and critically 

• Acquire appropriate knowledge and experience that is viable to face the 

future with confidence(School B Prospectus, p 7) 

The Head of Religious Education spoke of the presence of the community of sisters 

as an opportunity of revitalising the school community. With the priests in the 

parish, who shared their same educational psychology and spirituality, it had been 

possible to evangelise the school with 'gospel values' and concern and commitment 

to educate the 'whole stUdent'. The sister spoke of 'primary evangelisation' as the 

dominant motif in missionary activity in the developing world. This was concerned to 

work with the person to change them, not to make them believers in Catholicism. 

Spirituality and morality in students is understood here as 'awareness for wider 

learning'. For non-Catholics, the sisters understand spirituality to be ' a deep 

knowledge that they are created and loved by God'. The sisters compare this with 

the twin tradition in African beliefs of 'faith in God and the ancestor's spirit'. The 

sisters and the school as a whole have pondered the question of whether Botswana 

society will become more secular. They answer that everything changes slowly but 

there is a growing belief that science has more answers than religion. 

Values and attitudes 

The religious community of sisters which is now based at the school described 

'gospel values' as 'spreading the teachings of Christ to become better people, not to 

become Catholics'. The founder of the community's spirituality encouraged the 
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community to 'go out to the marginalised and the oppressed'. At the school, 

Christian religious education sits alongside the other core compulsory subjects of 

English, Mathematics, Science and Setswana. In non- faith schools moral education 

and religious education are seen as 'enrichment subjects' rather than core. As in all 

other senior secondary schools in Botswana, the medium of teaching, except for 

Setswana, is English. The religious community of sisters believed that their 

presence had created a 'total change' in the school 'due to their dedicated service 

to the school' and 'personal interest in each student'. 

A recurring theme in discussion with the headteacher was the change in Botswana 

society which was already discernible but which would be evidenced even more 

strongly in the next few years. He had recently presented a paper to the Botswana 

Education Commission in which he argued that the role of schools was to develop 

students for a new society. As a result, his view was that only 35 per cent of his 

students should study the academic curriculum, and then progress to tertiary 

education. There should be a more vibrant skills based curriculum and an emphasis 

on students achieving employment. This seemed a positive solution to the present 

state of society in Botswana, in which, he argued, there was 'extreme poverty for 

the people in the midst of plenty'. Moral Education should be able to respond to this 

situation, since, 'You can only fool the people some of the time'. Thus he reflected 

that as students become more mature, they 'expect more from their school'. 

The Head of Science discussed her role in the school and that of her department. 

She is a non-believer but teaches in the RE department. She understood that the 

students had a high regard for the science department. Indeed the department was 

rated the best nationally. Nonetheless, she felt it important to relate science and 

religion to the students' own worlds and concerns. She argued that her view of a 

'good student' is one 'who is hard-working and dedicated; certainly does not have to 

be overly intellectual'. Instead she and the school were concerned to develop the 

'whole student'. Thus, despite the school's excellent national reputation in science 

education 'students know they have to struggle, and they are prepared to do this 

since they must get their degree first before they are accepted for professional 

training'. 
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Hand-in-hand with the focus on change, the headteacher also spoke with emphasis 

on the theme of 'Africanisation'. He recalled a recent 4th Year class, in which the 

students had become 'very excited about Africanisation- expressing themselves in 

their own language'. In the school this had repercussions for staff recruitment: out of 

78 staff, 50 per cent were from Botswana. The headteacher explained that the 

country had insufficient senior secondary school teachers. In five years time, he 

argued that there would be a need for 150 expatriate teachers across all secondary 

schools. This was unhelpful to a country which had a great need for 'role-models 

who are African, particularly at a time when unemployment rates are so high'. Only 

20 per cent of the students find employment at the end of senior secondary school. 

The Head of RE spoke of many students from single parent homes; the break up of 

marriages has become a national problem. She also discussed elements of 

indigenous African religion, in which there are traditions where women are beaten. 

There is also a high proportion of child suicides. For the sister, the question here is, 

'Is there someone who can help children with their problems; someone who can 

listen?' For her, the ideal student is 'God-fearing and responsible'. Lack of belief in 

God may become an issue in Botswana as modernisation and globalisation take 

place. She referred here to what she called 'the most profound influences' on young 

people in Botswana; these, she explained, included materialism and television, rock 

music, computer games and internet and computer technology in general. At that 

time in Botswana, at least 10% of students had their own computer. Family life 

frequently meant a situation where a mother might have eight or so children, with 

three or four fathers. Several of the female students would have had babies before 

they arrived at senior secondary school. For her the best thing about the students 

is that they are willing to discuss problems in a group. They are supportive of each 

other and 'learning to cope on their own'. 

Behaviours 

Each Sunday the Catholic students attend the services conducted at the local 

parish church and for the rest of the students interdenominational services are held 

in the college hall. Special meetings and prayer sessions are conducted for Catholic 

students on Saturday mornings before morning study between 7.30 and 9.30. At the 
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close of the academic year the Bishop officiates at a Eucharistic Celebration, which 

is seen, according to the school prospectus 'as a token of thanks and hope for the 

future'. The school also emphasises that 'manual work is an essential part of 

student's preparation and training for adult life'. Manual work may include 'cleaning 

the hostels and ablution blocks' as well as 'keeping the college campus clean and 

tidy'. The prospectus concludes, 'here the college expects staff and students to 

work together. .. to ensure that the college environment is a clean, healthy and 

happy one', 

The headteacher also conducts school disciplinary committee meetings. One was 

observed in which the student involved was a 16 year old female student who had 

been found going into the town during the previous evening. She was severely 

reprimanded by the headteacher who spoke to her in a powerful and authoritarian 

voice and threatened expulsion. The rule which forbids students from visiting the 

local town is strictly enforced, since the school believes that the town offers 

attractions which are often new and particularly enticing to students who may have 

only recently arrived there from outlying villages, where the way of life is traditional 

and free from urban attractions. In discussion, the headteacher explained that his 

approach to discipline in a Catholic school is basically that of a professional 

teacher, with an overriding duty to look after the child as the parents would do. His 

treatment of the student was similar to how her misdemeanour would have been 

treated in a non-Catholic government school. In the matter of birth control and 

contraception, however, the Catholic school differed considerably from a 

government school. When this headteacher held the same position in a government 

school he was willing to send female students to the contraceptive clinic; now in his 

present school, he does not permit the sending of Catholic or non-Catholic girls to 

such clinics. 

The headteacher, however, confirmed that although corporal punishment was still 

permitted in the school, he was trying to steer teachers away from using it. This was 

because he understood corporal punishment to be part of the 'traditional' African 

way of disciplining children and young people, as well as it being a relic from 

colonial times in schools in Botswana. For him it had no place in helping young 

people adapt and change to a new society. The Head of RE also commented on the 
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need to move away from what she called a traditional use of corporal punishment 

for misdemeanours in schools; the Ministry of Education, for example, still 

supported corporal punishment for any 'display of defiance'. She also questioned 

how the Christian concept of forgiveness might best be infiltrated into the current 

disciplinary framework in the school. Suspension as the ultimate punishment 

required a thorough review in the light of gospel values. 

The curriculum of the school follows the senior secondary curriculum of Botswana 

which leads to the Cambridge overseas examination. The Prospectus commits the 

school to taking into consideration 'each student's career needs and personal skills 

at the end of year 3 before they receive detailed information about their particular 

Cambridge curriculum before they make their final subjects choice for the 

Cambridge examination'. This level of advice and guidance is confirmed by the 

Head of Science, who spoke of the value of the Diploma route for students. In the 

school, of 12 streams, only two are pure science. The Diploma route encourages 

students to be 'realistic'; not to go straight to university but take on computer studies 

and engineering. 

The Religious Education curriculum which is compulsory includes teaching about 

the life of Jesus but also covers the teaching of other religions, as well as Moral 

Education, with topics raised such as Aids and Life Skills. The school is situated in 

the town which is said to have the world's highest incidence of Aids among young 

people. The school buys videos for RE and ME lessons from Malawi, so that the 

students can relate to other African students and concerns. Videos and discussion 

groups are the most popular methodologies in RE. The Head of Religious 

Education was educated in London and Dublin. 

Since the school is mainly boarding, the RE department spends much of its time 

involved in extra-curricular activities, so that they can become better acquainted 

with individual students. They also spend approximately one week-end in three 

leading retreats away from the campus. 

One senior member of staff told of how she was unaware of the special religious 

status of the school until she actually joined the staff. Other new members of staff 
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spoke of how they had been appointed to the school by the government and had 

not considered the religious nature of the school when they began their duties. 

A particular concern raised by the Head of RE was that there was no funding for 

continuing professional development for form tutors despite the wide-ranging and 

complex problems which students presented. They simply had to develop new 

strategies from their pre-service background. 

Grenada 

Grenada is one of the smallest independent countries in the western hemisphere. It 

is strongly influenced by the United States as a result of family ties and emigration 

there, financial support received for the University of St. George's and naval 

support provided by the US fleet. Meanwhile the East Caribbean states, of which 

Grenada is one, have formed trade alliances. Some recent data incorporated in the 

Strategic Plan for Educational Enhancement and Development(Government of 

Grenada1999)reveals that: 

32.1% of the population lives below the poverty line and 12.9% can be 

considered indigent. The data suggests that poverty is prevalent among 

youths particularly children of school age. In addition, there is the 

emergence of a serious drug culture and associated increase in crime 

among the youth population. The drug culture is contributing to the 

impoverishment of the human potential particularly in poor communities 

across the state. (Government of Grenada 1999: 13) 

The Strategic Development Plan(1999) points to areas of expansion in the economy 

over the ten years to 1999, with particular emphasis on the services sector 

contribution to GOP. It (1999:6) points to 'the impressive growth experienced since 

1997 .... due to an expanding construction sector, rapid growth in the international 

financial services sector, increased activity in the manufacturing sector, higher 

prices for nutmegs and sustained improvement in the tourism sector'. It (1999:8) 

also warns that the linkage between the education system and culture is weak and 

calls for the expansion of 'the concept and focus of culture to enable it to make a 

meaningful contribution to the development of our society'. In particular, the 
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Strategic Plan comments on the pressures caused by globalisation on the culture of 

Grenada: 

Globalisation has created tremendously increasing pressures towards 

cultural homogenisation; the challenge therefore is to ensure that our 

distinctive spiritual, material, intellectual and emotional features, which 

characterise our society, are maintained. Grenada has an important role to 

play in ensuring that our Caribbean identity remains alive and to contribute 

to the overall development of the region. The island has produced artistes, 

folk groups, poets, and sports personalities of regional and international 

acclaim. (1999:8) 

As a result of globalisation the Strategic Plan argues that the overall role for 

education in the 'global environment' is to 'lift the poor out of their poverty by 

building up their educational assets'. In addition, the Strategic Plan (1999: 14) adds: 

Educational development goes hand in hand with poverty alleviation, on 

condition however that educational policies focus on the needs and 

characteristics of the most deprived in Grenadian society. 

The Education Bill, 2000 (Government of Grenada 4th Draft) seeks to 'promote the 

education of the people of Grenada by establishing educational institutions which 

will foster the spiritual, cultural, moral, intellectual, physical, social and economic 

development of the community'. 

Roman Catholics are in the majority in the island, being 53%, Anglicans are 13.8% 

and other Protestants, 33.2%. Grenada fits Haynes' second category which he 

defines as 'generally religious states', which are 'guided by religious beliefs in 

general where the concept of civil religion is important but not tied to any specific 

religious tradition'. 
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The culture of School C Grenada 

The school and its foundation 

The school is owned and administered by the Sisters of St Joseph of Cluny, a 

worldwide organisation, with its motherhouse in France. The sisters have missions 

in the other Caribbean islands of Dominica, St. Lucia, St.Vincent, Tobago and 

Trinidad. The sisters have their origins in the French Revolution, during which time 

the founder of the religious order, Anne Marie Javouhey, believed she was called to 

'teach the faith, defend the defenceless and bring the Word to peoples outside 

Europe'. She was one of the first women to establish missions in Africa. In the New 

World she was known as the Liberator of the Slaves, the Mother of the Colony in 

Mana, French Guiana. The sisters arrived in the English-speaking Caribbean from 

the French island of Martinique in 1836, where the first foundation was at Port of 

Spain, Trinidad. The sisters arrived at St.George's, Grenada, in 1875. There were 

two religious sisters in the school and six in the convent at the time of the present 

study. There were also 'associates' who 'embrace the paradigm' of the religious 

community for a year or so. 

The school is of a solid appearance with the entrance based on a traditional 

courtyard. It is a large orange and cream building on a hill sited alongside the 

Catholic Cathedral of the Immaculate Conception and the diocesan offices of the 

Society of St. Vincent de Paul. During the case study I attended a celebratory 

Eucharist on St Joseph's day in the Cathedral, which was presided over by the 

Bishop and who at the formal act of 'the kiss of peace', greeted staff and students 

as colleagues and friends. Inside the school the walls are often tiled with green and 

blue tiles, which are very reminiscent of those of my own secondary school, which 

was run by sisters of Notre Dame and who originated from France. The school was 

founded 125 years ago, with a plaque outside the headteacher's office 

commemorating the event, alongside a large collection of silver cups and trophies, 

including examples of the school's success at the Grenada festivals of art and 

sport. There are also modern and traditional religious artefacts displayed throughout 

the school. 
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The school is assisted financially by the state; that is, teachers are paid by the state 

and a small grant for maintenance is given. New teachers are interviewed by 

representatives of the Board of Governors. There are two religious sisters in the 

school compared with 10 in 1980. 

Beliefs held in the school 

The mission statement of the school, which is set in stone at the main entrance of 

the school is; 

To give the child a rounded education 

To promote faith in Almighty God 

Respect and love for al/ persons 

Self-esteem and service in a commitment 

To the total upliftment of the human situation. 

The mission of the sisters of St Joseph of Cluny was guided by 'the principle of 

community', according to the headteacher. In discussing what made the school 

special, the head teacher focused on what she called 'the natural role of the 

schoo\'; that is, the girls bring special things with them to the school, but the school 

sends good things back home. She referred to the morning's assembly where the 

reading had been the parable of the talents. For her the importance of this parable 

is the emphasis on 'stewardship of the self', which in turn was translated as 'the 

gifts I can share with my community'. The head teacher spoke of the 'continuous 

flow from one individual to the other'. 

The Head of RE also spoke of the school tradition of excellence based on mission 

as foremost in achieving the success for which the school was renowned. A 

contributory factor, she believed, was that 40% of teachers at the school were 

practising Catholics. For her the mission statement committed the school to 

developing successful students with self-esteem, a sense of service and 

commitment. 
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According to the 'Guidelines for Teachers' issued by the school, its philosophy is 

'simple': 

It is based on the Christian philosophy of love and service. We use the word 

of the foundress of our congregation to summarize our gospel values: 

Strive to do your best at all times. Strive to help others to do their best and 

know that all your achievements are for the greater good of the society in 

which you live. (p 3) 

A long-serving teacher at the school said that the majority of Catholic parents and 

students on the island would wish to attend the school. In terms of the students' 

beliefs, she painted to the growth of Anglican students in the school, about 15%, 

and an increase in those with evangelical beliefs and traditions. Such students 

tended to belong to communities whose mother church was in the United States. 

Among many pupils, she believed that there were residual beliefs relating to 

witchcraft. For her, the specialness of the school was its ability to create a 

community for all its members, where love and respect were uppermost. 

In April 1996, the Model Education Bill for the Organisation of Eastern Caribbean 

States was submitted by a committee, headed by Dr. Kenny Anthony of St. Lucia. 

The Bill was a project of the International Monetary Fund (IMF). The trends found in 

the Bill and discussed in a paper written by the headteacher of school C were in her 

words 'secular education for all, based on economics, statistics and population 

control'. Further, the Bill sought to exclude 'the denominational school category'; 

gave the right to the Minister of Education to appoint Boards of Management for 

'private assisted schools'; and to establish the content, method and form of religious 

education. The headteacher wrote; 

We believe that these sections of the new draft Education Act present a 

serious obstacle to society in its practice of religious freedom. As such, we 

further believe that this Act ....... will endanger and threaten a person's 

constitutional rights. (p 2) 
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In particular, the head teacher saw education as a means of confronting the 

'negativity' which was to be found in sOciety in the Caribbean. To do this, it was 

important that students took responsibility for their values and action. 

Values and attitudes 

The school focussed on 'holistic education'. The Deputy Head in charge of 

curriculum and discipline defined that as the 'development of each person in every 

area for the whole of life'. In turn, the head teacher defined her role as a 'champion/ 

.advocate of children', called to 'build the Kingdom', through integrating a holistic 

philosophy into the organisation of a school of 720 students. This the head teacher 

argued was to be achieved through 'the building of community' in which each 

person expresses love or care, thereby 'opening up the individual to growth and 

freedom'. She saw this of particular importance in an environment which was often 

hostile for the students and in which they encountered anger and abuse. The 

community of the school should provide them with an 'experience of love and 

growth'. She sought new 'leadership models' for the senior stUdents whom she 

wished to be respected as older students and prefects. A 'buddy system' for 

stUdents was to be initiated. 

The Head of Religious Education at the school, when speaking of the differences 

between the school and others on the island, spoke of the way that 'here the girls 

are involved with the influence of God in their lives'. To expand on this statement, 

she referred to a saying of the former principal of the school, namely, 'the act of 

doing good is a reward in itself'. The head of RE concluded that 'when the girls 

leave school, they will look to do good and to serve as the best they can be'. 

Feedback from employers of previous students to the head of RE was that the 

students were 'well trained', 'had good manners' and 'worked well in teams' as a 

result, she thought, of the school encouraging them to do projects in teams. 

There is a 'Code of Education' contained in the Education Act and every teacher is 

asked 'to be acquainted with the 'Code of Conduct for Teachers' and to act 

accordingly. The Guidelines for Teachers at the school concludes with the following 

exhortation: 
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We need to work with a friendly, loving and forgiving attitude. We need to 

work as a team. We need to strive for a distinguished professionalism in our 

teaching service. In this noble institution we value loyalty, initiative, 

creativity, simplicity and collaboration.(p 8) 

The headteacher was concerned that the school could not achieve such aims 

alone; rather strong partnerships were needed with parents, past students, the 

Ministry of Education, benefactors and the local parishes. In relation to the role of 

parishes, the headteacher commented that the Caribbean lacked the vital links 

which were such a dominant feature of Catholic school in the United States. She 

reflected that the traditional administration of education and schools by religious 

communities had distanced the parish communities from the work of education. 

Nonetheless, the Catholic church had a strong voice in Grenada, given its Catholic 

majority population, and she saw that it had a very particular mission, after 

September 11. That particular day of crisis had brought interfaith dialogue to the 

heart of everyday affairs in the Caribbean, when people of all faiths had come 

together to pray. For the head teacher it mattered that this coming together 

continued. In particular, she expressed concern that if the church was seen as a 

body which must always make a statement, it must not 'distance itself from the real 

problems of Grenada'. The example she used here was that of speaking out about 

children. Her concern was that if the church spoke out as an 'authority figure' it 

might distort both its own understanding of children and increase its distance from 

them. 

Behaviours 

The school has classes of up to 49 pupils and is operated by a system of heads of 

department, deans, class teachers, assistant class teachers and subject teachers. 

The principal, vice-principal, heads of department, deans and other senior teachers 

serve on a management committee which helps formulate policy and direction for 

the school, thus 'the principal makes her decisions after consultation'.There is a 

religious assembly every day to which 'teachers are invited'. On Monday mornings, 

however, when the assembly is more elaborate, 'all teachers are expected to 

attend'. Further, 'teachers despite their religious persuasion are expected to be 
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reverent during prayers and to see that their charges are reverent during prayers'. 

Teachers are also expected to be attached to at least one extra-curricular activity. 

The Head of RE spoke of the high level of teacher commitment in the school, giving 

as examples, telephones being answered at five in the afternoon and a low level of 

teacher turnover. 

The school teaches the national curriculum leading to the Caribbean Examination 

Council examination and lor the General Certificate of Education and specialises in 

business skills as well as academic skills. There is also a firm emphasis on sport, 

with the school excelling in a number of areas and a heavy commitment to running 

sports activities and clubs outside school time. The Health and Family Education 

curriculum is taught in RE and the class meeting time. This differs from government 

schools where it is taught by non-specialist staff across the curriculum. 

The Head of Languages described the students as being little interested in 

languages, although Spanish was compulsory in the first three years of secondary 

school. However, they had great respect for science and were very enthusiastic 

about sport. 

The RE curriculum was based on 'doctrine, scripture and personal prayer'. In the 

department, there were three teachers and one counsellor. Each term the staff held 

two meetings to evaluate their teaching of the syllabus. School retreats, which 

lasted two days for sixth formers, were led by people of faith but not necessarily 

religious. A concern which the Head of RE shared was that the RE curriculum and 

department were asked to integrate the religious and general mission of the school 

into their work but that this was not expected of the rest of the academic curriculum. 

The staff actively seek partnership with other schools to develop a curriculum for 

'health and family life classes'. They argued that much of the hostile environment 

which young adults faced had arisen because of the fragmentation of the family; in 

some instances, mothers had left Grenada for the UK and the USA to make money 

or fulfil their own potential. These 'gaps' in the family had left a vacuum about how 

to tackle problems. The school was therefore considering the teaching of parenting 

skills, which would be values oriented, in moral education classes. The head 

teacher also believed that concerns and issues around male underachievement in 
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the Caribbean should be met by women taking initiatives, particularly in values 

formation and home making. 

Indonesia 

Indonesia is one of the largest countries in the world. Its territory stretches in 

length from west to east 5,110 kilometres and from north to south 1,888 

kilometres and comprises 17,500 islands. Unlike the UK where it is possible 

to argue that religion has been privatized, Hefner (1998:162) has contended 

that Islam has grown increasingly dominant in public life there, although 

Muslim politics has remained 'decidedly pluricentric'. Jenkins (2002), 

however, puts forward the general thesis that the north, or western world, is 

seeing population stagnation and the decline of Christianity in the face of an 

overwhelming secularization. In the south, particularly, in Africa and Asia, 

Christianity is blooming where the population is set to rise. 

Jenkins noting the missionary element within Islam predicts likely clashes 

between supernaturalistic vibrant Christianity and militant conservative 

Islam. He suggests that where at present there is religious competition, by 

2050 there may well be geopolitical power struggles or bloody wars. 

Although Jenkins suggests that Indonesia, along with Egypt and the Sudan, 

is more likely to be quiescent, the question remains whether Christianity and 

Islam can coexist. Hefner, however, concludes his article on 'Secularisation 

and Citizenship in Muslim Indonesia' with a plea that conditions in society in 

general and in education specifically, must be organised effectively within 

the challenges of pluralism and multiculturalism, to ensure that human 

beings can live cooperatively to good purpose: 

In an era when certain Western and Muslim leaders speak of an inevitable 

'clash of civilzations', it is useful to remind ourselves of these shared 

challenges, and the fact that on all sides there are people of good will 

struggling to devise and defend a modern civility. (1998: 165) 
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The Indonesian education system provides for the provision of private faith schools, 

both Islamic and Christian. The case study which follows sets out to examine the 

social reality of one such school. It is worth commenting at this stage that within 

three years of the case study in Indonesia being completed, the Indonesia 

government was pressing for Islam to be taught in Catholic schools. In October 

1999, the Ministers of Education and Religious Affairs sent a joint letter to Catholic 

schools requesting that instruction in the Muslim faith be added to the school 

programme. The proposal was presumably motivated by the fact that 40 % of the 

pupils at Catholic schools are Muslim. Father Pujasumarta (2000), Vicar-General of 

Semarang diocese, said to the Bishops Conference's Education Commission that in 

keeping with the teaching of the Second Vatican Council the local church seeks to 

enhance relations with, and understanding of, other religions. 'However', he said, 'if 

Islamic instruction is eventually taught in Catholic schools, the private schools must 

be guaranteed the right to appoint who teaches this religious instruction'. Further, 

he argued: 

What we object to is that such pressure against the Catholic schools has 

been politically motivated. The bishop's call to enhance religious harmony 

has also been twisted into demanding Islamic instruction in Catholic schools. 

(Catholic World News, 29/03/2000: CW News.com/Fides) 

The first case study was undertaken in Indonesia in 1997 in a Catholic senior high 

school in a city of well over three million people in central Java. It houses one of the 

leading national universities, as well as a Catholic university, and is seen by 

Catholics as one of the 'cradles of the Catholic community' in Indonesia following 

national independence from the Dutch in 1945. During the case study I attended 

Mass in a large suburb of the city. It was a Sunday afternoon and a large church 

built very much in a Dutch style was crowded with people. To set the place of 

Catholic students in the province in which the school is situated in context, figures 

available for the religious affiliation of school pupils in the province in academic year 

2001/2 were as follows: 
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Muslim: 

Protestant: 

Catholic: 

Hindu: 

Buddhist: 

Total: 

The culture of School D 

The school and its foundation 

116,492 

5,201 

9,948 

211 

143 

131,995 

The school buildings are built within the Indonesian tradition of educational 

institutions, that is very solid buildings, gated from the road but opening onto a 

courtyard with classrooms within it over two or three levels, surrounded by a 

verandah. In the entrance hall and the headteacher's study, there is a picture of the 

President and a copy of the Pancasila, a five-point plan adopted by the country. 

Within each classroom there are crucifixes or statues and a wall-mounted frame 

containing the Pancasila. The school was founded by a religious order of brothers 

whose community began in the 1920s with the sole purpose of providing education. 

The school is private but works in consultation through its Board of Education with 

the Yogyakarta Provincial Office of Education and the General Secretary of 

Secondary Education. On Mondays and on national days and on days instructed by 

the government, the school conducts the national flag ceremony. Students wear 

uniform and hats for this ceremony. It is fee-paying according to parental means, 

but teaches the national curriculum of Indonesia and the students are entered for 

the national senior secondary school leavers' examination. 

At the time of the case study the head teacher was a lay Catholic and there was 

only one brother actively employed in the school as Head of Spiritual Affairs; the 

head teacher described him as 'an extension of the religious community in the 

school'. Teachers tend to work at the school for lengthy periods, so there is not a 

high staff turnover; staff receive salaries in line with government guidelines but 

there are also special incentives, particularly for long-serving teachers. 
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Beliefs held in the school 

In relation to the nation and the national culture, the school Handbooks stated that 

the school's graduates should: 

a. Be ski/led participants in development, who have a high dedication to the 

progress of the nation, the state and the church based on Christian spirit; 

b. Have critical, creative, constructive and productive spirits and attitudes in the 

life of the nation-state, which has the principle of unity in diversity based on 

Pancasila; 

c. Have exploratory and innovative spirits which enable them to live 

independently, and to participate in the development of science and 

technology for the betterment of social welfare; 

d. Have a healthy working ethos and high adaptation to new environments, 

that is, the higher levels of education, their working environment and society 

(Summarised guide to School D's Handbook, prepared by S. Belen, 12 April 

1996, p 12) 

In discussion with the headteacher it was clear that in relation to the nation and the 

national culture, the school sought to develop students who would be conscious of 

their national identity and their particular faith identity within a society which strives 

for unity within diversity. The school itself is an example of the ways in which the 

law in Indonesia supports the concept of a plural society and looks to private 

schools ( and universities) to provide levels of education which the state is not yet 

able to do. At the same time, the state system encourages the expression of 

differing religious commitments through, for example, its approach to religious 

education. In state schools, for example, the curriculum includes separate 

syllabuses for each of the recognised major faith traditions. These are taught by 

teachers from those faiths and the pupils receive instruction during school time; 

each faith syllabus is constructed to integrate the major themes and purposes of the 

new curriculum and thus permit genuine elements of coherence between religious 

and secular studies. 

183 



The school Handbook sets out the school's aims in relation to the Catholic Church 

as to: 

• make the Church present in the educational and cultural worlds in order to 

declare the Catholic faith and introduce transcendental purpose into human 

life, that is, to plant and develop a Christian mentality in society which is 

characterised by pluralistic cultures, materialism and pragmatism; and 

• produce a cadre of students needed to become the functionaries of an 

independent local church, who are well qualified, strong and able to fulfil the 

Church's need for a variety of service. (p 11) 

In relation to the student, the following aims are promoted: 

• To develop persons who are responsible and consistent, and therefore are 

able to choose freely values of life according to conscience and to develop 

clear attitudes in responding to life's problems; 

• To develop their potential optimally in terms of knowledge, skills, attitudes 

and values in life, so they will be ready to continue their studies in higher 

education and to live in society.(p10) 

The aims of the school can be traced to a number of authoritative sources. In the 

first place the curriculum is seen to be 'classical', that is academic, and grounded 

both in the national understanding of appropriate knowledge for educated senior 

high school students and in a 'Catholic' approach to curriculum discussed by, 

among others, Arthur and 8ryk. For at least one parent, however, the curriculum 

and the examination system were said to impose a heavy burden on young people 

in the country for they made no distinction between students of differing abilities and 

interests. As in the rest of Indonesia, students are taught in mixed-ability groups. 

The head teacher and the deputy head in charge of curriculum emphasised that the 

vision of the school sought to teach 'suitable and deeper knowledge' for 'better 

living', that is, 'not simply to relieve poverty and gain improved standards of living' 

but to incorporate it within 'religious, moral and ethical teaching', through which 

stUdents gain 'solidarity with the poor'. 
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Values and attitudes 

All the teachers who were interviewed stressed their wish to develop the 'whole 

person'. For the head teacher, the ideal graduate from his school would 'have a 

balance between the cognitive and the emotional' and would achieve a first degree 

(S1) at least. For the deputy headteacher in charge of curriculum, 'morality is the 

priority for the curriculum'. As far as he was concerned 'for a student who has 

intellectual ability but not a good moral attitude, teaching has been worthless'. For 

the Head of Spiritual Affairs, the mission of the school is to 'provide guidance for the 

young' and through its vision 'to provide brotherhood through community' and 'the 

option for the poor'. Most of all, 'students must be free to develop themselves' within 

a new kind of school organisation, which he described as 'a Christ-lover for the 

young'. 

For this vision to be achieved it was important that the school and its curriculum, 

particularly, in religious education, should 'meet the intellectual challenges of 

helping students know why they believe'. The head of spiritual affairs was of the 

opinion that some key aspects of this vision were yet to be realized in the school. 

He was not confident therefore that the final year students who took part ir:' this 

case study would exhibit some of the characteristics and values for which he was 

working. This need for structural change within the school and curriculum would be 

partly accomplished by the one religious brother working with other staff 'as a useful 

teacher not a brother'. The principles which the Head of Spiritual Affairs enunci.ated 

as the hoped for basis of his students lives were 'truth, justice, love and the power 

to encourage and move forward' and can be said to be values emanating from the 

Christian Gospels. He confirmed that they formed the basis for the two global and 

two general rules by which his community chose to live. 
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Behaviours 

The headteacher and a newly arrived member of staff emphasized the use of an 

induction period lasting one semester during which the staff, led by the headteacher 

involved new recruits in the principles and traditions of the school and conducted 

regular discussions with them. New teachers were also involved with senior 

teachers from outside the school through an organization of all Catholic schools in 

the region. Staff are also expected to attend an annual retreat of three days. 

The head teacher spoke of the importance of the staff retreat and regular internal 

staff meetings as means of 'building partnership' and 'family'. At those meetings 

'new ideas emerge' so that 'school does not become boring'. At the same time the 

head teacher repeated several times that each member of staff was unique and 

must be treated with individual respect. Staff work within the government's 

(Government of Indonesia, 1996) Ethical Code for Teachers, which is based on the 

national 5Ks (security/safety, cleanliness, orderliness, beauty, familiarity, that is, 'an 

expression of patterns of relationship among the headmaster, teachers, clerical 

workers and students, which reflects feelings and attitudes of mutual assistance, 

openness, co-operation, tolerance and mutual respect in the school community, p 13 

my translated guide) and within the religious brothers' vision'. 

Interviews with the head teacher, his deputy and other members of his staff 

identified certain individual organizational features of the school, including the 

'morning meditation' in which students stay in their classrooms accompanied by 

their class teacher and listen to gospel readings and meditations on them, which 

are organized by all members of staff on a rota system, over the school tannoy; the 

locking of the school gates when the morning bell rings, thereby ensuring that 

students who arrive late must report to the school counsellor; staff and students 

staying on the premises throughout the school day; additional afternoon activities, 

including additional lessons in mathematics, language and ICT and sport. 

Differences which the students encountered as a result of attending this Catholic 

school, as opposed to a state school, were described as, for those who were 

Catholic, attendance at the Eucharist at the beginning and end of each semester; 
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religious education classes held in common, unlike the state system in which 

students are taught RE within their faith group; participation in selecting readings 

for, and leading, 'morning congregations' and school Eucharists; attendance at 

school retreats; students and parents receiving copies of the school rules, which 

were regularly revised, each school year; and, every Tuesday students met with 

staff in a process of 'digging-out our faith', during which time students were 

encouraged to express their own ideas, opinions and uneasiness. 

Included in the school rules for students are the following prohibitions: 

Students are prohibited from keeping, hiding, owning and using knives, 

narcotics, cigarettes, drugs, alcohol which can endanger personal safety 

and all things which are contradictory and have no connection with teaching 

and learning activities in the school. 

Students are prohibited from any destructive activity, which destroys the 

norm of unity in the school environment. (School D Handbook, translated by 

S. Belen, p14) 

In conclusion, the deputy headteacher spoke of the need of the school to adapt, 

through its view of the curriculum and its values concerning the ideal student, to the 

changing needs of Indonesian society. For society, he argued, must modernise and 

the students must meet the needs of their country. 

In discussion with the Head of Spiritual Affairs, two future directions for the school's 

organisation and practice took priority. The first was to promote the concept of 

structure-change, through which the school becomes 'an organisation for the 

young', 'a Christ-lover for the young'. As such an organisation, its vision would be to 

achieve 'brotherhood through community'. There would be a complete acceptance 

of pupils as they are, and working through 'the option for the poor' would develop in 

stUdents the ability to grow and encourage their own creativity. He would wish to 

model the new organisation on one already working just north of the city, in which 

the guiding principles for the young people's activity are 'solidarity', 'charity' and 

'social action'. Thus the ideal school graduate would become the second focus for 

change, namely, that alongside the emphasis on the achievement of high academic 
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standards, there would be an impetus to develop students who were 'social 

changers'. By giving the young students increasing responsibility, self-reliance and 

control they would mature into creative adults capable of implementing social action 

and renewal. In terms of their faith, he would expect the students not only to have a 

'feeling' for their faith but a mature intellectual understanding. 

Looking forward to the next part of the presentation of the data 

The above completes the presentation of the first part of the data collected within 

the present study. Analysis of the data presented from the four schools will take 

place when the second part of that data, which has been collected under the 

heading of The student voice', has been explored in the following chapter. This first 

part of the presentation has attempted to let the voices of senior managers, parents, 

pastoral and subject staff explain the relationship between the foundational 

principles of their schools and the practices which constitute the students' 

experience of their school communities. The documentary evidence has proved a 

most helpful contextual device both in understanding the history of the foundational 

tradition in each school and the use of written communication in sustaining the 

values and practices of each culture. Only when the student voice has been heard 

will the full profiles of each school have been completed through a combination of 

quantitative and qualitative research methods. 

Summary 

The present chapter has set out the first part of the data collected at four Catholic 

schools in three countries. The data has been presented within a framework 

constructed to accommodate Lawton's hierarchical plotting of the constituent parts 

of school cultures. Placing the highest value on the beliefs at the heart of a school 

culture as a means of excavating the many layers which uphold its particular 

understandings of the purpose of education has produced clear benefits. The first is 

that it presents in bold relief the kinds of educated students each school is aiming to 

develop. The second is that it underlines the dependence of the distinctiveness of 

each culture on the articulation of that culture by the headteacher, as well as its 

communication through the senior teachers and the approved behaviours within the 
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whole school. The third is that in these particular schools, the religious education 

department stands out as being critical to the involvement of the students in the 

particular culture. 

In this part of the report on information gained about the relationship between a 

school's faith foundation and the values, beliefs and practices which shape its 

culture, some clear evidence has emerged of distinctiveness in each of the four 

school cultures. Even though each school stands within the broad tradition of 

Catholic education, the individuality of each one points to the need for careful 

scrutiny of the microcultures which together sustain and are sustained by the 

macroculture of Catholic education. The story told by one school culture, when 

layered upon the story told by another, and so on, will provide a means of writing a 

metanarrative of school cultures below in chapter 8. It is from that metanarrative 

that some guidelines for civic engagement with faith schools will be developed 

below in chapter 9, together with suggested criteria for evaluating their place or 

other wise in plural late modern societies. In the meantime, the next chapter will 

present the second half of the data from each school through means of the stUdent 

voice. 
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Chapter 7 The student voice and its significance in the study of 
school cultures 

Purpose of the chapter 

In this chapter the data collected by means of the student questionnaire will be 

presented under the general title of 'the student voice'. The purpose of the 

presentation is first to offer further data beyond that already found in chapter 6 

about the culture of each school. In the first part of the chapter, a profile of the 

students' beliefs, attitudes and values is established. It is hoped that the profiles will 

provide insight into the faith view or attitude to the world which characterises 

students educated in the four Catholic schools. In the second part, the student voice 

records the individual student experience in each of the four school cultures. The 

third part will consider what can be learned specifically through the use of a student 

self-review or questionnaire within the present methodology for the study of school 

cultures. 

A general introduction to the students taking part in the survey 

The students in the survey are from four schools in three countries. It is important, 

therefore, that we hear their voices from within the individual educational, religious 

and social contexts they inhabit. Nonetheless, when creating composite tables of 

the data from each school, it became clear that they shared some clear and 

common aspirations for their education in Catholic schools, as well as indicating, 

through the questionnaire, much common agreement with statements concerning 

their personal goals, values and beliefs. Apart from one school, which was private 

and catered mainly for Catholic students from Catholic families, but received state 

support and funding, the other schools were all part of the state education systems 

of their countries and admitted students based on their examination results and not 

their faith group. The emphases which become apparent across this diverse group 

of students, in terms of educational aspirations and perceived future identities, are, 

therefore, noteworthy and their commonalities are not a little unexpected. 

In order to measure the students' expectations of their faith schools, they were 

asked to indicate the degree of importance attached to certain aims of Catholic 
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secondary schools. The students' responses to the statements found in Os 24-34 

inclusive are presented in Table 1 below, showing their scores. Flynn (1993:160-

161) writes that expectations are 'not simply hopes or fantasies'. Instead he argues 

convincingly that they are 'expressive symbols which represent deep yearnings of 

the human heart' and refers to Oarmody (1990:2) who draws attention to the 

importance of aspirations because: 

The way any group will respond to the world in which they five wil/ 

be, in large measure, determined by their perceptions and 

expectations of the world. 

Table 1. Students' Expectations of Catholic Schools 

Gender Religion School 
Expectations Male Female Catholic Other Nan- Na A B C D 

Christian Christian religion 
faith religion 

Score Score Score Score Score Score Score Score Score Score Overall. 
Score 

Help students to 4.41 4.32 4.56 4.20 4.13 4.43 4.48 4.26 4.27 4.53 4.35 
discover and fulfil 
themselves as persons 
Provide an 4.23 4.42 4.42 4.35 4.00 3.86 4.35 4.09 4.61 4.43 . 4.34 
environment in which 
students faith in God 
can develop 
Assist students to 4.22 4.37 4.23 4.40 4.00 4.14 4.29 4.41 4.71 3.65 4.31 
achieve a high standard 
of performance in their 
school work 
Prepare students for 4.28 4.27 4.34 4.21 4.63 4.00 4.06 4.32 4.53 4.05 427 
their future careers 

420 Provide an atmosphere 4.07 4.29 4.24 4.20 3.75 4.29 4.32 4.11 4.41 4.00 
of Christian 
community where 
people are concerned 
for one another 
Provide students with 4.08 4.24 4.14 4.22 3.50 4.71 4.58 4.09 4.24 3.93 4.18.. 
advice on careers and 
further education 
Prepare students for 4.01 4.21 4.22 4.06 4.00 4.29 4.16 3.98 4.39 4.05 4.13 
higher education 
(university etc) 

4.06 Prepare students to 4.03 4.09 4.11 4.05 3.38 4.57 4.06 4.08 4.16 3.92 
become good citizens 
Help students 3.84 4.15 4.08 4.00 3.88 4.00 3.94 4.09 4.12 3.88 4.03 
understand the society 
in which they live 
Give all students a 4.00 4.04 4.14 4.03 3.00 3.86 4.03 3.80 4.29 4.08 4.03 
chance of success in 
some aspect of school 
life 
Integrate Religious 3.08 3.73 3.29 3.66 3.63 3.00 3.73 3.39 4.06 2.70 3.48 

Education with other 
subjects where possible 
Overall Score 4.02 4.19 4.16 4.13 3.81 4.1 4.18 4.06 4.34 3.93 U3 
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The overall score in the right hand column indicates that the following aspirations 

for Catholic schools found most positive agreement among this group of students: 

(i) Helping students discover and fulfil themselves as persons; 

(ii) Fostering an environment in which students' faith in God can develop; 

(iii) Supporting high standards of performance in school work; 

(iv) Preparing students for their future careers. 

All but one of the aspirations presented to the students resulted in an overall score 

indicating overall positive agreement among them in their hopes for the nature and 

practices of their Catholic schools. The strong emphasis found on looking to the 

school to help in their personal discovery of themselves as 'persons' is most 

interesting to note and will lead in the final chapter to an overall examination of each 

school cultures' commitment to, and performance in, the development of human 

flourishing within the lives of their students. At this point, it is worthwhile noting that 

Flynn's sample (1993:164) placed no religious or social concerns amongst their 

highest expectations. In Mtumbuka's sample (2003:175), on the other hand, the 

third highest aspiration was to have the school foster an environment in which faith 

in God can develop. The Malawian sample (2003:175), however, ranked the 

'discovery and fulfilment of themselves as persons' seventh, with a mean of 3.7. 

Equally, the lesser emphasis placed by the students, except in one school, on the 

role of the Catholic school in integrating religious education with other subjects 

where possible will be further explored below, in the light of the place of religious 

education within the curriculum of each school and in the attitudes of the students to 

it. It is helpful to note at this stage, however, that Flynn's sample (1993:165) of 

students from Catholic schools in Australia also ranked the integration of religious 

education with other subjects lowest in their expectations. Discussion will therefore 

also take place below about the differing perceptions of the place of religion and 

religious education in the culture of each school among staff, managers and 

students against the background of the students' strong agreement, exhibited in the 

table above, with the statement, 'the Catholic school should provide an environment 

in which students' faith in God can develop'. 
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The students' voice about the role of the school in fostering their faith in God 

emerges in the first table as strong and clear on this point. Perhaps it is useful to 

contextualize this strength of opinion among students in the global South. In chapter 

6 it was noted that each of the four schools in the study are in countries which 

Haynes(1998:1 0-11) assigns to his second category of relationships between 

religion and the state. That category he defines as 'generally religious states', which 

are 'guided by religious beliefs in general where the concept of civil religion is 

important but not tied to any specific religious tradition'. It is equally interesting to 

speculate on students' overall satisfaction with their school in this particular respect 

against information contained in Table 2, below, 'Influences on students' religious 

development' . 

The overall scores recorded at the bottom of each column draw attention to some . 

important differences in the responses to these statements between boys and girls 

and Catholics and other Christians. In the first place it appears that the girls have 

been more exuberant in their positive assent to all the statements, except, 

interestingly, the first, 'Helping students to discover themselves as persons'. 

Secondly, Catholic students' scores are markedly different in all cases, except two, 

by at least 0.05 from the overall scores in the right hand column. This trend is also 

found in the disparity between the scores resulting from the Catholic school 0 and 

the overall scores in the right hand column. 

Table 2 is devised from a cross-tabulation of students' responses from all four 

schools by gender and religious affiliation to Os. 141-149, inclusive. The rubric at 

the head of this section of the questionnaire reads, 'the following questions refer to 

various influences on your religious development over the years'. It is worthwhile 

speculating whether the levels of responses to each possible source of influence on 

their religious development 'over the years' led the students to look to their senior 

secondary school to provide a firmer level of influence than the table below 

suggests that their past and present schooling has permitted. 
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Table 2. Influences on Students' Religious Development 

Gender Religion School 
Influences Male Female Catholic Other Non- No A B C D 

Christian Christian religion 
faith religion 

Score Score Score Score Score Score Score Score Score Score Overall 
Score 

The example and 
4.32 4.09 4.13 4.19 4.25 4.57 4.24 4.25 3.88 4.4 4.18 

lives of your parents 
The Religious 
Education provided 3.67 3.58 3.81 3.51 3.25 3.29 3.66 3.78 3.31 3.7 3.62 
by your school 
School liturgies 
(Masses, prayer 3.57 3.5 3.92 3.26 2.75 3.71 3.21 3.67 3.26 3.83 3.53 
sessions, etc) 
The influence of your 3.49 3.53 3.85 3.32 3.25 2.71 3.17 3.52 3.52 3.75 3.51 
Catholic School 
The effect of a school 
Retreat, Christian 

3.07 3.38 3.63 3.01 2.5 3.33 2.89 2.98 3.46 3.7 3.26 
Living Camp, or 
similar 
The influence of a 

3 3.21 3.04 3.27 2.75 2.5 3.32 2.9 3.32 3.1 3.12 I youth group 
The example and 

3.3 2.98 3.13 3.09 3 3.29 2.97 3.17 2.77 3.53 3.11 
lives of vour teachers 
The influence of your 2.97 2.89 3.05 2.91 2.25 2.43 2.66 2.67 3 3.43 2.92 
friends and peers 
The influence of your 3.07 2.78 3.12 2.72 2.43 3.17 2.92 3.07 2.29 3.35 2.9 
Parish 
Overall Score 3.38 3.33 3.52 3.25 2.94 3.22 3.23 3.33 320 3.64 3.35 

The headline information contained in this table is clear and mirrors the findings of 

Flynn (1993:290) and Mtumbuka(2003:196). On the one hand, across boys and 

girls, those of a Christian affiliation and those with no religious affiliation, the 

examples and lives of their parents has been the strongest influence on their 

religious development. As a result, the section on 'beliefs' within the presentation of 

the data about each school below will contain background information about the 

religious affiliation or otherwise of the parents of the students who took part in this 

survey. It is not surprising to discover, however, that the students in the Catholic 

school rated more positively than the others the effect of school liturgies, retreats 

and their teachers on their religious development. It will be worthwhile, therefore, 

speculating about the effect of a Catholic school on the religious development of 

students who are on the whole Catholic and the effect of a Catholic school on 

students' religious development whose affiliation is primarily non-Catholic and 

sometimes non-religious as the analysis proceeds. There was a consistency of 

response across the schools to the level of influence of religious education on 

personal religious development. 
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The students were also asked to state the level of importance they placed on 

certain personal goals and aspirations. Table 3 contains information which makes 

very clear the personal goals of this particular group of students in the global South. 

Table 3. Personal Goals 

Gender Reli ion School 
Goals Male Female Catholic Other Nan- Na A B C D 

Christian Christian religion 
faith religion 

Score Score Score Score Score Score Score Score Score Score Overall 
Score 

To find God in my life 
and e;row in faith in Him 4.58 4.68 4.67 4.64 4.25 4.67 4.66 4.55 4.71 4.68 4.64 
To accept myself as the 

•. person I am 4.31 4.65 4.57 4.55 3.63 4.67 4.59 4.3 4.78 4.5 4.52 
To be honest in my 
deaIine;s with others 4.37 4.54 4.38 4.57 4.25 4.5 4.52 4.6 4.49 4.22 4.47 
To live up to the example 
and teachine;s of Christ 4.37 4.47 4.55 4.42 3.63 4 4.31 4.35 4.43 4.63 4.43 
To be happily married 
and have a happy family 
life 4.3 4.32 4.16 4.44 3.88 4.83 4.41 4.15 4.35 4.45 4.31 
To find personal 
happiness and 

... 

satisfaction in life 4.1 4.17 4.12 4.17 3.88 4.5 4.52 3.89 4.53 3.8 4.15 
To be important and 
successful in life 3.99 4.21 3.99 4.21 3.88 4.83 4.55 4.06 4.39 3.58 4.12 
To serve other people 4.17 4.04 4.01 4.16 4 4.17 4.07 4.66 3.57 3.85 4.09 
To make lifelong 
friendships with other 
people 3.94 3.99 3.84 4.09 3.5 4.5 4.07 4.26 3.86 3.6 3.97 
To make a lot of money 3.08 3.07 3.07 3.1 3.25 2.67 3.03 2.68 3.57 3.13 3.08 
Overall Score 4.121 4214 4.136 4.235 3.815 4.334 4.273 4.15 4.268 4.044 4.47 

One headline contained in this table is the comparatively low level of importance the 

students ascribe to material wealth. The overall score in the table giving guidance 

as to the level of importance ascribed to 'making a lot of money' shows that this 

goal receives the least support. Similarly, in Flynn's sample (1993:102) and 

Mtumbuka's (2003:201) 'making money' ranks lowest in importance. The four goals 

which receive the strongest overall rating of importance in Table 3 are: 

(i) Finding God and growing in faith in Him; 

(ii) Accepting of self and person; 

(iii) Being honest 

(iv) Living up to the example and teachings of Christ. 

In Table 1 the students' voice registered a plea that their schools would foster an 

environment in which their faith in God might grow as their second most important 
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aspiration for a Catholic school. In this table where the students are asked to focus 

on their personal development, the student voice again rates the significance of 

developing as a person highly, but this time places it second in their 'wish-list'. Thus 

they hope and expect their school educationally to provide for their development as 

a person, as in Table 1. For themselves, as in Table 3, they seek to find God and 

'grow in faith in Him'. The students' voice does not falter here. It is the school's role 

to develop them as people; as individuals, their hope is to find God and grow in 

faith. They do not see a contradiction. Caution is necessary here, though. This 

looks like a positive result but it may be an example of the well-known phenomenon 

of giving the interviewer what you think she wants to hear. On the other hand, 

Mtumbuka notes also the marked religiosity of the students, unlike those found in 

Flynn's Australian sample. 

The data relating to the students' actual experience of the school and how they 

considered some of the issues which arose from that experience, such as 

satisfaction, disenchantment, worry and/or depression are provided within the data 

presentation framework developed for each school. The questionnaire, however, 

contained 32 statements relating to perceptions of values and beliefs and the 

students were asked to 'consider each carefully and indicate the degree' to which 

they responded to the statements. This section of the general introduction to the 

students from the global South is offered as a further means of examining the 

marked commonalities found in the values and beliefs of the students from the four 

schools, as well as an opportunity to present the findings from the present study 

within the contexts developed by Flynn and Mtumbuka's research. The section of 

the questionnaire containing the 32 statements was headed, 'Values, Beliefs and 

Faith'. The responses which were received permits a profile to emerge of the 

students' views in eight value areas, namely religious beliefs and practices, the 

nature and practice of the Christian/Catholic church, social and political concerns, 

personal development and well-being, sexual morality, the use of drugs and right 

and wrong. 
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Table 4. Values, Beliefs and Faith 
Gender Reli ion School 

Values Male Female Catholic Other Nan- Na A B C D 
Christian Christian religion 

faith religion 
Score Score Score Score Score Score Score Score Score Score Overall 

Score 
People should be 
respected whatever 
their race, nationality 
or religion 4.81 4.94 4.96 4.85 4.75 4.86 4.86 4.75 5 5 4.89 
I believe in God 4.75 4.83 4.88 4.77 4.25 5 4.86 4.57 4.9 5 4.8 
God is a lovin2 Father 4.72 4.84 4.89 4.74 4.38 4.86 4.86 4.53 4.92 5 4.79 
I believe that God 
always forl!;ives me 4.62 4.77 4.83 4.63 4.25 5 4.9 4.45 4.78 4.9 4;71 
People today should 
respect the 
environment 4.58 4.64 4.78 4.57 4.63 3.57 4.45 4.54 4.73 4.72 4.62 
My faith helps me be a 
better person 4.55 4.59 4.59 4.54 4.38 5 4.86 4.42 4.43 4.78 4.57 
It is important for me 
to spend some time in 

I prayer each day 4.28 4.57 4.57 4.38 4 4.67 4.48 4.27 4.56 4.6 4.45 
Jesus Christ is truly 
God 4.15 4.6 4.7 4.33 2.63 4.57 4.48 3.84 4.67 4.97 4.42 
I know that Jesus is 
very close to me 4.31 4.47 4.53 4.45 2.63 4.5 4.41 4.19 4.54 4.58 4.4 
The trust and love of . 
my parents influence 

4;39 my approach to life 4.5 4.32 4.42 4.33 4.63 4.71 4.41 4.27 4.31 4.68 
The Church is very 
important to me 4.35 4.41 4.39 4.46 3.5 4.43 4.48 4.28 4.33 4.58 4.39. 
I try to be friendly and " 

helpful to others who 
are re.iected or lonely 4.24 4.39 4.22 4.4 4.5 4.43 4.48 4.47 4.39 3.93 4;33 
Abortion is a worse evil .... 

than the birth of an 
unwanted child 4.43 4.26 4.38 4.26 4.38 4.57 4.17 4.47 4.06 4.55 433 
I am coming to believe 
because of my own 

•••••• convictions rather than 
the beliefs of others 4.19 4.24 4.29 4.19 3.88 4.29 4.17 4.14 4.15 4.47 422 
The Gospel of Jesus ". 
influences the way I 
lead my life 4.21 4.21 4.16 4.32 3.43 4 4.17 4.1 4.29 4.3 421 
Euthanasia, or the 
mercy killing of the 
sick or dying, is 
morally wrong 4.03 4 3.67 4.27 4.38 4 4.28 4.15 4 3.63 4.01 

Jesus Christ is truly 
•••• present in the 

Eucharist 4.04 3.96 4.62 3.55 2.86 4.14 3.88 3.78 3.68 4.78 3.99 

I have developed my 
own way of relating to 
God apart from the 
Church 3.6 4.02 4.08 3.71 3.13 4 3.79 3.56 4.27 3.85 3.85 

I accept the churchs 
teaching on birth 
control 3.82 3.79 4.01 3.57 4.13 4.14 3.86 3.95 3.47 3.95 3.8 

I experience times of '.' 

questioning when I am 
uncertain and confused 
about my faith 3.51 3.86 4 3.53 2.38 4.57 3.93 3.35 3.94 3.88 3.72 

I would go to Mass on 
Sundays even ifI were 
free to stay away 3.57 3.72 4.3 3.32 1.86 2.71 3.5 3.4 3.38 4.5 3;66 

I am disturbed at times 
by my lack of faith 3.27 3.74 3.86 3.37 2.13 4.14 3.14 3.19 4.06 3.8 3.55 
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The Church needs 
women priests 3.08 3.23 3.09 3.19 3 4 3.14 3.35 3.28 2.78 3.17 
I try to follow the 
Catholic way of life 
without questioning it 3 2.55 3.25 2.39 2 2.29 2.34 2.56 2.6 3.46 2.73 
It is all right for people 
who are not married to 
live together 2.35 2.64 2.47 2.51 3.25 2.43 2.38 2.63 3.12 1.73 2.52 
I have rej ected aspects 
ofthe teaching ofthe 
Church in which Ionce 
believed 2 2.14 1.88 2.23 2 2.57 2.46 2.21 2.35 1.3 2.08 
I think that Church 
services are borinl( 1.86 2.22 2.2 2.01 1.88 1.86 1.9 1.71 2.92 1.78 2.08 
Trying out drugs is all 
right, as long as you 
don't go too far 1.89 1.55 1.62 1.77 1.5 1.57 1.41 1.97 1.53 1.63 1.69 
The homeless and 
disadvantaged people 
in society dont concern 
me at all 1.55 1.64 1.46 1.75 1.25 1.71 1.48 1.65 1.67 1.55 1.61 
It is all right to take a 
small item from a large 
department store if 
everyone else does it 1.61 1.6 1.46 1.69 1.5 2.14 1.86 1.95 1.29 1.27 1.6 
I think that saying 
prayers does no good 1.35 1.26 1.26 1.3 1.63 1.14 1.38 1.42 1.18 1.18 1.3 
Jesus does not mean 
anything to me 1.2 1.14 1.12 1.21 1.25 I 1.07 1.31 1.12 1.05 1.16 
OVerall Score 3.51 3.60 3.65 3.52 3.14 3.65 3;56 3.48 3.62 3.63 3.56 

In relation to the students' faith, table 4 continues the story begun in table 2, that of 

the student's almost unanimous belief in God, including those who belong to no 

religion. At the same time, these students perceive God as 'a loving father'. 

Equally strongly, the students believe that their faith impacts positively on the kind 

of person they are. Mtumbuka(2003: 194) similarly comments that one of the most 

important findings of his study was that almost all the students said that they 

believed in God and that faith helped them to be better persons.ln Flynn's sample 

(1993:306) a high proportion of students, 81%, say they believe in God, showing a 

mean of 4.37, whereas the mean relating to the impact of religious faith on their 

ability to be better persons is reduced to 3.53. In table 4, there is also evidence that 

the students in this survey believe the church to be important to them. Given their 

various denominational and non-religious backgrounds, this response probably 

indicates a personalised understanding of 'church' and not the Catholic church. 

With such a strong view of the church's significance in their personal lives, it will be 

important to enquire whether the students are able to make a formal study of 

religious institutions other than Catholic, in their own and others' societies. 
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Most importantly table 4 strongly indicates that the majority of students were holding 

beliefs 'because of my own convictions rather than the beliefs of others'. The overall 

scores recorded in the table are each higher than that recorded by Flynn's sample 

(1993:349) in response to the same statement as 3.66. 

Among the students, there were a slightly higher number of Catholic students and 

non-religious students who hold this view, although the figures for other Christian 

students were very close behind. It is those who believe in a non-Christian religion 

who figure less positively. Perhaps, it is not surprising that it is in the school where 

the majority of students were Catholic that the percentage of those agreeing most 

strongly with this view are found. The table, therefore, provides evidence that 

attendance at a faith school does not necessarily induce a belief in its students that 

they are being indoctrinated into anyone position, and that their own views and 

beliefs are not welcome. Perhaps, the most striking example of this is found in the 

Catholic school, in which all the students believe in God, and like their fellow 

students with varying religious backgrounds across all four schools, agree strong Iy 

in the place of prayer in daily life, yet show a very wide spread of responses to the 

statement, 'I accept the church's teaching on birth control'. Secondly, such strong 

evidence from this data and that of Flynn regarding the fostering of individual values 

and beliefs among young adults prompts an examination of the whole school 

culture as to how each school promotes such personal development among its 

students. 

Certain defining characteristics of this group of students emerge from the data in 

table 4. For example, the table presents a picture of these schoolleavers as 

strongly committed to reaching out to others who are 'lonely or rejected'. The 

responses in this value area, however, indicate that the strength of agreement with 

this statement is at its lowest in the school with a majority of Catholic students. 

Some explanation for this might be found by looking simultaneously at the response 

to the statement 'the homeless and disadvantaged people in society do not concern 

me at all', the students in that same school show almost the strongest 

disagreement. By so doing, a clear picture emerges of the statement provoking 

almost total disagreement from the students in all four schools. The response to the 

statement concerning respect for others whatever their race, nationality or religion 

was overwhelmingly positive. Respect for others among this group of school leavers 
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in the global South is clearly an important characteristic, as it was among Flynn's 

sample. An equally defining characteristic is their concern for the environment. 

Attitudes towards right and wrong are highlighted in the students' responses to two 

statements: 'it is alright to take a small item from a large department store if 

everyone else does it' and 'trying out drugs is alright so long as you don't go too 

far'. There are two interesting patterns to note in the responses to the first 

statement. Girls and boys were equally in disagreement with the statement. In the 

two schools situated in the same country the scores were almost the same. In the 

two schools in countries widely differing in culture and religious composition, the 

strength of disagreement was virtually the same between the two schools. The 

response to the statement concerning the taking of drugs marks out two small 

differences. First the girls are marginally more disapproving than the boys. There is 

also a slight difference in response between students in schools A and B in the 

same country. The response of the students in Mtumbuka's (2003: 192) study to the 

appropriateness of taking drugs shows a similar unwillingness on the part of the 

students there to agree with the statement, 'trying out drugs is alright', giving rise to 

mean of 2.1. 

In respect of their responses concerning moral values and attitudes to co-habiting, 

abortion and euthanasia, which affect the lives of others as well as themselves, the 

students showed some interesting differences among themselves. In response to 

the statement, 'it is alright for people who are not married to live together', the girls 

were a little more in agreement than the boys. Overall, one country, in which it is 

noted that patterns of family life had often changed as a result of migration to the 

United States or the UK and other contributory factors such as the absence of 

mothers from families for long periods of time, there was a more positive trend in 

the responses. The statement that 'abortion is a worse evil than the birth of an 

unwanted child' elicited a very positive response across all the schools. It is 

perhaps worthwhile to note that the boys were slightly more positive than the girls. 

Mtumbuka's (2003:192) mean of 4.5 to response to the statement, 'abortion is 

always wrong' indicates a similar level of positive response between both samples. 

The statement that euthanasia is morally wrong drew a slightly less overall positive 

response across the schools than the statement concerning abortion. Whether the 

difference in response can be attributed to the issue of abortion being closer to the 
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experience of the majority of the students, or whether the attitudes to euthanasia 

reflected differing cultural views of death and sickness was not probed with this 

group.The data does show, however, that there were no substantial differences 

between boys and girls in their responses and that the Catholic students were less 

positive in their agreement than non-Catholic Christians. 

Flynn (1993:312-313) suggests that his data shows 'a marked decline in the moral 

values of students' over the last two decades when judged in the light of the 

Catholic church's moral teaching. For him this involves: 

• A greater acceptance of abortion by students; 

• A greater willingness to accept that it is alright for people who are not 

married to live together; 

• An increasing tendency to view euthanasia as morally permissible. 

Using Flynn's Australian sample as a benchmark for western attitudes to certain 

moral issues among young people, it is clear that the sample of students from the 

global South in the present study are rather more conservative than those of Flynn 

but they display some similar characteristics. Used another way, it is clear that the 

young people in the present sample, who are of varying religious affiliations and 

none, despite their attendance at a Catholic school and exposure to Catholic 

teachers, have chosen to make up their own minds on personal, social and moral 

issues on which the Catholic church has very firm teaching. The question which 

must be probed in relation to each school culture is, 'to what extent the school 

explicitly seeks to develop autonomy and personal maturity in areas of personal, 

social, and ethical matters?' 

Table 4, however, also offers a corrective to the view that it is simply to the school 

culture that the attitudes, values and beliefs of the students can be attributed. The 

response to the statement, 'the trust and love of my parents influence my approach 

to life' receives a very positive level of response within the four schools and from 

boys as well as girls. Thus the students perceive that their personal, social and 

moral values are influenced a good deal by those of their parents. At the same time, 

the role of the school, in partnership with parents and others, in this crucial 

formative personal and social development must be probed and good practice 

supported. As Rutter et al (1979) pointed out the young person spends 

considerable time in school and therefore away from parental and home influence. 
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What should be the role of the school? This is a particularly worthwhile question to 

ask of the four schools which took part in this study since the head teachers and 

teachers in each of them spoke of a number of reasons why the students were 

often separated from their parents for long periods. For example, in the schools in 

Botswana, the students were often from rural areas and they boarded either at the 

school or with relatives or others in the towns where the schools were situated. In 

the Caribbean school, much emphasis was placed on the break down of traditional 

family life through migration and, as in the African schools, the students often lived 

some way from the capital city in which the school was situated. 

Certain key attributes have emerged among the students with whom this general 

introduction has been concerned. In brief these are: 

• belief in God, on the whole, and the belief that their faith impacts on their 

development as persons; 

• beliefs held through personal conviction not the say of others; 

• respect for others, whatever their religion, race or nationality and respect for 

the environment; 

• awareness of parental influence both in matters of belief and personal, 

social and moral values. 

Some common aspirations for the future have also emerged: 

• finding God and growing in faith in Him; 

• being accepting of self; 

• being honest; 

• living up to the example and teachings of Christ. 

When recording the life-goals and values of the Australian students, Flynn 

(1993: 101) describes values as 'deeply-held beliefs which persist over time and 

have a strong motivation towards action'. In other words, it will be such values 

which underpin the students' reflections on their schools, while responding to the 

questionnaire. This is important since some of the students' responses recorded 

through the questionnaire on matters such as their school, its curriculum, teachers 

and peers should offer an insight into the unique place of values within the culture 

of an individual school. On the one hand, the values of the students can be seen as 
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a means of testing the extent to which the culture of the school, in Meissner's 

(1970:124) words, 'touches and involves the individuals'. On the other, they in turn 

provide a test of the ability of a school culture to be shaped by the values of the 

stUdent. 

In the students' expectations about the schools in which they study, there have 

been four common emphases, namely: 

• Helping students discover and fulfil themselves as persons; 

• Fostering an environment in which students' faith in God can develop; 

• Supporting high standards of performance in school work; 

• Preparing students for their future careers. 

It is important that the data is able to record the students' response as the cultural 

matrix of the school touches and involves them within the loci of their personal, 

spiritual, moral and educated selves. The above list simply summarises the four 

expectations which received the highest scores in the stUdents' response to that 

particular section in the questionnaire. On almost all aspects of that section within 

the questionnaire the students were positive, including their hopes that the school 

would prepare them to be good citizens, help them to understand the society in 

which they lived and give all of them a chance of success in some aspect of school 

life. In this way, the students showed themselves very willing, active and thoughtful 

members of their school cultures. 

The student experience in four school cultures 

The following section, therefore, will seek to trace their experiences of those 

individual school cultures and indicate the extent to which those cultures met the 

students' expectations, concerns and profiles. The data will also be interrogated in 

order to ascertain the extent to which each school created and sustained social 

cohesion among sometimes diverse religious and ethnic communities of teachers 

and stUdents. 

The student voice telling of individual and group experiences of each of the four 

school cultures will be composed partly from the students' responses both to the 
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open and closed questions within the questionnaire and partly from records of 

individual and group interviews. Responses to the closed questions have provided 

data which indicates clear patterns in the students' experience of the beliefs, values 

and behaviours which create the defining structure and spirit of the individual school 

culture. The voice which emerges from response to the open questions which 

concerned the students' appreciation and valuing of their school, any changes 

which they would wish to make to it and their descriptions of the unique spirit which 

exists at the school is at times frequently confirmatory of the patterns from the 

closed questions. Thus within the information provided by the students' voice there 

also exist the small voices found at the farthest end of the five-point scale away 

from the majority of their peers telling a particular and individual story about living 

within a specific school culture. 

A goodly number of students wrote individually but using some common language 

about the unique spirit of the religious! family community of the school, the self

discipline promoted there, the good relations found between Catholics and non

Catholics, teachers and students, religious education and other curriculum subjects, 

as well as the sheer happiness of being at a particular school. One questionnaire 

recorded, however, that 'mission schools should be abolished' and another that 

'school didn't understand the importance of drugs to youth' and another that there 

was a suspicion that Catholic students were treated better than non-Catholics. 

Equally, interviews held with individual students tended to lead to confirmation of 

aspects of the school's individual culture and the students' responses to them. 

Those held, however, with groups of five or six students generated a conversation 

among the group which in their character and breadth of topic yielded mature 

observations and reflections not only on the school but also on their perception of 

their lives within a whole range of diverse cultural experiences of which their school 

was one. The experience of such group interviews, which are recorded within the 

section on the Caribbean school, leads to the conclusion that this form of 

conversation with groups of students is rather more useful than individual 

interviews, within this specific framework of a study of school cultures. 
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Botswana School A 

The sample of schoolleavers who responded to the questionnaire numbered 31, of 

whom 15 were boys and 16 girls. The sample relating to the open-ended questions 

comprised (i) 1 Catholic male; (ii) 4 male and 5 female non-Catholic Christians; and 

(iii) 1female of no religion. 

Beliefs 
a) students' and parents' beliefs 
5.1 Students' beliefs 

Catholic Other Christian Non Christian 
Religion 

No religion 

% 
25.8% 

faith 
% 

61.3% 

5.2 Parents' religious beliefs 
Practising Non-

% 

Other Non-

% 
12.9% 

No 
Catholic practising Christian Christian religion 

Catholic faith religion 
% % % % % 

Mother's religion 29.0% 71.0% 
Father's religion 13.8% 3.4% 55.2% 6.9% 20.7% 

In school A the students rated equally as most important in their values and beliefs 

that: 

• People should be respected whatever their race, nationality or religion; 

• I believe in God; 

• God is a loving father; 

• My faith helps me to be a better person 

b) school life and climate 

The students' considered their four highest expectations of the school to be that it 

should: 

• provide students with advice on careers and further education; 

• help students to discover and fulfil themselves as persons; 

• provide an environment in which students' faith in God can develop; 

• provide an atmosphere of Christian community where people are concerned 

for one another 

76.7% reported being happy at the school, with a further 13.3% believing this was 

probably true. 
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5.3 School Life and Climate 
School Life and Climate Certainly Probably 

Uncertain 
Probably Certainly 

FALSE FALSE TRUE TRUE 

% % % % % Mea 
SCHOOL A n 
Q65 The Principal encourages a sense of community and 

33.3% 66.7% 4.67 belonging to the school 
Q42 This school has a good name in the local community 3.2% 3.2% 25.8% 67.7% 4.52 
Q71 School rules here encourage self-discipline and 

6.7% 6.7% 20.0% 66.7% 4.40 responsibility 
Q48 Adequate counselling help is available to students 3.2% 9.7% 3.2% 16.1% 67.7% 4.35 
Q53 The things I am taught are worthwhile learning 3.2% 9.7% 3.2% 32.3% 51.6% 4.19 
Q63 I feel proud to be a student of this school 13.8% 3.4% 20.7% 62.1% 4.14 
Q58 The Principal places importance on the religious nature 

3.2% 19.4% 38.7% 38.7% 4.13 of the school 
Q35 The relationships between parents and staff are very 

19.4% 51.6% 29.0% 4.10 friendly 
Q70 If students have difficulty with school work, most 

6.7% 3.3% 13.3% 26.7% 50.0% 4.10 teachers take time to help them 
Q66 I have been happy at school 6.7% 3.3% 13.3% 30.0% 46.7% 4.07 
Q67 I would send my children to a Catholic School 16.7% 6.7% 10.0% 10.0% 56.7% 3.83 
Q39 Most teachers in this school show a good deal of school 

6.5% 6.5% 9.7% 61.3% 16.1% 3.74 spirit 
Q62 Most other students are very friendly 6.7% 13.3% 16.7% 26.7% 36.7% 3.73 
Q37 Most teachers are well qualified and have good 

3.2% 16.1% 16.1% 35.5% 29.0% 3.71 teaching skills 
Q52 I am treated with respect by other people at school 6.5% 12.9% 22.6% 22.6% 35.5% 3.68 
Q50 This school places too much emphasis on external 

3.4% 3.4% 34.5% 41.4% 17.2% 3.66 conformity to rules and regulations 
Q59 There is a happy atmosphere in the school 6.7% 16.7% 16.7% 26.7% 33.3% 3.63 
Q60 Catholic teachers here set an example of what it means 

10.0% 16.7% 10.0% 26.7% 36.7% 3.63 to be a practising Catholic 
Q55 Other students accept me as I am 12.9% 9.7% 9.7% 38.7% 29.0% 3.61 
Q69 If I had to do it all over again, I would attend a Catholic 

20.0% 6.7% 13.3% 13.3% 46.7% 3.60 School 
Q57 Most teachers go out of their way to help you 12.9% 12.9% 12.9% 25.8% 35.5% 3.58 
Q43 I can approach the Principal for advice and help 12.9% 12.9% 19.4% 25.8% 29.0% 3.45 
Q46 Most teachers carry out their work with energy and 

3.2% 25.8% 19.4% 25.8% 25.8% 3.45 pleasure 
Q51 Everyone tries to make you feel at home in this school 16.1% 12.9% 9.7% 32.3% 29.0% 3.45 
Q47 Discipline presents no real problem in this school 6.7% 13.3% 26.7% 40.0% 13.3% 3.40 
Q38 Students here know the standard of conduct expected 

10.0% 10.0% 26.7% 40.0% 13.3% 3.37 
of them 
Q41 Most teachers know their final year students as 

16.1% 9.7% 22.6% 29.0% 22.6% 3.32 
individual persons 
Q56 A good spirit of community exists among final year 

9.7% 22.6% 16.1% 38.7% 12.9% 3.23 
students 
Q36 Students here think a lot of their school 16.7% 3.3% 36.7% 30.0% 13.3% 3.20 
Q45 Senior students understand and accept the religious 22.6% 3.2% 35.5% 19.4% 19.4% 3.10 
goals of the school 
Q40 Final year students here are not given enough real 22.6% 16.1% 19.4% 22.6% 19.4% 3.00 
freedom 
Q61 Most teachers show that people are more important 16.7% 16.7% 20.0% 43.3% 3.3% 3.00 
than rules 
Q64 There are ways to have school rules changed if most 

26.7% 6.7% 30.0% 23.3% 13.3% 2.90 
students disagree with them 
Q68 Most teachers never explain why they ask you to do 26.7% 16.7% 16.7% 33.3% 6.7% 2.77 
things around here 
Q49 This school is a place where I feel lonely 48.4% 19.4% 3.2% 12.9% 16.1% 2.29 
Q54 This school is a place where I feel worried 48.4% 16.1% 3.2% 22.6% 9.7% 2.29 
Q44 I feel depressed at school 41.9% 22.6% 9.7% 22.6% 3.2% 2.23 

Other positive findings within the table include: 
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(i) A very strong conviction that the headteacher encourages a sense of 

community and belonging to the school and a slightly lesser sense that 

he places importance on the religious nature of the school; 

(ii) A strong sense of the school's reputation in the local community; 

(iii) A very firm view that the school rules encourage self-discipline and 

responsibility and that adequate counselling help is available; 

(iv) A slightly less strong, though positive view, that the things that are 

taught are worthwhile learning, and that if students have difficulty with 

their school work then most teachers take time to help them. Equally 

positively, the students are proud to be students of the school; 

A much wider spread of response is seen in relation to statements regarding 

relationships within the school, such as 'other students accept me as I am' and 'a 

good spirit of community exists among final year students'. There is, however, a 

more positive response to the statement 'there is a happy atmosphere here' and 

'most other students are very friendly'. 

On the whole, students do not believe that they are depressed at the school, 

although about a fifth believe they probably are. A similar response is found in 

relation to 'feeling worried'. Whether some of the underlying personal stresses 

examined above are caused partly through poor interpersonal relations between 

students or whether partly through the senior students' ambivalence towards the 

religious goals of the school, is not clear from the table. It is noteworthy, however, 

that a high proportion of the students claim not to understand nor to accept the 

religious goals of the school. Perhaps the response to the two statements 

concerning their future use of Catholic schools hints at the students' own 

ambivalence. More positively agreed that they would send their children to a 

. Catholic school than agreed that 'if they had to do it all over again they would attend 

a Catholic school'. 

Students' attitudes and values towards the school 

a) agents of community spirit 

In the table below, students' valuing of respect as of utmost importance is 

presented together with their attitudes towards two other major aspects of 

community building. 
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5.4 Agents of Community Spirit 
Certainly Probably 

Uncertain 
Probably Certainly 

Agents of community Spirit 
FALSE FALSE TRUE TRUE 

SCHOOLID=A % % % 
Mea 

n 
Q 117 People should be respected whatever their race, 

13.8% 86.2% 4.86 nationality or religion 
Q65 The Principal encourages a sense of community 

33.3% 66.7% 4.67 
and belonging to the school 
Q 113 I try to be friendly and helpful to others who are 

3.4% 44.8% 51.7% 4.48 
rejected or lonely 

The very high value placed on respect for people would suggest that this principle 

forms the basis for much of the students' moral commitments and practise. Such a 

finding is encouraging and reflects positively the argument made by Mmolai (1999). 

He argues that 'a careful analysis of the roots of the various conflicts that have been 

raging in Africa shows the pivotal nature of social issues in the political and 

economic life of Africans, and for that matter Botswana'. He concludes that 'social 

issues must playa primordial role in the education curriculum'. The finding that 

respect for other people whatever their race, nationality or religion lies at the core of 

these students' attitudes and values in Botswana bodes well for their interest in and 

commitment to the social and personal curriculum of the school. Again there is a 

very positive affirmation of the students' concern to befriend the rejected or lonely. 

Such respect and concern for others is clearly both promoted and nourished by the 

headteacher's encouragement of a sense of community and belonging in the 

school. Two comments from the students in their response to the open-ended 

questions support this general conclusion. 

'What I can appreciate about my school is that it is a good school which 

supports students' ideas and the main value is trust. It is trust that is a 

community builder.' (A non-Catholic Christian male) 

'The way the school is trying to mould students into valuable citizens. The 

student empowerment.' (a non-Catholic Christian male) 

In the first, it is clear that respect for others builds trust within this particular school 

community. The second builds on the idea of trust as a community-builder. The 
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school community itself empowers the students and this, in turn, moves or faces the 

students outwards so that they begin to understand their responsibilities to others 

as citizens. 

b)students' comments 

The students' comments fall predominantly into three areas. The first area is the 

relationship between religion and the school. On the one hand, this involves 

discussion of the status of the school and the role of religion in it. Thus one student 

writes: 

I appreciate the way teachers show the student the importance of school 

and religion in their lives. (A non-Catholic Christian female) 

While another writes: 

My school has got nothing different from other secondary schools apart from 

the fact that it is a mission school .... The change I would make is to have 

Masses optional for the non-Catholic students. (A non-Catholic Christian 

female) 

Another non-Catholic Christian male simply writes, 'Invite the different religions into 

the school'. While another non-Catholic Christian male expresses some of the 

uniqueness of the school by writing of 'the way in which little is done without 

involving God. Much effort has been put into making us realise the significance and 

importance of introducing God in our everyday lives'. Finally in this area of the 

relationship between religion and the school, one non-Catholic Christian female 

concludes that the school 'has brought change in many stUdents' lives: It has really 

strengthened our beliefs and faith. I enjoy myself'. 

The second area involves the perceived discipline experienced within the school. 

For example, one non-Catholic Christian male writes: 

The school's students have more self-diSCipline than the local non-Catholic 

schools. Cooperation amongst students is to the minimal. Despite this, it's a 

great school. 

Three short sentences here express a seemingly diverse school experience, yet 

one which seems to be very satisfying. Does this particular student value the school 

discipline as a means of bringing together diverse groups of people, who although 

professing respect as their basic tenet of living, nevertheless, find being co

operative difficult. Two other students, however, write: 
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There is cooperation between people and mostly there is guidance carried 

on people. (A female of no religion) 

All that I can say is that the students are all one group. They help each other 

and also the teachers support our work by guiding us on how to develop 

ourselves. (A non-Catholic Christian male) 

The third area of comment involves the behaviours of the school as an educational 

institution. One comment speaks for several students and it simply asks the school 

to: 

Abolish corporal punishment. 

The headteacher had spoken of the need to replace corporal punishment with other 

forms of discipline, though pointing out that corporal punishment was still advocated 

by the Ministry of Education. 

Another student pleaded, 'Build more labs', thus emphasising the interest in the 

science curriculum and, at the same time, the pressure felt in the schools and the 

Ministry to up-grade and develop the facilities of senior secondary schools to meet 

the challenges of the global age. 

Perhaps this final student sums up most cogently the overall character of this 

school as an educational institution: 

The unique spirit is hard work, excellence and perseverance. We probably 

are the only people who have the longest study time and our teachers are 

very encouraging. A lot of them have so much energy and excitement about 

their work. (A non-Catholic Christian female) 

Behaviours 
a) the curriculum 

The students' expressed their most important personal goals as being: 

• To find God in my life; 

• To accept myself as the person I am; 

• To be important and successful in life; 

• To find personal happiness 
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The following two tables concerned with that most important behaviour of any 

school, curriculum, afford some insight into the extent to which the students believe 

the school helps them to achieve their personal goals. 

5.5 The Curriculum 
Curriculum Certainly Probably 

Uncertain Probably Certainly 

SCHOOLID=A FALSE FALSE TRUE TRUE 

% % % % % 
Mea 

n 
Q78 The subjects taught offer useful knowledge or skills 3.2% 9.7% 19.4% 67.7% 4.52 
Q84 The school places sufficient emphasis on cultural 

6.9% 10.3% 20.7% 62.1% 4.38 activities (music, art, drama, etc) 
Q75 There is a good sports programme in the school 3.2% 9.7% 25.8% 61.3% 4.32 
Q80 The subjects taught in the school are relevant to real 

3.2% 9.7% 38.7% 48.4% 4.32 life and to students needs 
Q81 The subjects taught here prepare students 

3.3% 16.7% 30.0% 50.0% 4.27 adequately for future employment 
Q77 The subjects offered develop the capacity for 

3.3% 16.7% 43.3% 36.7% 4.10 independent and critical thinking 
Q79 The Religious Education programme is an 

6.5% 9.7% 6.5% 25.8% 51.6% 4.06 important part of the curriculum 
Q82 The Curriculum of the school is dominated too 

10.3% 20.7% 37.9% 31.0% 3.90 much by examinations 
Q73 There are opportunities for students to get to know 

19.4% 19.4% 19.4% 41.9% 3.84 teachers outside the classroom 
Q74 The out-of-school activities of the school have 

6.7% 6.7% 16.7% 46.7% 23.3% 3.73 sufficient variety and scope 
Q72 The curriculum of this school meets my present 

10.0% 16.7% 6.7% 33.3% 33.3% 3.63 needs 
Q83 A Christian way of thinking is presented in the 

16.7% 16.7% 23.3% 13.3% 30.0% 3.23 subjects taught here 
Q76 The school offers a good range of subjects to older 

25.8% 6.5% 22.6% 25.8% 19.4% 3.06 students 

The statement receiving most positive agreement is 'the subjects taught offer useful 

knowledge and skills'. Other distribution of percentages which tend to the very 

positive end of the five-point scale relate to: 

(i) A sufficient emphasis being placed on cultural activities; 

(ii) The existence of a good sports programme; 

(iii) Subjects preparing students adequately for future employment; 

(iv) Subjects developing the capacity for independent and critical thinking 

(v) Subjects taught in the school are relevant to real life. 

The positive response to the statements relating to the matters above is also 

evident in the distribution of the majority of responses to the statement 'religious 

education is an important part of the programme', although a sizeable 20% are 

uncertain or indeed believe the statement to be false. These figures move quickly 

towards the negative end of the scale in relation to the statement 'a Christian way of 

thinking is presented in the subjects taught here'. The clearly positive response to 

religious education might indicate that the subject in itself presents a Christian way 
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of thinking and fits, as well, into the positive attitudes to most of the curriculum 

experience described above. Is it therefore the success of religious education which 

highlights the failure of other subjects to present a Christian way of thinking? 

b) religious education 

5.6 Religious Education 
Certainly Probably 

Uncertain 
Probably Certainly 

Religious Education 
FALSE FALSE TRUE TRUE 

SCHOOLID=A % % % % % 
Mea 

n 
QI08 RE classes help me to understand the meaning of 

3.6% 3.6% 3.6% 21.4% 67.9% 4.46 life 
QIOI Christian marriage has been treated in sufficient 

3.6% 25.0% 28.6% 42.9% 4.07 depth in RE classes 
Q89 RE classes are related to real life and to my needs 6.9% 6.9% 6.9% 37.9% 41.4% 4.00 
Q90 RE classes are not taken seriously by students 3.6% 3.6% 10.7% 57.1% 25.0% 3.96 
Q93 RE teachers a\1ow sufficient time for discussion 10.7% 3.6% 10.7% 35.7% 39.3% 3.89 
Q86 I am enjoying RE classes this year 13.3% 10.0% 3.3% 30.0% 43.3% 3.80 
Q96 RE classes have helped me to understand the 

17.9% 7.1% 7.1% 28.6% 39.3% 3.64 
Gospels 
Q I 06 RE classes have helped me understand other 

14.3% 7.1% 10.7% 35.7% 32.1% 3.64 religious and non-religious points of view 
Q I 00 Contemporary moral issues are given emphasis in 

3.8% 7.7% 38.5% 26.9% 23.1% 3.58 
RE classes 
Q91 If RE classes were voluntary, I would still attend 21.4% 7.1% 10.7% 14.3% 46.4% 3.57 them 
Q I 03 Assessment through assignments or examinations 

3.6% 25.0% 14.3% 25.0% 32.1% 3.57 
should form part of RE 
QI02 RE classes help me to form my own conscience 14.3% 10.7% 3.6% 50.0% 21.4% 3.54 
Q87 The study of other religions has helped me 

20.0% 10.0% 6.7% 30.0% 33.3% 3.47 
appreciate my own religion 
Q98 RE classes have deepened my understanding of the 

11.1% 14.8% 18.5% 29.6% 25.9% 3.44 
Catholic tradition 
QI04 RE classes have helped me to pray 17.9% 7.1% 17.9% 32.1% 25.0% 3.39 
Q97 RE classes have shown me the place of the Eucharist 

11.1% 18.5% 33.3% 18.5% 18.5% 3.15 
in Catholic life 
Q95 RE is taught at a level comparable with that of other 14.8% 11.1% 40.7% 22.2% 11.1% 3.04 
subjects 
Q99 Basic Catholic values and moral teachings are not 

28.6% 7.1% 14.3% 32.1% 17.9% 3.04 
taught in RE classes 
QI05 I do not know my Catholic faith we\1 enough 34.6% 15.4% 26.9% 23.1% 3.04 
Q94 This school has a good RE programme for older 29.6% 7.4% 33.3% 25.9% 3.7% 2.67 
students 
Q92 RE classes are poorly prepared and taught 46.4% 17.9% 17.9% 17.9% 2.25 
QI07 RE classes take up too much time which should be 46.4% 21.4% 10.7% 14.3% 7.1% 2.14 
devoted to other subjects 
Q88 RE classes are largely a waste of time 58.6% 10.3% 6.9% 17.2% 6.9% 2.03 

The acknowledgement by the students that RE forms an important part of their 

overall curriculum programme is reflected in their view that RE classes are not 'a 

waste of time' nor are they 'poorly prepared or taught'. Three other important 

aspects of the RE programme of the school are highlighted very positively by the 

students' responses: 

212 



• RE helps in understanding the meaning of life; 

• Christian marriage is treated in sufficient depth; 

• RE classes are related to real life and personal needs; 

The very positive response to the statement that, 'RE classes help me to 

understand the meaning of life' indicates a highly satisfactory response (overall 

score 4.46) to the kind of RE being offered in the school when it is compared with 

the students' responses shown also by overall score to the following statements in 

other parts of the questionnaire and reported in Tables 1-4 at the beginning of this 

chapter: 

• My faith helps me to be a better person (4.86 in Table 4); 

• Catholic schools should help students discover and fulfil themselves as 

persons (4.48 in Table 1); 

• To find God in my life and grow in faith in him (4.66 in Table 3). 

One response is, however, puzzling in the context of these other responses; that is, 

the rather negative understanding of the statement, 'The school has a good RE 

programme for older students'. The rest of the tables do not help to throw light on 

this puzzle, nor do responses to the open-ended questions. 

The students from this school consistently showed themselves to be people of 

religious faith. For them their school must fulfil both educational goals and personal 

faith goals. As the general introduction at the beginning of this chapter to the 

students from these three countries indicated, there are many students within the 

sample whose faith is religious. Such students demand that their religious faith, or 

attitude to life, is educated alongside their social and intellectual characteristics. 

Thus in understanding themselves and developing their personal meaning in life the 

school needs to find a way of eliciting educated growth in their faith life response. 

For the students in this school, there appears to be an unqualified vote of 

confidence in the role of RE in that process. This is a remarkable finding in a school 

where the majority of students are non-Catholic Christians and/or are of no religion. 

They clearly do not perceive that RE in a Catholic school may be unsuitable for 

those who are not Catholics. 

Arising from this last comment, it is important to reflect on one other aspect of the 

data attached to the RE table, that is the response to Q 102, 'RE classes have 
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helped me to form my own conscience'. There is in this response, unlike in most 

others in this table, a very clear line drawn between the positive and the negative 

respondents. There is little uncertainty on the matter. Is it that there is a group of 

students who had already developed their consciences to their own satisfaction 

without RE or does the content and pedagogy of the RE confirm the bases of 

individual consciences, thus leaving little room for critical discussion and evaluation 

in RE classes? As has been noted in Table 5.5, The Curriculum, one of the four 

most positive responses to statements about the school's curriculum related to the 

statement, 'Subjects develop the capacity for independent and critical thinking'. 

Against the background, too, of the positive response made by the students to the 

statement that 'RE is relevant to real life and personal needs' Mmolai's (1999) 

comments on the significance of RE in the political and social development of 

Botswana are important. For him neither political nor economic stability can be 

achieved without some workable harmony amongst the uniquely diversified ethnic 

components of nation states in Africa. Indeed, he is of the view that RE perhaps 

more than any other discipline can help to achieve 'Social Harmony', 'particularly at 

the secondary school level', where 'the ripple effect of social harmony could 

eventually lead to viable and sustained economic development'. Mmolai has written 

about a matter of great importance. He has acknowledged that his government's 

national strategic planning, which is rooted in the concept of 'Social Harmony', has 

little chance of succeeding, unless the concept of social harmony is broken down 

into viable elements within the national curriculum of the schools. His argument is 

that social harmony cannot be decreed; rather it must be fostered and sustained. 

The students in this school give evidence of their commitment to others and respect 

for others. 

The question arises starkly, therefore, how best to foster and sustain those values 

and attitudes which lead to social harmony, once the rudimentary value of respect 

for others has been evoked within a school culture? To begin to find answers to this 

it would be important to examine aspects of the school culture as they form a 

learning organisation and support a sense of community among staff and students. 

Freire's concept of 'conscientization' has already been proposed within this present 

study as one potential model for a pedagogy for learning about plurality. It is 

therefore instructive to enquire of the whole culture of this school whether it can 

sustain the students' present modes of valuing, perhaps through promoting the 
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students' co-operation with each other, as well as with their peers outside the 

school. 

The discussion above arose from hearing within the students' voice twin aspirations 

for learning at the school. Their voice demanded that education fitted them both for 

their future roles in the world of work and learning and simultaneously helped them 

discover themselves as people and develop their faith in God. Within the framework 

of this present study, the student voice adds an urgency to the argument that the 

faith or world view of the individual student in complex pluralities should constitute a 

part of the core business of schools. These students also welcomed faiths and 

world views as part of the content for becoming educated in, and, reflecting on, 

pluralism. 

Botswana School B 

36 boys and 30 girls responded to the questionnaire at school B. The sample taken 

relating to the open-ended questions comprised (i) 4 male and 3 female Catholics; 

(ii) 5 male and 5 female non-Catholic Christians; (iii) 3 males from a non-Christian 

religion; and (iv) I female of no religion. 

Beliefs 
a) students' and parents' beliefs 
6.1 Students' religious beliefs 

Catholic 
% 

18.2% 

Other Christian faith 
% 

69.7% 

6.2 Parents' religious beliefs 

Non-Christian religion 
% 

9.1% 

No religion 
% 

3.0% 

Practising Catholic Non-practising Catholic Other Christian faith Non-Christian religion No religion 

% 

Mother's religion 12.1% 

Father's religion 10.6% 

% 

3.0% 

% 

81.8% 

56.1% 

In school S, the students' highest values and beliefs were: 

% 

3.0% 

15.2% 

% 

3.0% 

15.2% 

• 
• 

People should be respected whatever their race, nationality or religion; 

I believe in God; 

• 
• 
• 

God is a loving father; and jointly 

I try to be friendly and helpful to others who are rejected or lonely; 

Abortion is a worse evil than the birth of an unwanted child 
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b) school life and climate 

In school B, the students' four highest expectations of their school were for it to: 

• Assist students to achieve a high standard of performance in their school 

work; 

• Prepare students for their future careers; 

• Help students to discover and fulfil themselves as persons; 

• Provide an atmosphere of Christian community 

82.8% reported they were happy at the school and a further 9.4% thought this was 

probably true. 

The students at the school affirm very positively that they have been happy there. 

Two comments from the students perhaps help to identify reasons for their 

happiness in and with the school. The first is from a Catholic male and the second 

from a female student from a non-Christian religion: 

It's like teachers actually care whether or not you live or die unlike other 

schools I've been to ... The sense of community and belonging that is 

encouraged by at least some teachers (RE teachers) and the headteacher. 

The acceptance and respect of individuals no matter what their creed, 

colour, religion. 

They helped me to understand a lot about internal life and how to live long 

and understand my community. 
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6.3 School Life and Climate 
Certainly Probably 

Uncertain 
Probably Certainly 

School Life and Climate FALSE FALSE TRUE TRUE 
SCHOOLID=B 

% % % % % 
Mea 

n 
Q42 This school has a good name in the local 

4.6% 15.4% 80.0% 4.66 community 
Q63 I feel proud to be a student ofthis school 6.3% 1.6% 3.1% 23.4% 65.6% 4.41 
Q71 School rules here encourage self-discipline and 

6.3% 7.8% 26.6% 59.4% 4.33 responsibility 
Q53 The things I am taught are worthwhile learning 3.1% 4.7% 10.9% 20.3% 60.9% 4.31 
Q70 If students have difficulty with school work, most 

1.6% 1.6% 10.9% 35.9% 50.0% 4.31 teachers take time to help them 
Q60 Catholic teachers here set an example of what it 

3.1% 7.8% 4.7% 31.3% 53.1% 4.23 means to be a practising Catholic 
Q62 Most other students are very friendly 1.6% 6.3% 6.3% 40.6% 45.3% 4.22 
Q37 Most teachers are well qualified and have good 

9.2% 9.2% 40.0% 41.5% 4.14 teaching skills 
Q66 I have been happy at school 6.3% 1.6% 9.4% 37.5% 45.3% 4.14 
Q50 This school places too much emphasis on external 

4.7% 23.4% 25.0% 46.9% 4.09 conformity to rules and regulations 
Q58 The Principal places importance on the religious 

7.8% 4.7% 10.9% 28.1% 48.4% 4.05 nature of the school 
Q65 The Principal encourages a sense of community 

6.3% 3.1% 10.9% 40.6% 39.1% 4.03 and belonging to the school 
Q55 Other students accept me as I am 3.1% 1.5% 23.1% 38.5% 33.8% 3.98 
Q38 Students here know the standard of conduct 

3.1% 6.2% 18.5% 35.4% 36.9% 3.97 expected ofthem 
Q48 Adequate counselling help is available to students 9.4% 4.7% 10.9% 31.3% 43.8% 3.95 
Q56 A good spirit of community exists among final 

4.6% 6.2% 20.0% 29.2% 40.0% 3.94 year students 
Q59 There is a happy atmosphere in the school 6.3% 7.8% 9.4% 40.6% 35.9% 3.92 
Q39 Most teachers in this school show a good deal of 7.7% 6.2% 15.4% 35.4% 35.4% 3.85 
school spirit 
Q46 Most teachers carry out their work with energy 7.7% 7.7% 10.8% 43.1% 30.8% 3.82 and pleasure 
Q67 I would send my children to a Catholic School 15.6% 3.1% 14.1% 20.3% 46.9% 3.80 
Q35 The relationships between parents and staff are 

1.5% 6.2% 30.8% 36.9% 24.6% 3.77 very friendly 
Q52 I am treated with respect by other people at 4.6% 12.3% 21.5% 30.8% 30.8% 3.71 
school 
Q43 I can approach the Principal for advice and help 9.2% 12.3% 13.8% 29.2% 35.4% 3.69 
Q69 If I had to do it all over again, I would attend a 15.6% 6.3% 15.6% 25.0% 37.5% 3.63 
Catholic School 
Q47 Discipline presents no real problem in this school 10.9% 12.5% 18.8% 29.7% 28.1% 3.52 
Q51 Everyone tries to make you feel at home in this 13.8% 7.7% 18.5% 33.8% 26.2% 3.51 
school 
Q57 Most teachers go out of their way to help you 9.2% 9.2% 26.2% 33.8% 21.5% 3.49 
Q36 Students here think a lot of their school 3.1% 13.8% 29.2% 40.0% 13.8% 3.48 
Q45 Senior students understand and accept the 10.9% 17.2% 23.4% 23.4% 25.0% 3.34 
religious goals ofthe school 
Q40 Final year students here are not given enough real 21.5% 21.5% 12.3% 16.9% 27.7% 3.08 
freedom 
Q68 Most teachers never explain why they ask you to 18.8% 15.6% 29.7% 21.9% 14.1% 2.97 
do things around here 
Q41 Most teachers know their final year students as 18.5% 18.5% 
individual persons 

32.3% 15.4% 15.4% 2.91 

Q61 Most teachers show that people are more 29.0% 17.7% 
important than rules 

17.7% 16.1% 19.4% 2.79 

Q64 There are ways to have school rules changed if 29.7% 18.8% 20.3% 14.1% 17.2% 2.70 
most students disagree with them 
Q44 I feel depressed at school 44.6% 21.5% 15.4% 7.7% 10.8% 2.18 
Q54 This school is a place where I feel worried 59.4% 17.2% 7.8% 4.7% 10.9% 1.91 
Q49 This school is a place where I feel lonely 63.1% 16.9% 10.8% 4.6% 4.6% 1.71 

Other important findings in this table include: 
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(i) Students recognise the high regard in which the school is held and are 

very proud to belong to it; 

(ii) There is equal high regard for the things that are taught and the belief 

that the school rules encourage self-discipline and responsibility; 

(iii) There is a positive belief among the students that the teachers are well 

qualified and show a good deal of school spirit and at the same time, an 

equally strong view that Catholic teachers set an example of what it 

means to be a practising Catholic; 

(iv) The students credit the headteacher equally both for encouraging a 

sense of community and belonging to the school and for placing 

importance on the religious nature of the school; 

(v) Although the students say that they have been happy at the school, and 

that other students are very friendly, an equal number(71.9%) express 

the view that the school places too much emphasis on external 

conformity to rules and regulations. On the other hand, 86% believe that 

school rules encourage self-discipline and responsibility. Flynn 

(1993:203) found that over an 18 year period, students' concern with too 

much emphasis on external conformity moved away from 62% in 1972 to 

39% in 1982 and increased slightly again in 1990 to 42%. 

Further, with regard to regulation and conduct, the students at the positive end of 

the five-point scale divide equally with 36.9% and 35.4%, respectively, saying that it 

is certainly or probably true that they know the standard of conduct expected of 

them. There are another 18% who are uncertain and 6.2% and 3.1 % claim this to 

be probably or certainly false. Allied to this uncertainty is possibly the strong belief 

that their teachers place more emphasis on rules than people. In response to the 

statement, 'most teachers show that people are more important than rules', 29% 

and 17.7%, respectively, claimed this was certainly or probably false and 17.7% 

said they were uncertain. Nonetheless, equal percentages said that it was probably 

or certainly true that most teachers show a good deal of school spirit and equal 

percentages of the students also expressed the view that 'they were treated with 

respect by other people at the school' but 21.5% were uncertain and 12.3% said 

this was probably false. 
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The highly positive response to the statement concerning the friendliness of other 

students has already been noted above. Among, however, the very positive 

messages of there being a happy atmosphere at the school, with, for example, 

40.6% and 35.9%, agreeing respectively, that this is probably or certainly true and 

similar percentages agreeing that other students accept them as they are, there is 

evidence of a hard core of uncertainty about these matters, or even of disaffection. 

There is, for example, a reluctance on the part of about 20% of the students to be 

certain about agreeing with any of these statements. The table does, also, show 

that the percentages are very similarly distributed in response to the two statements 

relating to whether the students would send their own children to a Catholic school 

and whether, if they had to do it all again, they would attend a Catholic school. To 

the first question, 20.3% and 46.9%, respectively, agreed this was probably or 

certainly true. To the second, 25% and 37.5%, respectively, agreed they probably 

or most certainly would, leaving many who were not sure or who did not. 

Students' attitudes and values towards the school 

a) Agents of community spirit 

In the table below, students' valuing of respect as of utmost importance is 

presented together with their attitudes towards two other major aspects of 

community building. 

6.4 Agents of Community Spirit 
Certainly Probably 

Uncertain 
Probably Certainly 

Agents of community Spirit FALSE FALSE TRUE TRUE 
SCHOOLID=B % % % % % 

QII7 People should be respected whatever their 3.1% 18.8% 78.1% 
race, nationality or religion 
QI13 I try to be friendly and helpful to others who 1.6% 1.6% 3.1% 35.9% 57.8% 
are rejected or lonely 
Q65 The Principal encourages a sense of community 6.3% 3.1% 10.9% 40.6% 39.1% 
and belonging to the school 

Mea 
n 

4.75 

4.47 

4.03 

The students responded very positively to the core value of respect for other 

people, no matter what their race, nationality or religion. This would suggest that as 

individuals they are ready to place respect at the heart of their valuing of, and their 

positive attitudes to, others. Such a personal basis for their attitude to other people 

would suggest their 'readiness' for the kinds of social learning envisaged by Mmolai 

as the basis for taking forward the educational agenda required in southern Africa if 
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political and economic sustainability is to be achieved. Equally, they affirm that they 

try to be friendly and helpful to others who are rejected or lonely. Such evidence of 

personal valuing of, and respect for, others is highlighted against a background of a 

lived experience of community within the school, according to the understanding 

which students show of their headteacher's role in fostering a sense of community 

and belonging in the school. 

b) students' comments 
The students' comments address three main areas of school experience. The first 

relates to the genus loci. Below are a number of their comments. The first is made 

by a Catholic male student; 

We have been taught that we are in a mission school so we have to care, 

love, accept others as they are, support others in life, showing each other 

faith and respect of human life. 

This by a non-Christian female student: 

Unique: this is the spirit of hope, respect and good will .... Everyone has their 

own understanding of things and certainly help other students. 

Everybody respects each other as persons 

This comment is made by a female student with no religious belief: 

The unique spirit in the school is that the students do well in their school 

work and they do respect and love one another as human beings. 

This final comment is made by a non-Christian religious male student: 

Catholics and non-Catholics finding themselves able to live together. 

The emphases throughout these comments are on the positive attitudes towards 

others, found among the students, who themselves are seen as 'persons' and the 

ability of the school community to live well together, including experiencing a 

common faith environment, not a specifically denominational one. Perhaps the 

genus loci can be summed up in the comment, 'I have learnt how to live as a 

person'. 

A second area which the students' comments addressed was that of religious 

education and other areas of the curriculum and the attitude of teachers. For 
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example, one female student of no religion talks of religious education in the 

following way: 

lappreciate the RE department because my RE has helped me to be what I 

am now: to respect others, to love each other and care for one another as I 

do myself. 

A similar outcome for another male student who is a non-Catholic Christian in terms 

of his faith development is summarised as, 'I appreciate and value the school 

because I have to try to develop my attitude to God our Father'. Another said, 'it 

teaches us how to behave and how to understand life'. One non-Catholic Christian 

female student comments on the content of RE, saying, 'I appreciate the way the 

Gospel is taught to us during RE lessons. They are really interesting in the sense 

that a good explanation is given to us in everything we are taught'. Finally, a female 

non-Catholic Christian student talks about the balance between RE and the rest of 

the curriculum: 

Emphasis is placed on RE but other subjects are treated very well. There is 

plenty of time for sports and clubs. The teachers and sisters are always 

willing to help. 

The third area which receives comment is the outcome of the teaching and learning 

process. A male non-Catholic Christian comments: 

Good behaviour, seriousness in school work, self-motivated. 

A female non-Catholic Christian said: 

I'm going to appreciate the way the teachers taught us to be tomorrow's 

people. 

Finally, the students spoke of changes they would like to make in the school. These 

mainly were concerned with: 

• the abolition of corporal punishment: 'Stop active punishment to students, 

walloping with sticks'; 

• school rules: 'Change all the silly regulations'; 

• the place of religion in non-religious students' lives: 'Not forCing non

Christians to pray' 

But one spoke of wishing to make changes so that they could 'learn even more 
about change'. 
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Behaviours 
a) the curriculum 
In school B, the students' highest personal goals were: 

• To serve other people; 

• To be honest; 

• To find God in my life; 

• To live up to the example and teachings of Jesus 

6.5 The curriculum 

Curriculum 
Certainly Probably 

Uncertain 
Probably Certainly 

SCHOOLID=B 
FALSE FALSE TRUE TRUE 

% % % % % 
Mea 

n 
Q78 The subjects taught offer useful knowledge or skills 3.1% 40.0% 56.9% 4.51 
Q80 The subjects taught in the school are relevant to real 

4.6% 3.1% 36.9% 55.4% 4.38 life and to students needs 
Q79 The Religious Education programme is an 

4.6% 1.5% 13.8% 12.3% 67.7% 4.37 important part of the curriculum 
Q81 The subjects taught here prepare students 

3.1% 3.1% 7.8% 28.1% 57.8% 4.34 adequately for future employment 
Q77 The subjects offered develop the capacity for 

4.6% 1.5% 16.9% 35.4% 41.5% 4.08 independent and critical thinking 
Q75 There is a good sports programme in the school 7.7% 4.6% 6.2% 40.0% 41.5% 4.03 
Q72 The curriculum of this school meets my present 

4.6% 12.3% 15.4% 36.9% 30.8% 3.77 
needs 
Q84 The school places sufficient emphasis on cultural 

6.3% 7.9% 15.9% 42.9% 27.0% 3.76 
activities (music, art, drama, etc) 
Q82 The Curriculum of the school is dominated too 4.7% 10.9% 25.0% 32.8% 26.6% 3.66 
much by examinations 
Q83 A Christian way of thinking is presented in the 

6.3% 9.4% 28.1% 29.7% 26.6% 3.61 
subjects taught here 
Q74 The out-of-school activities of the school have 4.6% 10.8% 32.3% 26.2% 26.2% 3.58 
sufficient variety and scope 
Q73 There are opportunities for students to get to know 

7.7% 15.4% 20.0% 33.8% 23.1% 3.49 
teachers outside the classroom 
Q76 The school offers a good range of subjects to older 13.8% 12.3% 20.0% 21.5% 32.3% 3.46 
students 

In this table the most positive measure of agreement among the students was with 

the statement 'the subjects taught offer useful knowledge and skills'. Other 

statements to which the percentage of responses tended clearly to the positive end 

of the five-point scale were: 

(i) The subjects taught are relevant to real life; 

(ii) Religious education is an important part of the curriculum; 
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(iii) The subjects taught offer an adequate preparation for future 

employment. 

Two other statements show a definite emphasis within the positive end of the five

point scale. The first is 'the subjects offered develop the capacity for independent 

and critical thinking'; and the second 'there is a good sports programme in the 

school'. Despite the positive response to the importance of religious education in 

the curriculum, the students are not clear that a Christian way of thinking is shown 

in the subjects taught. At the same time, despite the positive view of the relevance 

of the curriculum to real life and its preparation for future employment, there is a 

less positive view of the curriculum meeting the students' present needs. Perhaps 

this is a result of the gaps in the students' overall curriculum experience seen for 

example in a rather negative response to the statement concerning sufficient 

emphasis being placed on cultural activities. 

b) religious education 

The responses to the closed questions were very positive to a wide range of 

statements about RE at the school. RE classes were valued for being well 

prepared, comparable with other subjects and helping students understand 

meaning in their lives. They were enjoyed and were not thought to constitute a 

waste of time. Key areas of interest in the subject focussed on: 

• Their ability to help students understand the meaning of life; 

• Teachers allowing sufficient time for discussion; 

• Classes relating to real life and personal needs; 

• Their ability to help students form their own conscience; 

• Teaching an understanding of the Gospels; 

• Teaching about Christian marriage at a suitable depth. 
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6.6 Religious Education 

Certainly Probably 
Uncertain 

Probably Certainly 
Religious Education FALSE FALSE TRUE TRUE 
SCHOO LID = B 

% % % % % 
Mea 

n 
Q 108 RE classes help me to understand the meaning of 

7.8% 3.1% 6.3% 18.8% 64.1% 4.28 life 
Q93 RE teachers allow sufficient time for discussion 1.6% 9.4% 4.7% 29.7% 54.7% 4.27 
Q89 RE classes are related to real life and to my needs 9.4% 1.6% 6.3% 23.4% 59.4% 4.22 
Q 102 RE classes help me to form my own conscience 3.1% 4.7% 10.9% 32.8% 48.4% 4.19 
Q86 I am enjoying RE classes this year 9.4% 1.6% 12.5% 25.0% 51.6% 4.08 
Q96 RE classes have helped me to understand the 

9.5% 3.2% 9.5% 25.4% 52.4% 4.08 Gospels 
Q95 RE is taught at a level comparable with that of other 

4.7% 4.7% 12.5% 39.1% 39.1% 4.03 subjects 
QIOI Christian marriage has been treated in sufficient 

4.7% 3.1% 20.3% 31.3% 40.6% 4.00 depth in RE classes 
QI06 RE classes have helped me understand other 

9.5% 9.5% 7.9% 33.3% 39.7% 3.84 religious and non-religious points of view 
Q94 This school has a good RE programme for older 

6.3% 4.8% 25.4% 27.0% 36.5% 3.83 students 
Q 1 03 Assessment through assignments or examinations 

4.8% 1.6% 25.4% 42.9% 25.4% 3.83 should form part of RE 
Q91 IfRE classes were voluntary, I would still attend 

17.2% 3.1% 10.9% 25.0% 43.8% 3.75 them 
Q 1 04 RE classes have helped me to pray 10.9% 7.8% 12.5% 34.4% 34.4% 3.73 
Q87 The study of other religions has helped me 

6.3% 9.4% 15.6% 43.8% 25.0% 3.72 appreciate my own religion 
QIOO Contemporary moral issues are given emphasis in 

3.3% 6.6% 39.3% 31.1% 19.7% 3.57 RE classes 
Q98 RE classes have deepened my understanding ofthe 

17.2% 9.4% 10.9% 37.5% 25.0% 3.44 Catholic tradition 
Q97 RE classes have shown me the place of the Eucharist 

14.5% 9.7% 25.8% 29.0% 21.0% 3.32 in Catholic life 
Q90 RE classes are not taken seriously by students 17.2% 14.1% 23.4% 29.7% 15.6% 3.13 
QI05 I do not know my Catholic faith well enough 13.3% 23.3% 23.3% 23.3% 16.7% 3.07 
Q99 Basic Catholic values and moral teachings are not 

28.6% 23.8% 27.0% 14.3% 6.3% 2.46 taught in RE classes 
QI07 RE classes take up too much time which should be 

56.3% 18.8% 12.5% 6.3% 6.3% 1.87 devoted to other subjects 
Q88 RE classes are largely a waste of time 64.1% 20.3% 7.8% 1.6% 6.3% 1.66 
Q92 RE classes are poorly prepared and taught 68.8% 17.2% 4.7% 1.6% 7.8% 1.63 

There was a mainly positive view that RE classes helped the students to 

understand other religious and non-religious points of view. It is important to note 

that the students in both schools in Botswana gave first priority to RE helping them 

to understand the meaning of life. Equally they placed a very positive value on the 

relationship between RE classes and real life, together putting this focus into third 

place. The notable difference between the two tables from each school is that in 

school B, the students rated the time allocated to discussion in class to second 

place. Equally their enjoyment of RE was in fifth and sixth place on the two tables, 

though there was slightly more enjoyment in school 8. Interestingly, the students at 

school B chose to write more extensively about religious education when discussing 

the genus loci. Please see their comments above in the section, 'Attitudes and 

Values'. 
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It is worthwhile speculating about the reason for the students writing so extensively 

about RE, and indeed talking so much about the RE department during one-to-one 

interviews, when discussing the unique spirit of the school. In the table showing 

their expectations of the school, the students recorded their most positive 

responses to statements concerned with a) being supported in achieving a high 

standard in their school work, with a score of 4.41 and b) preparation for their future 

careers, with a score of 4.32. Was their perception of the significance of RE within 

the genus loci simply a response, therefore, to a highly visible RE department and 

teaching base? Or did they, in fact, find that, since RE was taught at a level 

comparable with other subjects and was as demanding in terms of skills, knowledge 

and understanding as other subjects, it formed part of an integrated curriculum 

offering which was indeed preparing them for their future careers. 

Within the table charting the students' expectations of their school, the statement 

which came third in their response was that it should 'help stUdents to discover and 

fulfil themselves as persons'. Presumably they believed their expectations were 

indeed fulfilled in RE since they agreed very strongly that it helped them to 

understand the meaning of life, as well as relating to their real life and personal 

needs. Perhaps the comment made by one of the non-Catholic Christian female 

students, 'I have learnt how to live as a person' exemplifies the student view that 

the school caters for the whole person. In that case, it is important to examine the 

curriculum offering and the school culture in the light of the students' own 

statements about how they perceive and understand themselves. 
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Grenada School C 

The school is the only single sex category school in the survey. There were 49 girls 

who responded to the questionnaire. The sample relating to the open-ended 

questions comprised (i) 3 Catholics and 12 non-Catholic Christians. 

Beliefs 

a) students' and parents' beliefs 

7.1 Students' religious beliefs 
Catholic Other Christian faith 

% 
40.8% 

% 
55.1% 

7.2 Parents' religious beliefs 

Non-Christian religion 
% 

2.0% 

No religion 
% 

2.0% 

Practising Catholic Non-practising Catholic Other Christian faith Non-Christian religion No religion 

Mother's religion 

Father's religion 

% 

36.7% 

24.5% 

% 

10.2% 

12.2% 

% % % 

44.9% 4.1% 4.1% 

40.8% 4.1% 18.4% 

In school C, the students' most important values and beliefs matched the highest 

overall scores derived from the crosstabulation of gender, religion and school and 

were: 

• People should be respected whatever their race, nationality or religion; 

• God is a loving Father; 

• I believe in God; 

• I believe that God always forgives me 

b) School life and climate 

The students' highest expectations of their school were: 

• To assist students achieve a high standard of performance in their school 

work; 

• Provide an environment in which students' faith in God can develop; 

• Prepare students for their future careers; 

• Provide an atmosphere of Christian community 

79.5% of the students report that they have been happy at the school, with a further 

8.2% thinking this was probably true 
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7.3 School Life and Climate 
Certainly Probably 

Uncertain 
Probably Certainly 

School Life and Climate FALSE FALSE TRUE TRUE 
SCHOOLID =C 

% % % % % 
Mea 

n 
Q71 School rules here encourage self-discipline and 

2.0% 2.0% 9S.9% 4.92 responsibility 
Q63 I feel proud to be a student of this school 2.0% 8.2% 89.8% 4.88 
Q65 The Principal encourages a sense of community and 

4.1% 8.2% 87.8% 4.84 belonging to the school 
Q42 This school has a good name in the local community 2.0% 4.1% 4.1% 89.8% 4.82 
QS8 The Principal places importance on the religious 

8.2% 6.1% 8S.7% 4.78 nature of the school 
QS3 The things I am taught are worthwhile learning 4.1% 2.0% 6.1% 87.8% 4.73 
Q70 If students have difficulty with school work, most 

2.0% 2.0% 22.4% 73.5% 4.67 teachers take time to help them 
Q38 Students here know the standard of conduct 

2.0% 6.1% 22.4% 69.4% 4.S9 expected of them 
QS7 Most teachers go out of their way to help you 4.1% 4.1% 6.1% 28.6% 57.1% 4.31 
Q69 If I had to do it all over again, I would attend a 

4.1% 14.3% 24.5% 57.1% 4.31 Catholic School 
QS9 There is a happy atmosphere in the school 2.0% 14.3% 34.7% 49.0% 4.29 
Q66 I have been happy at school 2.0% 10.2% 8.2% 22.4% 57.1% 4.22 
Q67 I would send my children to a Catholic School 2.0% 2.0% 22.4% 18.4% 5S.I% 4.22 
Q37 Most teachers are well qualified and have good 

6.1% 2.0% 6.1% 36.7% 49.0% 4.20 teaching skills 
Q62 Most other students are very friendly 2.0% 2.0% 10.2% 46.9% 38.8% 4.18 
Q39 Most teachers in this school show a good deal of 

6.1% 4.1% 4.1% 38.8% 46.9% 4.16 school spirit 
Q55 Other students accept me as I am 6.1% 6.1% 10.2% 26.5% 51.0% 4.10 
Q41 Most teachers know their final year students as 

4.1% 26.5% 32.7% 36.7% 4.02 individual persons 
Q60 Catholic teachers here set an example of what it 

2.0% 8.2% 20.4% 24.S% 44.9% 4.02 means to be a practising Catholic 
Q52 I am treated with respect by other people at school 4.1% 10.2% 10.2% 34.7% 40.8% 3.98 
Q36 Students here think a lot of their school 4.1% 4.1% 12.2% SI.O% 28.6% 3.96 
Q46 Most teachers carry out their work with energy and 

6.1% 6.1% 18.4% 36.7% 32.7% 3.84 pleasure 
Q56 A good spirit of community exists among final year 6.1% 6.1% 24.S% 26.S% 36.7% 3.82 students 
Q48 Adequate counselling help is available to students 10.6% 6.4% 21.3% 19.1% 42.6% 3.77 
Q45 Senior students understand and accept the religious 4.1% 6.1% 34.7% 32.7% 22.4% 3.63 goals of the school 
Q43 I can approach the Principal for advice and help 12.S% 8.3% 27.1% 12.S% 39.6% 3.58 
Q51 Everyone tries to make you feel at home in this 

10.2% 12.2% 16.3% 38.8% 22.4% 3.51 
school 
Q35 The relationships between parents and staff are very 4.1% 14.3% 36.7% 30.6% 14.3% 3.37 
friendly 
Q47 Discipline presents no real problem in this school 6.1% 18.4% 28.6% 26.5% 20.4% 3.37 
Q61 Most teachers show that people are more important 6.1% 10.2% 46.9% 22.4% 14.3% 3.29 
than rules 
Q40 Final year students here are not given enough real 

22.4% 14.3% 20.4% 20.4% 22.4% 3.06 
freedom 
Q68 Most teachers never explain why they ask you to do 24.5% 18.4% 32.7% 12.2% 12.2% 2.69 
things around here 
Q50 This school places too much emphasis on external 

32.7% 20.4% 20.4% 12.2% 14.3% 2.S5 
conformity to rules and regulations 
Q64 There are ways to have school rules changed if most 38.8% 12.2% 38.8% 2.0% 8.2% 2.29 
students disagree with them 
Q44 I feel depressed at school 49.0% 14.3% 12.2% 18.4% 6.1% 2.18 
Q54 This school is a place where I feel worried 69.4% 18.4% 2.0% 10.2% I.S3 
Q49 TIlis school is a place where I feel lonely 77.6% 4.1% 8.2% 10.2% 1.51 

Other important findings in this table include: 

(i) There was overwhelming positive agreement found with the statement 

that school rules encourage self-discipline and responsibility and very 
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positive agreement that students know the standard of conduct expected 

of them; 

(ii) The girls positively identified the high reputation of the school in the local 

community and their sense of pride in being a student at the school; 

(iii) There is positive recognition that the headteacher places importance on 

the religious nature of the school and, at the same time, encourages a 

sense of community and belonging to the school; 

(iv) There is agreement that the things they are taught are worthwhile 

learning; there is also considerable agreement that if they have difficulty 

with school work, most teachers take time to help them. 

There is a certain ambivalence shown by the girls in their response to the statement 

'everyone tries to make you feel at home in the school', with a distribution of 

percentages, showing disagreement at 22%, 16% uncertain and 38% thinking they 

agree but 22% strongly agreeing. A similar distribution of percentages can be found 

in response to the statement, 'a good spirit of community exists among final year 

students'. Within this spread of responses to statements concerning their personal 

experience of community, the students' response to the statement about the 

respect they have been shown by other people at the school is illuminating. 

Individual identity, personal experience, and possibly social or religious background 

might begin to explain such a distribution. 

Finally it is noteworthy that the percentage responses of students to the statements, 

'I would send my children to a Catholic school' and 'If I had to do it all over again, I 

would attend a Catholic school' indicate a strong tendency to agree with the 

statements very positively. At this school, where the students recognised clearly 

that the headteacher laid emphasis on the religious nature of the school and they 

knew what standard of conduct was expected of them, the students were in 

agreement with the statements concerning their desire to re-live the experience of 

the school and to send their children to a Catholic school. This level of agreement 

may be evidence of a number of students' belief that they had enjoyed a quality 

education at the school and would therefore wish to send their own children to a 

Catholic school. On the other hand, the overall positive response may have 

included a number of Catholic students, who, though not enjoying their own 
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experience at this particular school, may have felt an obligation to send their own 

children to Catholic schools. 

Students' attitudes and values towards the school 

a) agents of community spirit 

In the table below, students' valuing of respect as of utmost importance is 

presented together with their attitudes towards two other major aspects of 

community building. 

7.4 Agents of Community Spirit 

Agents of community Spirit 
SCHOOLID= C 

Q 117 People should be respected whatever their race, 
nationality or religion 
Q65 The Principal encourages a sense of community 
and belonging to the school 
Q 113 I try to be fiiendly and helpful to others who are 
rejected or lonely 

Certainly 
FALSE 

Probably 
Uncertain 

FALSE 

% % 

4.1% 

4.1% 6.1% 

Probably Certainly 
TRUE TRUE 

% % 

100.0% 

8.2% 87.8% 

36.7% 53.1% 

Mea 
n 

5.00 

4.84 

4.39 

The absolute value placed on respect for persons indicates that students within the 

school register this value as the basis for their attitudes and responses to other 

people, whether fellow students or people in their community in general. 

Comment must also be made about the overwhelmingly positive view of the 

headteacher's role in encouraging a sense of community and belonging. It appears 

that the headteacher is seen by the students both as the leader of the school and 

the definer of the school's core values. The high value placed on being outgoing to 

the lonely and rejected suggests that the students also have a 'consciousness' of 

the needs of others and the role they might play in relating to them. 

b) students' comments 

The comments are taken from the students' response to the three open-ended 

questions in the questionnaire and also from group interviews. The students 
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addressed a variety of matters, which can be divided into four major areas of their 

experience. The first was the genus loci. Here comments included; 

Being a member of the school means belonging to a family. Sometimes I 

see my teachers more often than my parents. There is a great sense of 

belonging. (A non-Catholic Christian) 

I appreciate everything at this school because I used to attend another 

school which is non-Catholic where the discipline and academic standards 

are well below average. Compared to this situation which has great 

discipline and a great academic programme, all because of the principal and 

the entire staff including the cleaners and the gardeners dedication to this 

school. The school has helped me to better myself as a person.(A non

Catholic Christian) 

Perhaps the following statement sums up the genus loci, both in its method of 

presentation and in the personal confidence it displays: 

The unique spirit is of togetherness and support. We are encouraged to be 

true, kind, respectful, loving, committed, determined, thankful and it DARES 

us to be DIFFERENT. It encourages us to be our very best and to 

acknowledge God at all times. (A non-Catholic Christian) 

In discussion, the students agreed that their experiences of the school had been 

positive and all would recommend that their siblings attended too. They each spoke 

of the school as successful and different from others on the island. First they 

mentioned the 'discipline of the school'. One favoured the way that the school had 

high standards in regard to the ability to express themselves, and taught excellent 

grammar and language skills. Another spoke of the support the school gave when 

you chose to 'give 100% to a sport or project'. 

They recognised too that one of the differences about attending a Catholic school is 

the 'ability to define yourselves as religious people'. One spoke of her hope that 

faith as part of the human condition might 'remain part of who I am'. In a similar 

vein, they saw the school retreats as 'wake-up calls- to help you see what kind of 

person you are'. 
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The second area about which comments were offered is that of the students' own 

sense of their personal development. Comments here included: 

In my school everyone works hard ... and it does not matter if you are placed 

first or last but it matters if you try to the best of your ability. (A Catholic) 

In discussion the students spoke of the main reasons for staying on at the school, 

rather than attending the local sixth-form college. They emphasised the 'high 

standards' which they and the school set for them; standards they argued 

emanated from their home backgrounds as well as from the school. They also 

argued that they had chosen the school rather than the general sixth form college 

because they believed that in college, 'you are left to your own devices'; in school, 

'you have privileges as sixth-formers but you are also looked after'. They 

elaborated further their choice of attending the school rather than the college by 

explaining that the school 'offers both commercial skills and insights and 

preparation for commercial college' and 'personal maturity, while they still feel 

young; therefore they are not rushed into specific career choices'. 

At the same time the students explained how the school offered the opportunity to 

work in a small enterprise development unit, which was sponsored by local banks 

and businesses. The local Chamber of Commerce sponsored students from 

different schools to run small companies. The companies must offer a product or 

solution which would assist and support either the poor or the elderly. As a result of 

their experiences in this development unit, five out of six of the students favoured 

setting up their own company. In this way they argued that they could increase local 

employment opportunities and improve the economy. 

After school, the student's expectations differed. Two wished to leave the island to 

'make money', then to 'come back and give something back to Grenada'. Two 

wished to go overseas to have 'real experiences'. Two wished to go to the United 

States or Europe for their further education, then return home to work in the 

professions. All the students in the group discussed the approach which the school 

takes to 'measuring success'. The students are taught not to measure their success 

against each other but to look at themselves: 'what you judge is from inside you'. As 

a result they argued, 'you just know how to do things well'. 
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The third area the students addressed was their engagement with the wider island 

community and their present and future roles in it. First they spoke of their 

enjoyment of the wide variety of sports and extra-curricular activities at the school, 

of which they must choose at least one. They were proud of their steel band and its 

success in local competitions, as well as their participation in major sporting events. 

The students also spoke of their awareness of the dependency of Grenada on other 

countries for basic resources but aligned themselves with other young people on 

the island who were no longer interested in agriculture as a way of life but instead 

favoured the opportunities offered by ICT. 

Despite this enthusiasm and optimism, the students spoke of difficulties in acting 

out their ambitions. First they acknowledged that although there is a general 

friendliness on the island and that the events of 9/11 brought people together, there 

is a tendency that everyone fights for themselves as they perceive life getting 

harder. Secondly, they were beginning to understand that 'people just talk about 

what should be done'. They believed that 'we must get to solutions faster'. Equally 

they spoke of the 'breakdown of family life'; children were offered televisions and 

the internet but they were not monitored and the parents seemed to have little time 

for their children. 

They summed up the methodology which the school employed in relating to and 

joining in with their community as: 

From the home they (the students) brought 'respect for people and charity' 

and the school taught them to take those values back into society'. 

When discussing changes they would like to see in the school, the students referred 

to two curriculum matters. The first refers to the religious foundation of the school 

and is, interestingly, made by a non-Catholic Christian: 

The change I would make is basically to create a curriculum in such a way 

that it would accommodate all students of other faiths in order that we all 

receive a well-rounded education. 

The other developed the theme of the need for vocational education within the 

school, perhaps building on what was already provided, rather than emphasising 

the distinction between the academic and the vocational in the school: 
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I would change the curriculum to provide an even wider range of subjects to 

appeal to every student, for example, Technical Drawing, Accounts and 

Office Procedures. (A Catholic) 

Behaviours 

a) The curriculum 

The students' highest personal goals were: 

• to accept myself as the person I am; 

• to find God in my life; 

• to find personal happiness; 

• to live up to the example and teachings of Jesus 

The response to the majority of statements in this table is very positive. Two 

statements received jOintly the highest positive levels of agreement. These are 'the 

subjects offer useful knowledge and skills' and 'the subjects prepare stUdents 

adequately for future employment'. A much more varied pattern of responses is 

seen in relation to the statement regarding there being too much emphasis in the 

curriculum on examinations. 
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7.5 The curriculum 

Curriculum Certainly Probably 
Uncertain 

Probably Certainly 

SCHOO LID =C FALSE FALSE TRUE TRUE 

% % % % % 
Mea 

n 
Q78 The subjects taught offer useful knowledge or skills 18.4% 81.6% 4.82 
Q81 The subjects taught here prepare students 

18.4% 81.6% 4.82 adequately for future employment 
Q84 The school places sufficient emphasis on cultural 

2.0% 4.1% 10.2% 83.7% 4.73 activities (music, art, drama, etc) 
Q80 The subjects taught in the school are relevant to real 

4.1% 2.0% 22.4% 71.4% 4.61 life and to students needs 
Q75 There is a good sports programme in the school 12.2% 16.3% 71.4% 4.59 
Q77 The subjects offered develop the capacity for 

2.0% 2.0% 4.1% 22.4% 69.4% 4.55 independent and critical thinking 
Q79 The Religious Education programme is an 

4.1% 8.2% 18.4% 69.4% 4.53 important part of the curriculum 
Q72 The curriculum of this school meets my present 

4.1% 4.1% 4.1% 32.7% 55.1% 4.31 needs 
Q76 The school offers a good range of subjects to older 

2.0% 8.2% 12.2% 18.4% 59.2% 4.24 students 
Q74 The out-of-school activities of the school have 

2.0% 6.1% 24.5% 26.5% 40.8% 3.98 sufficient variety and scope 
Q73 There are opportunities for students to get to know 

6.1% 6.1% 14.3% 36.7% 36.7% 3.92 teachers outside the classroom 
Q83 A Christian way of thinking is presented in the 

2.0% 12.2% 38.8% 26.5% 20.4% 3.51 subjects taught here 
Q82 The Curriculum of the school is dominated too 

32.7% 22.4% 14.3% 22.4% 8.2% 2.51 much by examinations 

Again there is diversity in the responses to the statement regarding a Christian way 

of thinking being taught in all the subjects in the curriculum. Such a wide range of 

responses shown in the table might indicate either (a) that in some parts of the 

curriculum there is an explicit model of integrating a Christian way of thinking with a 

particular subject, for example, in religious education and/or (b) that students 

perceive differing pedagogies, containing a variety of attitudes and values, in 

different ways. For example, if a religious sister teaches a particular subject and 

uses discussion and questioning techniques to elicit individual responses from each 

student and the student responds positively, then that student might connect such a 

pedagogy with the sister's overall lifestyle and not her professional bias towards a 

particular methodology. 

b) religiOUS education 

The response to the closed questions indicates some very positive levels of 

agreement among this group of students who expressed their belief in the table 

above that RE is an important part of the school curriculum. In this table it is clear 

that RE classes are not seen as a waste of time, nor should the time they do take 

be occupied by other subjects. Nearly 70 % of the students did not believe either 
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that RE classes were poorly prepared or taught. Other key areas of very high 

agreement were that: 

• RE relates to real life and personal needs; 

• Teachers allow sufficient time for discussion; 

• RE helps students understand the meaning of life; 

• The study of other religions helps students appreciate tlieir own religion; 

• RE helps individuals to form their own consciences 

7.6 Religious Education 

Certainly Probably 
Uncertain 

Probably Certainly 
Religious Education FALSE FALSE TRUE TRUE 
SCHOO LID = C 

% % % % % 
Mea 

n 
Q89 RE classes are related to real I ife and to my needs 6.1% 8.2% 22.4% 63.3% 4.37 
Q93 RE teachers allow sufficient time for discussion 2.0% 8.2% 6.1% 30.6% 53.1% 4.24 
Q I 08 RE classes help me to understand the meaning of 

10.4% 2.1% 4.2% 27.1% 56.3% 4.17 life 
Q87 The study of other rei igions has helped me 

6.1% 4.1% 18.4% 20.4% 51.0% 4.06 appreciate my own religion 
Q I 02 RE classes help me to form my own conscience 6.1% 8.2% 10.2% 28.6% 46.9% 4.02 
Q 100 Contemporary moral issues are given emphasis in 

2.1% 6.3% 20.8% 33.3% 37.5% 3.98 RE classes 
QI06 RE classes have helped me understand other 

10.2% 6.1% 12.2% 28.6% 42.9% 3.88 religious and non-religious points of view 
Q98 RE classes have deepened my understanding of the 

10.4% 10.4% 8.3% 25.0% 45.8% 3.85 Catholic tradition 
Q86 I am enjoying RE classes this year 14.3% 10.2% 8.2% 20.4% 46.9% 3.76 
Q90 RE classes are not taken seriously by students 8.2% 10.2% 14.3% 34.7% 32.7% 3.73 
Q94 This school has a good RE programme for older 

2.0% 18.4% 26.5% 14.3% 38.8% 3.69 students 
Q96 RE classes have helped me to understand the 

14.3% 10.2% 12.2% 26.5% 36.7% 3.61 Gospels 
Q91 IfRE classes were voluntary, I would still attend 

14.3% 8.2% 20.4% 22.4% 34.7% 3.55 them 
Q I 04 RE classes have helped me to pray 20.8% 10.4% 2.1% 27.1% 39.6% 3.54 
Q97 RE classes have shown me the place of the Eucharist 

21.3% 8.5% 27.7% 12.8% 29.8% 3.21 
in Catholic life 
Q 1 05 I do not know my Catholic faith well enough 22.0% 7.3% 29.3% 12.2% 29.3% 3.20 
QI03 Assessment through assignments or examinations 

24.5% 8.2% 20.4% 20.4% 26.5% 3.16 
should form part of RE 
Q95 RE is taught at a level comparable with that of other 

18.4% 12.2% 28.6% 18.4% 22.4% 3.14 
subjects 
Q 10 I Christian marriage has been treated in sufficient 

25.0% 12.5% 25.0% 16.7% 20.8% 2.96 
depth in RE classes 
Q99 Basic Catholic values and moral teachings' are not 

43.8% 25.0% 12.5% 6.3% 12.5% 2.19 
taught in RE classes 
Q92 RE classes are poorly prepared and taught 46.9% 22.4% 16.3% 8.2% 6.1% 2.04 
QI07 RE classes take up too much time which should be 

67.3% 10.2% 8.2% 6.1% 8.2% 1.78 
devoted to other subjects 
Q88 RE classes are largely a waste of time 69.4% 12.2% 4.1% 10.2% 4.1% 1.67 

The students jointly rated highly two aspects of RE in terms of their personal 

development, namely the teaching of contemporary moral issues and the teaching 

of other religious and non-religious points of view. The table from this school makes 

very clear that the pedagogy favoured by this group of students includes discussion, 

presumably since it allowed time for an exploration of personal attitudes and values 
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towards important areas of contemporary moral and social concern. The students' 

response also indicates that the methods employed to teach about other religions 

and non-religious positions, in some way, engages the students sufficiently so that 

they not only begin to appreciate aspects of their own religion but also are 

conscious that they are responsible for forming their own consciences. 

The data indicates, too, that the school, at least partially through its religious 

education programme, has responded successfully to two major aspirations of the 

students. They have indicated that they hoped the school would assist them in 

achieving a high standard in their school work (score: 4.71) and secondly, that it 

would provide an environment in which students' faith in God can develop (score: 

4.61). According to the RE table, the students believe very strongly that their RE 

classes are related to real life and personal needs and they help them understand 

the meaning of life. This would suggest that the content and pedagogy of those 

classes is able to touch their faith, commitments and personal concerns. 

During the extraordinarily intensive period of global concern with religion which 

formed the backdrop to the case study at this school, being only three months after 

the events of 9/11, it is noteworthy that such a high proportion of the students 

believed that the study of other religions in RE succeeded in helping them 

appreciate their own. They emphasised too that RE had caused them to understand 

other religious and non-religious points of view. The data indicating that RE also 

contributed to the students' developing individual consciences might suggest that 

the students use both the content of their RE programme, as well as elements of its 

pedagogy, to reflect on the values and attitudes which form the kernel of their 

individual consciences. If this is the case, then it would be important in a further 

study to examine those characteristics of teaching an epistemology of values for 

living in a complex plurality which are to be found within some faith based schools. 

For the present it is only possible to ask the question whether a student is given 

more or less assistance in becoming aware of his/her values, and being conscious 

of where they come from, and what actions might result from them, within an RE 

programme that is 'tethered' to a particular faith tradition. 
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Indonesia School 0 

23 boys and 17 girls responded to the questionnaire. The sample relating to the 

open-ended questions comprised (i)10 Catholics; (ii) 2 non-Catholic Christian 

females; and (iii) 1 non-Christian religious male. 

Beliefs 

a) students' and parents' beliefs 

8.1 Students' religious beliefs 
Catholic 

% 
92.5% 

8.2 Parents' religious beliefs 

Other Christian faith 
% 

5.0% 

Non-Christian religion 
% 

2.5% 

Practising 
Catholic 

Non-practising 
Catholic 

Other Christian Non-Christian No Religion 
faith 

Mother's religion 

Father's religion 

% 

92.5% 

87.5% 

% 

5.0% 

2.5% 

religion 

% 

2.5% 

10.0% 

In school 0, in which the majority of the student sample were Catholic, the students' 

highest values and beliefs were expressed in scores of three 5s and the fourth, 4.97 

and were: 

• People should be respected whatever their race, nationality or religion; 

• I believe in God; 

• God is a loving Father; 

• Jesus Christ is truly God 

b) school life and climate 

Students' highest expectations of their school were for it to: 

• Help students to discover and fulfil themselves as persons; 

• Provide and environment in which students' faith in God can develop; 

• Give all students a chance of success in some aspect of school life; 

• Prepare students for their future careers 

90% of the students say they are happy at the school, with a further 7.5% thinking 

this is probably true. This very positive finding is reflected in the words of one 
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Catholic male student who wrote that 'there is a spirit of being one family and 

togetherness as well as good relationships between teachers and students and 

among students'. 

Other important findings in this table include: 

(i) students' high esteem for the school and its staff and their 'feeling of 

pride' in belonging there; 

(ii) students' absolute sense that the things they are taught are worthwhile; 

(iii) students' strong sense that the school rules encourage self-discipline 

and responsibility; 

(iv) students' very clear perception that the headteacher encourages a 

sense of community and belonging to the school and a less clear but still 

strong view that a good spirit of community exists among final year 

students 

It is also important to note that, although a high proportion of the students speak of 

a happy atmosphere at the school, there is a less clear commitment to wanting to 

attend a Catholic school, if they 'had to do it all again'. Responses to two questions 

raise a challenging issue. Although 30% say it is probably true, and 30% say it is 

certainly true that the headteacher places importance on the religious nature of the 

school, an even higher proportion, that is 37% and 32.5%, respectively, agree they 

would send their children to a Catholic school. The data would seem to suggest 

some kind of ambivalence, perhaps, among the students about the religious nature 

of the school. So, although 97.5% speak very positively indeed of the headteacher's 

encouragement of a sense of community, it is unclear whether they perceive the 

basis of that community spirit as religious, educational or personal. On the other 

hand, in this group of students where the overwhelming majority are Catholic, 85% 

think it is probably or certainly true that the Catholic teachers in the school set an 

example of what it means to be a Catholic. 
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8.3 School Life and Climate 

Certainly Probably 
Uncertain Probably Certainly 

School Life and Climate FALSE FALSE TRUE TRUE 
SCHOOLID = D 

% % % % % 
Mea 

n 
Q53 The things I am taught are worthwhile learning 15.0% 85.0% 4.85 
Q65 The Principal encourages a sense of community and 

2.5% 12.5% 85.0% 4.83 belonging to the school 
Q71 School rules here encourage self-discipline and 

10.0% 12.5% 77.5% 4.68 responsibility 
Q63 I feel proud to be a student of this school 7.5% 17.5% 75.0% 4.67 
Q66 I have been happy at school 2.5% 7.5% 17.5% 72.5% 4.60 
Q59 There is a happy atmosphere in the school 12.5% 20.0% 67.5% 4.55 
Q48 Adequate counseling help is available to students 12.5% 25.0% 62.5% 4.50 
Q42 This school has a good name in the local community 5.0% 42.5% 52.5% 4.47 
Q37 Most teachers are well qualified and have good 

2.5% 5.0% 42.5% 50.0% 4.40 teaching skills 
Q56 A good spirit of community exists among final year 

2.5% 2.5% 7.5% 32.5% 55.0% 4.35 students 
Q39 Most teachers in this school show a good deal of 

2.5% 15.0% 27.5% 55.0% 4.32 school spirit 
Q43 I can approach the Principal for advice and help 5.0% 15.0% 25.0% 55.0% 4.30 
Q57 Most teachers go out of their way to help you 2.5% 10.0% 42.5% 45.0% 4.30 
Q60 Catholic teachers here set an example of what it 

2.5% 12.5% 37.5% 47.5% 4.30 means to be a practising Catholic 
Q62 Most other students are very friendly 2.5% 12.5% 37.5% 47.5% 4.30 
Q55 Other students accept me as I am 2.5% 17.5% 30.0% 50.0% 4.27 
Q36 Students here think a lot of their school 2.5% 5.0% 10.0% 32.5% 50.0% 4.22 
Q46 Most teachers carry out their work with energy and 

2.5% 7.5% 7.5% 37.5% 45.0% 4.15 pleasure 
Q35 The relationships between parents and staff are very 

2.5% 32.5% 25.0% 40.0% 4.03 friendly 
Q70 If students have difficulty with school work, most 

2.5% 5.0% 15.0% 42.5% 35.0% 4.03 teachers take time to help them 
Q38 Students here know the standard of conduct 

2.5% 42.5% 12.5% 42.5% 3.95 expected of them 
Q45 Senior students understand and accept the religious 

5.1% 28.2% 33.3% 33.3% 3.95 goals of the school 
Q67 I would send my children to a Catholic School 2.5% 2.5% 25.0% 37.5% 32.5% 3.95 
Q69 If I had to do it all over again, I would attend a 

2.5% 2.5% 37.5% 25.0% 32.5% 3.83 Catholic School 
Q52 I am treated with respect by other people at school 2.5% 5.0% 27.5% 37.5% 27.5% 3.82 
Q47 Discipline presents no real problem in this school 7.5% 5.0% 27.5% 22.5% 37.5% 3.77 
Q51 Everyone tries to make you feel at home in this 

2.6% 10.3% 30.8% 33.3% 23.1% 3.64 school 
Q4l Most teachers know their final year students as 

5.0% 47.5% 30.0% 17.5% 3.60 
individual persons 
Q58 The Principal places importance on the religious 7.5% 15.0% 17.5% 30.0% 30.0% 3.60 
nature of the school 
Q61 Most teachers show that people are more important 

7.5% 15.0% 47.5% 22.5% 7.5% 3.07 than rules 
Q64 There are ways to have school rules changed if most 

12.5% 30.0% 30.0% 17.5% 10.0% 2.83 
students disagree with them 
Q40 Final year students here are not given enough real 27.5% 20.0% 22.5% 27.5% 2.5% 2.58 
freedom 
Q68 Most teachers never explain why they ask you to do 

27.5% 30.0% 17.5% 20.0% 5.0% 2.45 
things around here 
Q50 This school places too much emphasis on external 

42.5% 22.5% 15.0% 12.5% 7.5% 2.20 
conformity to rules and regulations 
Q44 I feel depressed at school 72.5% 15.0% 2.5% 10.0% 1.50 
Q49 This school is a place where I feel lonely 75.0% 17.5% 2.5% 5.0% 1.43 
Q54 This school is a place where I feel worried 67.5% 30.0% 2.5% 1.38 

A question arises whether there is any dichotomy in the students' experience 

between the religious and educational culture of the school. In this respect it is 

interesting to speculate on the distribution of percentages among the students 
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agreeing or not with the statement, 'senior students understand and accept the 

religious goals of the school'. Although two thirds believe this to be certainly or 

probably true, a further third are uncertain or believe it to be probably false. 

Finally, the even distribution of percentages which can be seen in response to the 

statement, 'I am treated with respect by other people at school' can perhaps be 

related to the responses to two other statements, namely, 'other students accept 

me as I am' and 'students here know the standard of conduct expected of them'. A 

high percentage of students believe that other students accept them as they are, 

whereas 42.5% are uncertain about the standard of conduct expected of them and 

yet a further 42.5% think it is certainly true that they know the standard of conduct 

expected of them. The matter of perception of standards of conduct must surely be 

tied to each student's developing and maturing identity as they prepare to leave 

school. A frustration can be sensed from the distribution of percentages of students 

who disagree that they are 'not given enough real freedom'. Nonetheless, a positive 

picture emerges of the adequacy of counselling arrangements. 

Students' attitudes and values towards the school 

a) agents of community spirit 

In the table below, students' valuing of respect as of utmost importance is 

presented together with their attitudes towards two other major aspects of 

community building. 

8.4 Agents of Community Spirit 

Agents of community Spirit 

SCHOOLID= 0 

Q I 17 People should be respected whatever their race, 
nationality or religion 
Q65 The Principal encourages a sense of community 
and belonging to the school 
Q113 I try to be friendly and helpful to others who are 
rejected or lonely 

Certainly 

FALSE 

Probably 
Uncertain 

FALSE 

% 

2.5% 

27.5% 

Probably Certainly 

TRUE TRUE 

% % 

100.0% 

12.5% 85.0% 

52.5% 20.0% 

Mea 
n 

5.00 

4.83 

3.92 

The absolute value placed on respect for persons indicates that students within the 

school register this value as the basis for their attitudes and responses to other 

people, whether fellow students or people in their community in general. In this 
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school, the students' high level of commitment to this value must surely reflect in 

part the national tradition in the Pancasila and the Law of respect for people 

whatever their race, nationality or religion. 

The high value placed on the role of the principal in fostering the 'sense of 

community' experienced within the school is also noteworthy. The distribution of 

certainty among the students to their personal attitude to those who are rejected or 

lonely raises certain issues. For example, has the emphasis on the 'I' in this 

statement as opposed to 'people' in the first statement elicited an act of reflection 

on the part of the students about their personal conduct in differing situations. This 

latter statement might therefore appear to be about a general principle or value in 

action which is worth holding as a human being, as distinct from a testament to their 

personal conduct at all times. Nonetheless, there was still a high degree of assent 

to the statement concerning their attitude to others who are lonely or rejected. In 

this regard, a personal comment made by a student from this school about the poor 

and rejected among his/her own age group showed a real concern for others and a 

suggestion for bringing about some kind of justice in the matter: 

Provide grants (to attend this school) to the have-nots who are brilliant.( A 

Catholic female) 

The response to the statement (Q11 0) from the students in this school reflects a 

deep commitment to the homeless and disadvantaged in society. It might also 

provide further evidence of their positive attitude to a value concerned with social 

and moral relations in general as distinct from a statement which asks them to 

reflect on their individual actions in the moral sphere. 

b) students' comments 

The students' comments in the open-ended questions reflect their commitment to 

values of respect and concern for others. One Catholic male student wrote that their 
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school 'respects others, there is no discrimination and there is honesty'. It was also 

noted by a non-Christian religious female that the school works with a 'spirit of 

implementing high discipline and educating students to become successful 

persons'. Thus the students value the school's twin foci on respect and commitment 

to others while helping its students to become successful persons. Several other 

students, including Catholics, non-Catholic Christians and non-Christian religious, 

referred to 'the school having its own characteristics, such as promoting discipline in 

school life' and so they argued 'the students are trained to be self-disciplined and 

responsible persons'. Another student spoke of the school's 'attempt to shape the 

good personality of the students which is in accordance with Christian values'. 

Despite such a positive claim to value the school because of its emphasis on 

discipline and the development of certain kinds of human being, one Catholic male 

student called for a change in emphasis on discipline because, 'It has got to be 

realized that human beings are more important than regulations. Discipline must be 

implemented but a Catholic school should see the human dimension'. 

Noteworthy, too, among the comments was one which spoke about the mission of a 

Catholic school to foster good Catholic students, when writing, 'I appreciate the 

school because it lays stress on religious education which is useful for my future in 

order to become a real Catholic'. Another Catholic female speculated on the 

changes which would be most important in the school. Perhaps her comment 

related to the paucity of resources which private schools might accept in order to 

stay educationally viable: 

Change would be for more extracurricular activities. I don't have chance to 

grow my youth spirit- that is through activities such as camping, hiking, red 

cross. 

Certainly the student's words echoed a note made during the interview with the 

headteacher when he spoke of the continuing need for vigilance to ensure that the 

school developed adequate IT, sports and cultural resources in order to compete 

with other private schools in the area. Perhaps too the headteacher would have 

agreed with the following extract from a Catholic male student: 
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The school is actively concerned with its development, either to 

improve its achievement or its reputation. Even though the product is 

not always satisfactory, I find the process more important. 

Overall, the students' comments and valuing about the uniqueness of their school 

might best be summarised in this extract from a Catholic male: 

Behaviours 

The way the school educates and trains the students to obey the 

school rules; the encouraging of a sense of responsibility; the 

education of how to live in society according to religious practice; 

and how to solve a problem without hurting other people; and 

lessons on vocational guidance. 

a) the curriculum 

Students' highest personal goals were: 

• to find God in my life; 

• to live up to the examples and teachings of Jesus; 

• to accept myself as the person I am; 

• to be happily married 

The majority of responses to the statements concerning the school curriculum are 

positive. The two statements receiving the most positive agreement are, 'the 

subjects offered develop the capacity for independent and critical thinking' and 'the 

subjects taught offer useful knowledge and skills'. Other distributions of 

percentages which tend towards the very positive end of the five-point scale refer 

to: 

(i) religious education as an important part of the curriculum; 

(ii) the curriculum meeting the students' present needs; 

(iii) the good range of the subject offer and the subjects taught being 

relevant to real life; 

(iv) opportunities for students to get to know teachers outside the classroom 
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8.5 The Curriculum 

Curriculum Certainly Probably 
Uncertain Probably Certainly 

SCHOO LID = D FALSE FALSE TRUE TRUE 

% % % % % 
Mea 

n 
Q77 The subjects offered develop the capacity for 

7.5% 25.0% 67.5% 4.60 independent and critical thinking 
Q78 The subjects taught offer useful knowledge or skills 10.0% 25.0% 65.0% 4.55 
Q76 The school offers a good range of subjects to older 

2.5% 2.5% 2.5% 35.0% 57.5% 4.43 students 
Q79 The Religious Education programme is an 

2.5% 7.5% 45.0% 45.0% 4.33 important part of the curriculum 
Q72 The curriculum of this school meets my present 

2.5% 12.5% 40.0% 45.0% 4.27 needs 
Q80 The subjects taught in the school are relevant to real 

2.5% 15.0% 42.5% 40.0% 4.20 life and to students needs 
Q73 There are opportunities for students to get to know 

25.0% 37.5% 37.5% 4.13 teachers outside the classroom 
Q83 A Christian way of thinking is presented in the 

10.0% 12.5% 45.0% 32.5% 4.00 subjects taught here 
Q75 There is a good sports programme in the school 7.5% 22.5% 37.5% 32.5% 3.95 
Q81 The subjects taught here prepare students 

2.5% 20.0% 60.0% 17.5% 3.93 adequately for future employment 
Q74 The out-of-school activities of the school have 

2.5% 15.0% 25.0% 40.0% 17.5% 3.55 sufficient variety and scope 
Q84 The school places sufficient emphasis on cultural 

7.5% 27.5% 25.0% 30.0% 10.0% 3.08 activities (music, art, drama, etc) 
Q82 The Curriculum ofthe school is dominated too 

12.5% 25.0% 15.0% 40.0% 7.5% 3.05 much by examinations 

There is a positive response to the idea that a Christian way of thinking is presented 

in the subjects taught at the school. Nonetheless, a specific form of Christian 

pedagogy does not emerge from this table as the key element within the overall 

curriculum experience of the students. This might suggest that the higher ranking of 

religious education as an important part of the curriculum fulfils students' 

expectations of meeting up with a Christian way of thinking within the curriculum. 

Those responses whose direction on the five-point scale indicate a less positive 

direction underline a major characteristic of the group who responded to the 

questionnaires, namely, a real diversity of thinking on two critical matters. First, the 

statement suggesting that the curriculum is over dominated by examinations draws 

a diverse range of responses. Whether the students responded in terms of their 

own successes or failures in terms of examinations, or whether they reflected on 

the high stakes involved in the national system of examinations for school leavers 

is, of course, uncertain. At this point it is helpful, perhaps, to note the less positive 

response to the question of whether subjects prepare the students for future 

employment. The students might rightly reflect on the present division in the upper 

secondary schools between the academic in which they are studying and the 

vocational schools which the government is seeking to develop and enhance. The 
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identities, interests and backgrounds of the individual students must surely, too, 

have influenced their response to the statement concerning the level of emphasis 

on cultural activities in the school. Responses are distributed reasonably evenly. 

b) religious education 

8.6 Religious Education 
Certainly Probably 

Uncertain 
Probably Certainly 

Religious Education FALSE FALSE TRUE TRUE 
SCHOO LID = D 

% % % % % 
Mea 

n 
QI02 RE classes help me to form my own conscience 7.5% 17.5% 75.0% 4.67 
Q89 RE classes are related to real life and to my needs 2.5% 5.0% 17.5% 75.0% 4.65 
QI08 RE classes help me to understand the meaning of 

5.0% 30.0% 65.0% 4.60 life 
Q97 RE classes have shown me the place of the Eucharist 

7.5% 27.5% 65.0% 4.58 in Catholic life 
Q98 RE classes have deepened my understanding of the 

12.5% 22.5% 65.0% 4.53 Catholic tradition 
Q96 RE classes have helped me to understand the 

7.5% 32.5% 60.0% 4.52 Gospels 
Q 1 0 I Christian marriage has been treated in sufficient 

5.0% 45.0% 50.0% 4.45 depth in RE classes 
QI 06 RE classes have helped me understand other 

5.0% 5.0% 30.0% 60.0% 4.45 religious and non-religious points of view 
Q91 If RE classes were voluntary, I would still attend 

2.5% 12.5% 25.0% 60.0% 4.43 them 
Q95 RE is taught at a level comparable with that of other 

2.5% 10.0% 30.0% 57.5% 4.43 subjects 
Q I 04 RE classes have helped me to pray 2.5% 12.5% 27.5% 57.5% 4.40 
Q94 This school has a good RE programme for older 

2.5% 10.0% 37.5% 50.0% 4.35 students 
Q87 The study of other religions has helped me 

2.5% 12.5% 40.0% 45.0% 4.27 appreciate my own religion 
Q86 I am enjoying RE classes this year 5.0% 7.5% 7.5% 37.5% 42.5% 4.05 
Q I 00 Contemporary moral issues are given emphasis in 

2.5% 7.5% 7.5% 47.5% 35.0% 4.05 RE classes 
Q93 RE teachers allow sufficient time for discussion 2.5% 12.5% 27.5% 25.0% 32.5% 3.73 
Q I 03 Assessment through assignments or examinations 

5.0% 12.5% 27.5% 42.5% 12.5% 3.45 should form part of RE 
Q90 RE classes are not taken seriously by students 22.5% 27.5% 20.0% 25.0% 5.0% 2.62 
Q 105 I do not know my Catholic faith well enough 32.5% 27.5% 15.0% 25.0% 2.32 
Q92 RE classes are poorly prepared and taught 60.0% 22.5% 10.0% 7.5% 1.65 
Q99 Basic Catholic values and moral teachings are not 

62.5% 32.5% 2.5% 2.5% 1.45 
taught in RE classes 
Q88 RE classes are largely a waste of time 75.0% 15.0% 2.5% 7.5% 1.43 
QI 07 RE classes take up too much time which should be 

72.5% 17.5% 5.0% 5.0% 1.42 
devoted to other subjects 

The stUdents' responses to the closed questions concerning religious education 

show an overwhelmingly positive response. Not only do the students value the 

content of the subject and the care teachers take in their preparation but also its 

relevance to their immediate lives. They also affirm their view that they welcome RE 

as part of the whole curriculum, rate its teaching on a par with other subjects and do 

not perceive it as a waste of time. 
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Dominating the students' understanding of the place of RE in their lives and the 

curriculum of the school are four key areas: 

• the formation of their own conscience; 

• its relationship to real life and to their needs; 

• its ability to help them to understand the meaning of life; 

• the place of the Eucharist in Catholic life. 

In relation to the first bullet point, it is worth speculating about three matters which 

arise. First, the students have already shown a sensitivity when reflecting on their 

personal commitment to certain key values. The level of their positive response to 

statements beginning with 'I' was lower than those which began 'people', giving rise 

to speculation that the students were indeed searching their own conscience as to 

whether they had fully put into practice a key moral value. In this table relating to 

religious education, the students affirm that the development of conscience is a 

major concern for them and for religious education in the school. Second, the 

conviction attached to the level of response about the formation of conscience 

prompts an external researcher to wish to explore the nature of the RE curriculum 

and its pedagogy in order to ascertain how such personal security in autonomy is 

achieved among the students within the confines of a Catholic curriculum taught 

chiefly to Catholic students. Third, there is among the students' responses in 

general throughout the questionnaire a sense of 'conscientization' among them. 

This has been captured, for example, in their awareness of, and commitment to, the 

needs of the homeless and the poor, in the midst of whom many of the students 

live. Perhaps, the very positive response among these students to several other key 

statements within this RE section of the questionnaire points to elements of the 

curriculum which foster such 'conscientization'. They speak very positively of RE 

classes 'helping them understand the meaning of life', 'the place of the Eucharist in 

Catholic life', the 'understanding of the Gospels' they have received, and the 

emphasis given to 'contemporary moral issues'. 

Aligned to this curriculum which is rich in both Catholic and Christian teaching and 

commitment, there is evidence from the students that their values and attitudes are 

also formed by 'religious and non-religious points of view' and that 'the study of 
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religions other than my own have helped me appreciate my own religion'. Equally, it 

is important to note that 80% of the students said that they had 'enjoyed their RE 

classes this year'. 

Lessons learnt from the four schools about the significance of the student 

voice in a study of school cultures 

Listening to the student voice permits an insight into the personal understanding of 

individuals and groups of students as they reflect on their relationship with 

themselves, their peers, teachers, parents and others in the communities they 

inhabit. Their voices draw attention to the need for further examination of aspects of 

their living, learning and valuing within their school cultures, particularly in two 

areas. First, there is a need to look at those which embed the individual into their 

school culture so that they respond positively to their learning environment. 

Secondly, more understanding is required of those aspects of a school culture 

which permit the individual to learn and make meaning about themselves as people, 

and the cultures which they inhabit, in a way that is both satisfying and personally 

crafted, and achieved without undue intellectual or cultural pressure on their 

autonomy. 

A previous chapter proposed with Roberts (2000: 1) that Freire 'theorized an 

intimate connection between education and the process of becoming more fully 

human'. The students in this study widely indicated that one of their most pressing 

goals was to 'accept myself as the person I am'. Here was a signal of intentionality 

in the students' voice. The human persons that they were or aspired to become 

must find acceptance within each student's self. Their wider profiles in terms of their 

values, attitudes and beliefs showed the kinds of human beings they were or 

wished to be. For example, they widely committed themselves to the respect of 

others, whatever their race, nationality or religion and they recognised the 

significance of their parents' trust and love in their lives. Importantly, too, they saw a 

link between their faith and the kind of people they were. Finally, the great majority 

of this group of students claimed that their beliefs were increasingly based on their 

own convictions rather than those of others. 
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The analysis of the data presented from individual schools experimented with 

finding connections between the students expressed agreement with, or liking for, 

aspects of the school's life, climate and curriculum and the kind of aspirations they 

held for their time at the school, their personal goals and religious education. Such 

analysis was a means of excavating the manner in which differing aspects of a 

school culture touched, and sometimes permeated, an individual's search for 

knowledge and meaning. 

The discovery of the ways different schools and different students achieved this 

focus on human development is made apparent partly through the tables of data, 

partly through individual students' comments and partly through the commentary 

offered on responses to statements about religious education in each school. Those 

commentaries were offered from three perspectives already discussed in earlier 

chapters, namely the national, socio-intellectual and cultural contexts of the 

countries in which each school was situated; the attitudes of the students towards 

the religious and non-religious traditions or world views that they encountered in 

their lessons; and the impact which the study of religion or faith might have on 

individual human growth. 

The kind of educated person who emerges from each of the school cultures can be 

gleaned from the data contained in 'the student voice'. This chapter has recorded 

as well whether the students in each school believed themselves to be happy in the 

school. On the one hand, this information provides an important insight into the 

nature and practice of the school culture and its impact on each student. On the 

other, it acts as a predictor of the student's lifelong attitude to continuing education 

and development. The data also provides evidence of the student's concern that 

religious education should, on the whole, be related to real life and personal needs. 

If the evidence can also show that the students believed that RE was meeting their 

concerns and needs, then it might be anticipated that at least some of the attitudes 

and values which the students were developing during their time in school will be 

deployed by them when as mature citizens they approach certain social, personal, 

religious and cultural situations. Similarly, there is evidence from the data that the 

students have learnt about religious and non-religious ideas which differ from their 

own. They say that they have used this knowledge as a means of appreciating their 
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own point of view and to form their own consciences. It might, therefore, be 

predicted that such students will be willing and able to meet up with many differing 

world views and commitments as mature citizens and find their own way of 

responding in an educated manner. All of this is in some ways a matter of 

speculation. 

The reason, however, for letting the students speak for themselves within a 

separate chapter is so that the value of such a major part of the research 

methodology might become more apparent. On the one hand, the empirical study 

stands as a means of introducing evidence-based discussion into policy-making in 

relation to the kinds of educated students who emerge from certain schools. It 

permits an in-depth study into the kinds of cultures and practices which faith 

communities contribute to the overall educational endeavour of a country. On the 

other, it acts as a prompt to a plural society to put on its agenda a debate based on 

the evidence from empirical studies about the place of religion in education. The 

future of individual communal and personal identities is to some important extent 

dependent on this debate. 

The extent to which students have experienced communities with a real sense of 

belonging and cohesion as part of their formal education is currently understood in 

England to be critical to a good education. The time is therefore propitious to 

evaluate the potential for searching out examples of good practice in schools which 

provide an enhanced sense of inclusion and community for their students, while at 

the same time offering a successful academic and vocational education. In this way, 

schools offering a community in which their students can learn, and develop in, 

those fundamental aspects of being human might be said to be taking a positive 

role in community-wide development for as Chodorkoff (1990:71) has argued: 

True community development from the perspective of social ecology must 

be a holistic process, which integrates all facets of a community's life. 

Social, political, economic, artistic, ethical and spiritual dimensions must all 

be seen as part of a whole. For this reason, the development process must 

proceed from a self-conscious understanding of their relationships. 
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Summary 

The questionnaire and interview methodology employed in this study has provided 

a means by which a number of future citizens of plural societies have been able to 

reflect upon their 'self-conscious understanding of their relationships' within their 

individual schools. The extent to which their reflection permits a sufficient view of 

the school culture to make an evaluation of each school as a sustainable epistemic 

community for learning in, and about, living and being human in a complex plurality 

will be discussed in the next chapter. It is possible to argue, however, that the 

richness of the student voice found here positively indicates that it is worthwhile to 

evaluate the effectiveness of a school culture in meeting the faith and educational 

aspirations of its students through the use of self-completion surveys and 

interviews. 

The information contained in this chapter, together with that in chapter 6, completes 

the profiles of the four Catholic schools. In the next chapter a composite profile of 

this particular group of schools will be developed in order to evaluate which factors 

within a school culture contribute to its distinctiveness. 
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Chapter 8 From individual school profiles to a meta-narrative of school 
cultures 

Purpose of the chapter 

The profiles of each school developed in chapters 6 and 7 provide a means of 

testing the climate of their cultures. This chapter will therefore critically examine the 

means by which the faith and worldviews of the students were met and included in 

each school's culture; the extent to which students were taught to be critical and 

educated about their own and other people's worldviews; and the extent to which 

each culture sustained, and was sustained by, an effective epistemic community for 

being educated in a plural society. The examination takes the form of interrogating 

the meta-knowledge gained from the study of the four Catholic schools, asking what 

can been learnt about (a) the genus loci of each of these schools; (b) the schools as 

mediating institutions; (c) the attitudes and values of students preparing to graduate 

from those schools; (d) these schools as epistemic communities of the human 

condition; and (e) faith as the foundation of the four schools. Resulting from this 

examination a summative statement will be made about the purposes of education 

inherent in the four cultures. The chapter concludes that empirical studies of faith 

schools which can tell an informed story about how a faith foundation impinges on 

the way a school sets about educating its students are particularly urgent. If some 

faith schools are seen as educating effectively and distinctively both for the 

common good and for individual personal flourishing, then a meta-narrative of the 

particulars of such school cultures might enhance such discussion. 

Perspectives from the four schools: co-operating in a study of how best to 

meet the human and economic needs of young people in late modern times 

One of the most striking features of the data presented in the previous chapter was 

the similarity in the responses from the students across the four schools. When I set 

out to enquire into the cultures of the schools set as they were in widely varied 

geographical and political contexts, I had expected to find not only differences in 

their organization and management but also in the students' expectations, concerns 

and attitudes towards them. I had also expected to find marked differences between 

the personal beliefs, values and attitudes within the student cohorts taking part in 
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the study. In the light of the similarities, it will be important to try to discover whether 

there are common building blocks to be found in the construction and educational 

environment provided by each school. Secondly, it will be worthwhile to explore the 

relationship between the overall purpose of education which emerges from this 

study of school cultures with the attitudes and values espoused by the students. 

One of the most privileged features of this study has been the opportunity to ask 

questions about what kind of human beings educators are hoping young people will 

become at the beginning of the twenty-first century. The process of engaging in a 

structured enquiry through collaboration with colleagues in these four very different 

schools encouraged a feeling of mutual discovery and shared concern about the 

key elements of being an educated human being in these complex, plural and 

global times. The shared mapping of concepts, values and behaviours underlying 

education in and for faith in turn raised questions about the fitness for purpose of all 

schools in plural societies. 

A most important benefit of a comparative educational study is that participation in 

such a study encourages the growth of a meta-knowledge. Lankshear (1997:72) 

defines such meta-knowledge as 'knowing about the nature of that practice, its 

constitutive values and beliefs, its meaning and significance and how it relates to 

other practices'. In one school the headteacher invited me to join a regular senior 

management team meeting. An item on its agenda as to whether the school should 

join a collaborative venture of Catholic schools through east and southern Africa 

prompted a most important discussion. It focused on the value of the reflection on 

the nature and practice of Catholic schools which the team considered this present 

study had generated among the staff. A review of the practices of the school which 

related to its Catholic foundation were then added to the regular senior team 

meetings on a termly basis and the team made the decision to join the collaborative 

programme of Catholic schools. 

The enhanced understanding which arises from a developing meta-knowledge has 

arisen in this particular study from a keen awareness of the importance of context in 

the study of faith school cultures; the observation of a number of alternative school 

cultures in practice; and critical reflection on the nature and practice of school 
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cultures among practitioners and between practitioners within an empirical research 

methodology. Such was indeed the value of this partnership approach to re-thinking 

this particular concept map of faith in education that it underlined the need for 

continuing international cooperation, at both local and national levels, for human 

development through education in general. In particular, it pointed to the value of 

follow-up studies concerning new paradigms for policy development concerned with 

how best to develop schools which serve both the economic and human 

development needs of the young people in both the North and the South. Similar 

studies of faith schools in different countries could prove a most valuable catalyst to 

such discussion. 

Learning from the meta-knowledge: what can we learn" about the genus loci of 

individual school cultures? 

The distinctive nature of each school culture was made apparent through a number 

of the research strategies within the study. These strategies included an 

examination of school prospectuses and handbooks; discussion with the 

headteacher and senior teachers about their policies and behaviours; analysis of 

the students' self-review and their comments during interview; the nature of the 

curriculum and understanding of whether it included vocational guidance and 

teaching among its academic programme and particularly, the purpose and practice 

of religious education. 

In discussion with the Head of Religious Education in a Botswana school, for 

example, her concern for the safety and security of young people in school was a 

priority. She spoke of many students from single parent homes; the break up of 

marriages had become a national problem. She also discussed elements of 

indigenous African religion, in which there are traditions where women are beaten. 

There is also a high proportion of child suicides. For the sister, the question here is, 

'Is there someone who can help children with their problems; someone who can 

listen?' One head teacher defined her role as a 'champion! advocate of children', 

called to 'build the Kingdom', through integrating a holistic philosophy into the 

organisation of a school of 720 students. This, the head teacher argued, was to be 

achieved through 'the building of community' in which each person expresses love 
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or care, thereby 'opening up the individual to growth and freedom'. She saw this of 

particular importance in an environment which was often hostile for the students 

and in which they encountered anger and abuse. The community of the school 

should provide them with an 'experience of love and growth'. 

The genus loci found in each of the schools in the study suggests that their cultures 

provided a happy environment, a place where students were comfortable and ready 

to learn. Most of all the students felt they belonged to a community, much of which 

owed its spirit and conduct to the leadership of the headteacher. This indeed 

appears to be the case in terms of the positive learning outcomes which were 

recorded by the students and their very positive agreement with the statement, 'I 

have been happy at the school'. Notwithstanding these particular findings, there 

remains the question of the place of corporal punishment in two of these school 

cultures, partly as a result of Ministry of Education guidelines. 

Enquiring what might constitute the genus loci of each culture prompted a 

significant finding that each of the schools had a very strong sense of place within 

its local town or city and within its nation. Asking questions about the nature of the 

town or city helped to locate the school in its nested ecology. Asking the school 

about its role in the town or the country prompted some illuminating conversations 

about their very particular understandings of that role. 

One school promoted a significant view of the role of the home in personal and 

community development. It believed that the students brought values and talents 

from their home: it was then the duty of the school to teach the students to take 

those same values and talents back out into the community through their education. 

A former student of one of the schools in Botswana had written that the school 

provided for 'people with different backgrounds, age groups, and even cultures to 

share ideas in a common meeting ground'. 

This comment is most instructive about the particular sense of place experienced in 

the school within a country that continues to be the scene of a plurality of ethnic 

divisions and tensions. Indeed the divisions were so intense in the past that the 

people of the country were at one time described by Sillery (1965) as 'fissiparous'. It 
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is therefore significant to find that the students in the two schools from that country, 

under the section in the questionnaire on personal goals, made a very positive and 

strong response to the statement that their personal goal was 'to make lifelong 

friendships with other people'. At the same time, all the students made clear that 

they were aware of their school's esteem in the local and national community and 

were proud to belong. 

Learning from the meta-knowledge: what can we learn about schools as 

mediating institutions? 

There were many examples provided of the schools acting as mediating institutions 

within their often fraught and sometimes violent societies. There was a sense that 

each of the schools believed its task was to explain what education contributed to 

their students and their country. At a policy level the headteachers built partnerships 

across towns, cities, schools and communities because they believed that they 

could not achieve on their own a good education for their students. They clearly and 

patiently explained the purposes and values of education to their partners, the 

students and their parents. Frequently, too, the students wrote about the 

importance of education and about the genus loci of their school. One of their 

poems used the imagery of precious metals to great effect in a country whose 

mineral resources are the key to much human development, stability and 

educational provision. 

The student voice made clear that the secure and purposeful learning environment 

which each of the schools provided was the base for an education which did indeed 

meet their needs and wants. A headteacher spoke also of planning changes in the 

shape and culture of the school in order to meet the challenges of the new era; an 

era he said which will be marked by 'competition linked to globalisation'. He spoke 

of 'radical administrative and academic programmes being currently implemented' 

in order to return the school to its former position of being 'a centre for quality 

education' . 
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Learning from the meta-knowledge: what can we learn about the students' 

attitudes and values? 

The sense of responsibility found in the student voice to their peers, their fellow 

citizens, to their God, to their environment and to themselves was also very clear. 

They wished to be honest in their dealings with others, to accept themselves as 

they are, to find God in their lives and to live up to the examples and teachings of 

Jesus. The highest values to which they were committed were 'respect for others 

whatever their race, nationality or religion' and respect for the environment. 

Significantly Flynn obtained the same results. Carr (2004:29) argues that values are 

not 'primarily beliefs but rather rational dispositions or principle preferences which 

are plumbed into practical human affairs'. As such he believes that 'they are apt for 

appraisal in terms of the practical rather than the theoretical aspects of human life'. 

Each school offered examples of the practical consequences of their beliefs. 

The student voice provided insights into how these values were influential in the 

students' present understanding of the kinds of learning in which they engaged as a 

community. Primarily the students wished to have knowledge, skills and 

understanding which were useful and prepared them for future employment and 

which fostered in them the capacity for independent and critical thinking. Their 

strong views on the state of cultural education in their schools, including music, art 

and drama suggested that they believed their curriculum experience was gravely 

deficient, if their school was not offering an adequate experience of these. There 

were similar strong views about sport, with one student bemoaning his inability to 

'grow his youth spirit' because of the lack of extra-curricular activities such as 

camping, hiking and the Red Cross. 

The call by the students for a curriculum which is practical, related to the real world 

and to their personal needs suggests that these four schools have enrolled students 

who are active, or prepared to be active, in the principles and practice of their 

learning. Such evidence suggests that each of the four schools met the conditions 

laid down by Pendlebury for creating an epistemic community. It suggests that the 

schools form identifiable communities which have sufficient financial and 

educational resources to teach a curriculum which conforms to national guidelines 

and national examination standards. The curriculum offers a variety of discourses 
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and epistemological methods for an exploration of a wide number of areas of 

experience or discrete disciplines. The schools have spoken of their modes of 

engaging the students with experience. For example, two schools cited the 

students' particular interest in science, with one seeking to maintain its lead in 

national quality in science education. At the other, comment was made that the 

traditional view that African people had an innate religious spirituality may well be 

overtaken in not too many years by the great interest in science and technology. 

The student voice affirmed very positively that they were conscious that their 

developing beliefs were being formed increasingly from their own convictions rather 

than those of others, thereby acknowledging that they had been exposed to 

procedures for qualifying and disqualifying evidence. 

Overall the students' concern for knowing themselves and their world and accepting 

who they might become reflected strongly an innate sense of the spiritual as part of 

the human condition. 

Learning from the meta-knowledge: schools as epistemic communities of the 

human condition in late modern times? 

The schools most certainly include a sufficient critical mass of learners to form an 

epistemic community. All the teachers and school managers showed a great 

concern for continuously interpreting the global, national and local situation. It was 

from such reflection and speculation that they achieved their sense of place as a 

school culture. Moreover, their ongoing critical reflection led them to learning more 

about the needs and situation of their students. In turn the stUdents spoke of how 

their learning touched their 'real' lives and personal needs. The overwhelming 

impression of each school culture, and its strong resemblance to Pendlebury's 

epistemic community, can perhaps most succinctly be summarised in the words of 

the National Curriculum Council (NCC) (1993). In a paper which set out to discuss 

the nature of 'spiritual development' the NCC argued that the term applied to 

'something fundamental in the human condition'. Those school cultures all 

presented themselves as epistemic communities concerned with learning that was 

fundamental to the human condition. The NCC's further elaboration of the term 

applies aptly to the four cultures: 
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It has to do with relationships with other people and, for believers, with GOd. 

It has to do with the universal search for individual identity- with our 

responses to challenging experiences, such as death, suffering, beauty and 

encounters of good and evil. It has to do with the search for meaning and 

purpose in life and for values by which to live (NGG, 1993:3). 

Additionally, Pendlebury(1998:186) has noted the similarity of her thinking about a 

community's ability to maintain its definitive practices with Macintyre (1984) who 

argued that to enter a practice is to enter into a relationship with its practitioners, 

present and past, especially those who have 'extended the reach of the practice 

through their achievements'. Finally, therefore, in this context of the study of faith 

based schools and the cultures of four of them within the concept of epistemic 

communities, it is important that some consideration is given to the defining practice 

of integrating a faith or religious tradition into the core business of epistemic 

communities. 

Each of the schools spelled out the Catholic basis of their beliefs, attitudes and 

values and behaviours both in their Prospectuses and Handbooks and during 

interviews for this study. In one of the schools in Botswana, for example, the 

Prospectus states that as a Catholic school, the College adopts the Church's 

philosophy of education which includes' the formation of the human person with 

respect to his ultimate goal and simultaneously with respect to the good of those 

societies of which, as a man, he is a member'. In this manner the school explained 

its particular religious identity within a much larger identity, or cultural tradition, 

namely, a Catholic philosophy of education. Thus it called upon a long-established 

tradition of educational endeavour within a faith tradition and drew attention to some 

specific dimensions of the nature and practice of that tradition in education. 

Unequivocally it states that the school adopts that philosophy of education and it 

finds no hindrance in setting this philosophy alongside, or indeed perceiving of it as 

the determining ingredient, of the culture of the school. In this way, the school set 

out its aims in relation to the nation and national education policy for its students 

who should be able to: 
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• Manifest skills in accuracy of observation and in imaginative, moral and 

logical thinking; 

• Contribute positively to the economic development of the country and 

judicious conservation of scarce natural resources; 

• Engage in worthwhile cultural and leisure time activities; 

• Acquire the necessary grades needed for admission to tertiary education. 

The Catholic philosophy in this situation is partly illustrative of Bartelt's concept of 

'nested ecologies of education': 

As we examine macro-ecologies we unearth a second or a third ecological 

system at work, much like the nested Russian doll. (1995: 161-2) 

For this purpose the concept of nested ecologies illuminates a particular kind of 

understanding for that which takes place in schools is not only directly affected by 

the definitive practices of the school and the character of the communities from 

which the students are drawn but also by the macro-ecology of the civic society. 

The interdependence of the school and society or the state can be examined from 

many perspectives, of course, such as policy making; curriculum thinking and 

development; values development and citizenship; school admissions; and 

assessment. In these schools the aims outlined above establish very clearly the 

interconnectedness between the faith foundation, the nation state and the concept 

of education in providing the sources of the humanistic, civic, educational and 

religious values of each school's culture. 

Learning from the meta-knowledge: faith and the establishment of 

educational communities? 

This study has illustrated the complex and varied nature of the interplay between 

faith and religion and school ecologies. For example, the data points to the 

students' satisfaction with receiving an education which catered for their twin needs; 

that of achieving high standards in school work and becoming accepting of the 

people that they are. The data shows a wide set of contributors to the success of 

the students in achieving high standards; for example, one school has put great 
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energy and resources into achieving an outstanding science education for its 

students. The students also speak highly of the sense of community, belonging and 

safety which the schools provide. They profess themselves happy at their schools. 

All students identify the headteacher's contribution to the overall feeling of 

community. Each of the headteachers in turn spoke of their perception of their role 

emanating from their beliefs as educators, their Catholic beliefs and values and 

their consciousness of national and local needs and challenges to young people 

trying to get to grips with their world. They also stressed the vital role of the RE 

team in developing a particular school. For example, the headteacher who 

developed the Handbook referred to above, where he establishes the provenance 

of the school's approach to education by placing it firmly within the long established 

Catholic doctrines on education, also firmly supported the move by the government 

of Botswana to invite a community of religious sisters to set up a base at his school. 

In the Indonesian school the Head of Spiritual Affairs, when discussing the mission 

of the school, referred to the philosophy of his religious order of brothers as the 

inspiration for the belief that the school was there to 'provide guidance for the 

young' and through its vision 'to provide brotherhood through community' and 'the 

option for the poor'. Most of all, 'students must be free to develop themselves' within 

a new kind of school org~nisation, which he described as 'a Christ-lover for the 

young'. For this vision to be achieved it was important that the school and its 

curriculum, particularly, in religious education, should 'meet the intellectual 

challenges of helping students know why they believe'. From here a central tenet 

arises of these school cultures, namely that the teaching of and about religion in 

each of the schools is there to contribute to the overall education of the students. 

Education in this definition is about providing an intellectual climate in which people 

have reasons for believing and understanding. This finding reflects Bryk et aI's 

argument that Neo-Scholasticism made two important contributions to the thinking 

of the Catholic church: 

A belief in the capacity of human reason to arrive at ethical truth and an 

affirmation of the place of moral norms and principles in public and personal 

life. (1993:51) 
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Most certainly in the Indonesian school in which the majority of the student sample 

were Catholics, all the students affirmed very positively that they were coming to 

believe 'because of their own convictions rather than the beliefs of others'. There 

was also a very positive response to this same statement by students in the other 

three schools who came from rather more varied religious backgrounds than those 

in the Indonesian school. These responses also lend credence to the students' 

definite view that they are respected as people who are self-disciplined and 

personally responsible for their development. Significantly, the students, except for 

those in the Indonesian school, also record that they are ambivalent as to whether 

they have had their understanding of the Eucharist in Catholic life deepened as a 

result of their RE and equally they are uncertain as to whether they have deepened 

their understanding of the Catholic tradition. 

There appears therefore to be a deliberate screening process at work by the 

students and perhaps by some of the staff of these schools in that they affirm 

positively their happiness at being in the school but appear to learn little formally, if 

they are disinclined to do so, about the religious tradition which forms a living 

ecology for their school experience. Perhaps the data can point to some particular 

reason for this. Each of the schools puts a heavy priority on defining the kind of 

students they wish to emerge as a result of belonging to the school. Thus teachers 

are enjoined in one school to follow a philosophy of education which is 'based on 

the Christian philosophy of love and service'. The emphasis in the Handbook is 

clear: Christian values are to be the impetus towards a philosophy and pedagogy of 

education. The content and values of Christianity are to be integrated into the 

educational work which the institution deems significant. For example, in this same 

school, the headteacher saw her work as to 'build the Kingdom' through 'integrating 

a holistic philosophy into the organisation of the school'. Her ultimate work was to 

be a 'champion of children'. 

Thus religious values and personal faith infuse the ecologies at work sustaining the 

school culture but, perhaps, the teaching of doctrine and specifically Catholic beliefs 

receive a lower priority in the defining practices of the school. Such an interpretation 

finds support both from the students' voice who welcomed RE for meeting their 

needs, developing their personal faith and helping to learn about other religions and 
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leaving space for them to shape their consciences autonomously. Secondly, it finds 

support in the discussions held both in the Grenada and Botswana schools. There 

the heads of RE spoke of the concentration in the Global South on 'primary 

evangelization', in which the Christian communities were setting out afresh, finally 

free of their colonial associations, to preach Gospel values. In that kind of ecology, 

there is little room for the teaching of second-order doctrines and examples of 

world-views and life-styles which do not appear authentic in the contexts in which 

they are being lived-out. 

If this interpretation of the defining practice of Catholicism is right within the four 

school cultures in this study, then it is possible to evaluate the schools' 

understanding of religion and faith in the light of Flanagan's perspective on the 

place of religion within the intellectual, political and social cultures which presently 

form the ecologies within which those four schools operate. He perceptively wrote: 

As an issue religion seems disconnected from society, a corpse of 

modernity buried with a tombstone called secularisation. But now 

comes a resurrection, the seeds of which can be denoted in the 

issues which have come to signify postmodernity. A searching, an 

escaping, a rootlessness of image and affiliation, the effects of 

technology and globalisation, mark an unsecured self, now forced to 

ask questions of metaphysical identity inconceivable on the 

agenda .... two decades ago.(1996:1) 

Developing a meta-narrative of faith school cultures 

The schools in this study where religion is a significant defining practice in their 

support of viable epistemic communities exhibit remarkably similar characteristics. 

The first, that religion forms the basis for much of their epistemology of education 

and educational practice but their ultimate concern is with developing educational 

institutions that work. The second characteristic is that their headteachers and 

senior management teams spend significant time in reflecting on the state of their 

nations and their students. They see the effects of globalisation and technological 
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developments in communication on the development of their curricula, their goals 

and the lives of their communities and their students. Thirdly, they examine ways in 

which their teaching and learning can meet with the many worlds and identities of 

their students. Fourthly, they allow space in the curriculum for students to find ways 

of developing their personal faith, while at the same time stimulating learning which 

encourages the students to make up their own minds about the evidence for belief. 

Finally, they commit much of their time, energy and resources to the establishment 

of communities in which the students flourish as learners and identify with pride. 

The nested ecologies found in each of the four schools, through examination, can 

tell a distinctive story about each one. Yet together they reflect a definition of 

culture, provided by Heelas, which sustains their ability to form epistemic 

communities in the twenty-first century whose: 

sustained voices of moral authority serve to differentiate values, to 

distinguish between what is important and what is not, and to facilitate 

coherent, purposeful identities, life-plans or habits of the heart. (1999:64) 

In many ways, that definition of culture above would also serve as a succinct 

summary of those four schools' understanding of the purpose of education. 

The student voice and the many voices of the headteachers, senior managers and 

teachers at each school give adequate testament to the culture of the school 

providing a rich ecology for those who seek to find purposeful identities, life-plans or 

habits of the heart. 

There can be no question that religion has played a not insignificant part in the 

formation and sustenance of these particular epistemic communities. In some 

striking and innovative ways, these schools have shown themselves mindful of the 

view put forward by Sutherland (1985: 140) that beliefs and values are 'matters of 

deep-seated conviction, which involve emotion as well as intellect, soul as well as 

mind'. Despite their pressured national examination systems and accompanying 

rigid curricula, as well as the students' commitment to succeed academically, the 

schools gave authority to teachers and students together, in the words of the 

Indonesian headteacher to 'dig out their faith'. To use Carr's phrase, matters of 
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beliefs and values were 'plumbed into their system'. In another phrase borrowed 

from Lewis' (2006) for these cultures, there could be no 'excellence without a soul'. 

Towards a re-assessment of the meta-narrative of school cultures 

During the recent period in education, when the effective school discourse was 

dominant, research into school cultures began from the need to map out those 

elements in a school which could be transformed through external initiatives and 

internal management activities. Transformation was necessary in order to import 

those mechanisms agreed by researchers and the DfES into each school that were 

thought to ensure the successful achievement of indicators of effectiveness or 

standards. Formulae based on the relationship between a headteacher's 

effectiveness as a manager and leader, curricular rigidity and continuous testing of 

students resulted from that particular mapping of school cultures. Relationships 

between teachers and students, individual students and national targets and 

individual schools and their local communities and catchment areas found little 

space on school effectiveness maps. 

The maps or profiles of each school culture developed in this study are very 

different. Their purpose is to clarify the relationship of beliefs and faith with the 

values and practices through which each school builds its distinct educational 

culture. This mapping of beliefs, values and behaviours of individual schools 

provides the groundplan from which to build, interrogate and evaluate a knowledge

base of faith school cultures in general. This knowledge base is the foundation of 

the meta-narrative which could playa crucial part in any informed deliberative 

engagement with faith schools. The form which this meta-narrative takes is directly 

tied to the purpose of such deliberative engagement. That purpose is to expose the 

extent to which one particular faith or set of beliefs can shape the culture of a 

school so that its educational endeavour is distinct from that in any other school. 

With the result a meta-narrative of school cultures must assist in explaining how 

and why a distinct culture creates a particular kind of learning and teaching 

community; the particularities of the genus loci of those cultures; the porosity of a 

school culture in taking in its sources of educational, social, civic and religious 

values and in giving out its commitment to share in the wider community's 
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development; and the means by which it has sought to contribute to the students' 

attitudes, values and faith. 

This study has contextualized its examination of faith schools within three prevailing 

socio-intellectual modes: the modern, the postmodern and the global late modern. It 

has described how the grand narrative of modernity privatised faith and belief and 

consequently sustained an educational discourse which saw no place for faith 

schools. The postmodern through its abandonment of the grand narrative has 

instead encouraged the study of the microculture. It is among those very 

microcultures which were once abandoned, or at least marginalised, by the grand 

narrative that minorities within pluralism are finding their voice. If this is indeed the 

case then minorities such as faith schools can once more participate legitimately in 

debate about civic education. If the proposed meta-narrative of school cultures 

were to find acceptance in educational debate in these global late modern times, 

then there would be the opportunity for an appropriate educational discourse to hold 

in tension the democratic principles of modernity in debate with a new late modern 

narrative of school cultures. This would not be a narrative concerned solely with the 

economic imperative of these present times but rather one concerned with the 

personal, spiritual, ethical and civic sources of successful schools. 

Summary 

This chapter has been concerned to analyze the information collected about the 

four Catholic school cultures by interrogating what it has to say about the 

particularities of faith schools, such as their genus loci, their understanding and 

teaching of the human condition and the attitudes and values of their students and 

the relationship of these to the faith foundation of each school. From these it has 

provided a succinct statement of the purpose of education articulated by each 

school. It has proposed that the meta-knowledge generated by empirical studies in 

turn creates a meta-narrative of distinctive school cultures. Its acceptance into 

educational discourse might help to ensure that the study of school cultures 

receives a new impetus and direction. Rather than there being studies concerned 

only with describing effective management structures whose achievement can be 

measured by external performance indicators, a new form of school culture studies 
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might develop. These would be undertaken partly to understand the ways in which 

a school's faith foundation impinges on the education it offers and partly to discern 

the distinctive epistemological and communal bases found in successful schools for 

learning about the human condition in plural societies. 
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Chapter 9 Putting practice into policy: the case for evidence-based 
policy concerning faith-based schools 

Purpose of the chapter 

The final chapter is concerned to tackle the lacunae in the evidence currently 

available about the nature and practices of distinctive faith schools and their effects 

on the students who study in them. It is also concerned to examine afresh the 

purpose of education in the light of the evidence provided by the four case studies. 

The first part examines the problems which arose for effective policy development 

concerning faith schools in the absence of appropriate evidence to illuminate 

OFSTED findings and league table results, following the publication of the White _ 

Paper, Schools Achieving Success. The second part provides summative 

statements arising from the empirical studies of four Catholic schools and suggests 

that the methodology used has three important outcomes for the present 

discussion: a base for data modelling; a means of deciding indicators of successful 

school cultures; and a need to examine the culture fit between macro-education 

policies and micro-school cultures. The third part calls for a civic conversation about 

faith schools within a wider debate about the purpose and practice of education in 

plural late modern times. The final part signals to government and policy makers the 

benefits of developing educational policies whose origins lie in school practice. Most 

particularly it is argued that in the matter of faith schools, if comprehensive 

evidence is weighed before policy is made, education itself might become the 

catalyst for a newly emerging democratic, inclusive and normative culture of 

pluralism. 

A critical lack of evidence-based policy concerning faith schools in plural 

civic societies 

The publication by the OfES (2001) of the White Paper, 'Schools Achieving 

Success' in England was the catalyst for the organization and development of this 

present study. Contained in it was the policy to support a substantial increase in 

faith schools. This study has previously commented that educational policy often 

consists at present of a series of measures bolted on to existing, rather old and 
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often fragile, education systems. This seems indeed to have been the case in 2001 

in England. The need to resolve the tensions found in some plural communities was 

met by a call for inclusion of all children into schools whose concerns were 

tolerance and respect for others. The Cantle Report (2001) asserted that faith 

schools were inherently divisive. At the same time, the White Paper supported the 

expansion of faith schools. The Church of England's (2001) response to the White 

Paper called for the development of schools which were inclusive and had a 

religious character. There seemed to be little attempt at joined-up policy. 

The Press Notice (5 September 2001) which accompanied the publication of the 

White Paper spoke of it as 'a blueprint that will give every secondary school the 

freedom to develop its own unique ethos and centre of excellence'. At the same 

time, a Schools Innovation Unit was to be established to help 'stimulate new ideas, 

spread best practice and cater significantly better to the diverse requirements and 

aspirations of pupils'. There was widespread and heated discussion about the 

content of the White Paper. In particular, questions were raised as to whether faith 

schools were a help or a hindrance in shaping the present plural society into an 

inclusive and tolerant culture. 

The then schools Minister, Stephen Timms (The Times Educational Supplement, 

25/06/02) asserted that the evidence is clear that faith schools are doing very good 

jobs, and are doing them, in particular, in disadvantaged communities. Schagen 

and Schagen (2005), though, disputed presumably the same evidence used by the 

Minister, arguing that any improvement in test scores by students is better 

explained by faith schools' selection criteria, not by their distinct ethos. Neither the 

Minister nor the Schagens seemed prepared to dig deeper into the statistics about 

schools which were available to them. Was there something different going on 

educationally inside each of these faith schools which assured the success and 

achievement of their students? In what ways did they judge that the students 

emerging from existing faith schools contributed to the development of a tolerant 

and inclusive plural society? By what means was the OfES to establish the 

relationship between the 'unique ethos' which each school was invited to create and 

the 'centre of excellence' which the OfES believed would follow? 
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Several years on, the debate still rages. Indeed as this study reaches its completion 

the intense and often uninformed and misinformed discussion surrounding the place 

of faith schools shows no sign of abating. The Schools Innovation Unit has 

published some case studies of faith schools on its website designed to show 

evidence of tolerance and inclusion. These rely mainly on information about sharing 

resources between faith and non-faith schools. This barely begins to provide 

insights into the relationship in faith schools between their distinctiveness as 

educational cultures and their faith foundation. Without such evidence how might 

the DfES know whether a school's foundation in faith directly impinges on its 

educational practice? Without evidence concerning the effect of one school's social, 

moral, spiritual and cultural education on its students' attitudes and values to 

themselves, others, and their society, how might the DfES compare different 

schools' contribution to the development of good citizens of the future? 

In the absence of appropriate data to respond to these critical concerns about faith 

schools in plural societies, this chapter seeks to underline the kinds of knowledge 

which might become available through examination of individual or groups of 

schools using a methodology similar to that employed in the present study. Since 

education in a plural democracy must be concerned with both the common good of 

society and the ability of each student to live well, this study has set itself the 

challenge of solving the educational question: 'What should be the balance between 

all schools contributing to a politically driven understanding of the common good or 

civic culture and each school's contribution to a particular understanding of what 

constitutes the most effective culture for the development of flourishing individuals?' 

Indeed to what extent might further studies of school cultures, such as those 

suggested above by Slee and Weiner (1998:111) in which there is 'explicit 

discussion of values and the types of society to which schools artiCUlate/adhere' 

contribute some illumination to a civic discussion about the need to return to a 

'common schooling' for all? Certainly such a conversation would have as its focus 

school cultures, not simply as vehicles for importing national school effectiveness 

projects into individual schools but as living ecologies of human, civic and 

educational values. A desirable outcome of such discussion would be a return to 

Wrigley's (2003:7) 'unavoidable question': To what end is all this? Where is the 

vision? A return to a sense of common purpose in education might well in turn 
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spawn means of establishing the value or otherwise of different kinds of schooling 

which bring about the learning with which education is associated 

The need for a civic education has arisen simultaneously with the breakdown of 

common assumptions about the purpose of education. Just as parents and religious 

authorities demanded the right to educate the characters of their children within the 

cultural tradition of their beliefs at the beginning of the twentieth century, so now the 

state at a time of disculture, or a-cultural pluralism, believes it must take 

responsibility to shape the civic dispositions of the young. Education standing 

between the state and its citizens must therefore seek guidance from its host 

democratic society as to how best to reintroduce virtue as a major focus of its core 

business. Civic virtue has been defined in this study through two methods. The first 

sought a theoretical analysis of the nature of principled living at a time of pluralism, 

with key values derived from the concepts of respect for persons, democratic 

government and social and political engagement through deliberative respect. The 

second set out definitions of civic virtue found in (i) government sponsored reports, 

such as those of Swann and Cantle; (ii) national educational policies, such as those 

found in Botswana, Grenada, Indonesia and the UK; and (iii) school handbooks and 

curriculum policies. The Cantle Report argues that community cohesion can be 

found in social and civic commitments which bind individuals together. Civic virtue 

would therefore be, at least, partially expressed in community cohesion. On the 

other hand, Forrest and Kearns questioning of whether cohesion is virtuous and a 

positive attribute in every context, receives support in the Cantle Report: 

Individuals may be well integrated into their local ethnic or religious-based 

communities, which then creates divisions between these communities and 

others. (2000:9) 

The difficulty with such an assertion is that individuals who belong to ethnic or 

religious groups generally cohere not out of an autonomous choice but as a result 

of their inheritance of this ethnicity or that religion. It would be alarming to consider 

government or civic society interfering with the right of individuals who 'inherit' 

particular identities to associate freely. It is an entirely different matter, however, for 

government or local communities to engage with faith schools to ensure that the 
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cohesion which results from a faith's ability to establish a welcoming and inclusive 

learning community should be of an outward-looking and educational character. 

Sutherland,(1996:47), issued an important warning when he argued that education 

for pluralism in democracies is only as successful as the (economic) strength of all 

the constituents of that pluralism. This study has also been concerned with another 

kind of strength which is necessary if a fair, inclusive and just pluralism is to be 

achieved through education. It is the democratic strength of a civic society to 

engage with all voices of pluralism found within it. Gutmann both summarises the 

strengths and hints at the processes through which democracies arrive at ethical 

policies: 

democracy is a political ideal - of a society whose adult members are, and 

continue to be, equipped by their education and authorized by political 

structures to share in ruling. Democratic societies must therefore prevent 

majorities (as well as minorities) from repressing critical enquiry or restricting 

political access. (1987:xi) 

The remainder of this concluding chapter will be concerned with ways in which 

educators and government, also as part of the moral matrix, might be engaged in 

principled policy making regarding both the fostering of civic virtue in all schools and 

the place of faith schools in civic societies. Any conclusions which this study might 

reach will be proposed within the secure knowledge of participating in educational 

research in a democracy. Once again Gutmann articulates so clearly the 

researcher's position together with the likely outcome of any of her conclusions: 

the most distinctive feature of a democratic theory of education is that it 

makes a democratic virtue out of our inevitable disagreement over 

educational problems.(1987:11) 
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The value of empirical studies in faith schools: some lessons learnt from the 

present study 

This section of the chapter attempts to make a case for further and wider 

examinations of school cultures. Their study is worthwhile both in terms of learning 

more about the nature and behaviours of particular kinds of school culture as well 

as furnishing examples of how micro-cultures engage with human philosophies and 

macro-educational policies. The increasing aims, targets and expected outcomes to 

which schools have been asked to respond have been evidenced throughout this 

study. One view of this increasing expectation is that schools and, indeed, the 

governments which maintain them have lost oversight of the purpose of education. 

The schools in this study in articulating their values and beliefs about education 

spoke, inter alia, of intense social pressures on their students, expansion of 

academic curricula in order to manage increased national and global demands, 

while at the same time delineating their own educational identities such as being 

'childrens champions', 'someone who can listen to stUdents' problems' and 'radical 

administrative programme implementers to meet competition linked to 

globalisation'. Perhaps the most important contribution which further study of school 

cultures might make would be to set out' the values and the types of society to 

which different schools articulate/adhere' and thereby raise collectively the need for 

a revisiting of the overall purpose of education in plural societies, described by 

Jackson (2004:8) as being a fragmented diversity, 'with various groups having 

competing and often contradictory rationalities'. 

The research methodology in this study included empirical stUdies in four schools in 

three different countries set within a theoretical framework designed to examine the 

role, nature and purpose of faith schools at present in plural civic societies. The 

study was very small and therefore unable to uncover, for example, broader 

national data relating to a number of faith schools in one country. It was also 

undertaken by a student familiar with many of the theoretical matters raised by the 

existence of faith schools but with little experience of wide scale quantitative testing 

and analysis. There are many issues arising therefore in relation to designing other 

larger research projects, such as the content of the questionnaire, the quality of 

large data management and specific packages to support computer-generated 
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analysis. As a result the means suggested below for solving concerns about the 

place of faith schools through methodological enquiry are offered with humility and 

a sense of the inevitability of value disagreement. Bassey (1999:47), however, has 

argued that an essential feature of case studies is that sufficient data is collected for 

researchers to be able to explore significant features of the case and to put forward 

interpretations of what is observed. Another essential feature is that the study is 

conducted mainly in its natural context. If these conditions are met, then a study 

may put forward 'fuzzy generalisations'. These are a kind of prediction, arising from 

empirical enquiry, that says 'something may happen, but without any measure of its 

probability. It is a qualified generalisation, carrying the idea of possibility but no 

certainty' . 

On those terms then this study's engagement with individual school cultures as 

social realities might be judged to have worked, insofar as: 

• Each complex culture seems to have proved susceptible to exposure in the 

matters of beliefs, attitudes and values and behaviours through an externally 

moderated process; 

• The continuous inter-play between the three constituents of a school culture 

have been demonstrated to inform both school policy and behaviours, 

including that of the senior managers and teachers, the students and the 

culture as a whole; 

• Distinctive values and beliefs on the part of the school managers have been 

able to be evaluated against the students' own satisfaction and happiness 

with belonging to a particular school culture; 

• A distinctive perspective on each culture has been gained through eliciting a 

separate self-review from among the student body; 

• A database was developed of cohorts of school leavers who were about to 

enter their own societies as full citizens from Catholic senior secondary 

schools in three countries. Interrogation of the database proved worthwhile 

in terms of establishing a profile of the students' developing attitudes, values 

and beliefs; 

• Each school culture has been profiled within a historical, educational, 

SOCiological, and religion-state perspective. 
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Examining schools in this way also gave rise to data which supported some 

comparative perspectives on the kinds of distinct school cultures which are currently 

sustained by a faith group, in this case, the Catholic Church and the response of the 

students to those cultures, whether they were Catholic, non-Catholic Christian, from 

other faiths or from none. Perhaps the most important comparison that the data 

facilitates is that between the attitudes and values of the students within each 

school and between different schools and across the schools. From this particular 

data derived from four schools, a strikingly similar profile of the school leavers from 

all four emerged. Most notably the students shared, or thought they shared, the 

following values, attitudes and beliefs: 

• belonging to their school as a community; 

• being happy at school; 

• purpose in their learning and a desire to do well in their school 

work; 

• acceptance of themselves as they are; 

• respect for other people, whatever their race, nationality or 

religion; 

• respect for the environment; 

• recognition of the influence of their parents in their religious 

development and attitude formation; 

• honesty in their dealings with other people; 

• commitment to the disadvantaged in society; 

• believing based on their own convictions and not the beliefs of 

others 

As with all human beings, the students might have chosen other values and 

developed other attitudes. The holding of one set of values over another always has 

a cost. For these students the prospect of making a great deal of money did not 

figure highly in their value systems. For them being a human being who is 

knowledgeable about their world and themselves and actively concerned with their 

fellow human beings, through respect and concern, emerges as the basis of their 

valuing and their attitudes as learners, citizens and individuals in relationship. In 
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many ways the students' values and attitudes reflected the feminine ethic of care, 

responsibility and love, articulated by Gilligan (1982). 

This profile of the young school leavers was susceptible to further elaboration as a 

consequence of the students' written and spoken comments about their schools. 

One, for example, indicates that although discipline is important, 'It has got to be 

realized that human beings are more important than regulations. Discipline must be 

implemented but a Catholic school should see the human dimension'. Another says, 

'What I can appreciate about my school is that it is a good school which supports 

students' ideas and the main value is trust. It is trust that is a community builder.' 

Yet another appreciated, 'the way the school is trying to mould students into 

valuable citizens. The student empowerment.' 

Further studies of faith schools might therefore be considered as worthwhile by a 

variety of researchers. There might be those undertaken by groups of faith schools 

in one area, for example, or some conducted by national religious bodies in 

conjunction with external researchers/critical friends to encourage specific forms of 

supported school self-evaluation. In England there might be a proposal among a 

group of schools to engage in res.earch which distinguished between the outcomes 

of individual schools as reported through OFSTED and the processes in which 

those same schools engaged in order to achieve their specific mission and purpose. 

The profiles from a significant number of distinct schools might also generate 

generalizeable examples of good practice in personal, social and civic education 

which could be made available across all sectors of state supported education. The 

profiles might also be used to focus public/civic discussion about the attributes of a 

good citizen in plural societies as well as to furnish examples of micro-cultures living 

well in the wider macro-cultures of late modern times. 

The outcomes of the present methodology for further enquiry into faith 

schools: (1)data modelling 

The present study appears to indicate that there were seven sustaining constituents 

at work in each of the four school cultures. Given that each of the four schools was 

situated in plural societies, these seven constituents will be built into a model which 
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might provide a possible template for the development or evaluation of other faith 

schools in plural societies. The constituents will be grouped below under the same 

headings of belief; attitudes and values; and behaviours, which have been used 

throughout the methodological enquiry. 

Seven sustaining constituents of four school cultures 

Belief: 

(i) staff and students' belief that faith impacts on the kind of people they are and 

the significance of religious education in that process 

Attitudes and Values: 

(ii) the students' dominant (spiritual) concern to learn about themselves and 

their world, so that they can become particular kinds of people; 

(iii) the headteacher's commitment to building a community to which all could 

feel a sense of belonging; 

(iv) senior management's concern individually and collectively to reflect on their 

school's place in the life of the nation and the local community and offer a . 

critique as Catholic educators of what they encountered in the nation and the 

local community; 

(v) students' universal commitment to respect for themselves, other people and 

their environment 

Behaviours: 

(vi) attendance at the Eucharist at points in the school year; 

(vii) religious education as a distinct curriculum experience 

Taking these in order, the educational belief which is shared by staff and students 

at the four schools is that faith impacts on the kind of people they are and that 

religious education has a part to play in that shaping of people and their attitude to 

the world. Common attitudes and values prevail; in particular, the emphasis on 
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respect for others and the environment and, equally, the importance of a school 

culture forming a community to which all feel a sense of belonging. There was also 

clear evidence of students being happy at their schools. Religious education as a 

defining practice of the schools was acknowledged as significant by the students 

both for their knowledge of themselves, others and of their world, as, for example, 

through the study of other religions. Thus Jackson( 1997: 129) would be able to 

observe in those schools debates about the nature of religions and cultures. At the 

same time, Hulmes(1979:17) would be able to see curriculum thinking based in the 

Catholic theory that 'religion lays claim to the whole person and at the same time 

refuses to be classified as just one of many possible ways of apprehending reality'. 

Perhaps he (1994:4) would also recognize among the students' values those which 

he listed as characterizing a Catholic perception of wholeness such as autonomy, 

belief, choice, community, conscience, discernment, enjoyment, pluralism, 

responsibility, self-control, success, tolerance, tradition, truth, uncertainty, unity. 

The behaviour of whole school attendance at a compulsory Eucharist was common 

to ali four schools and in ali four it drew criticism from Catholic and non-Catholic 

students alike. Therefore its practical and symbolic strength within the culture of 

each of the four schools must be examined. Practically, the whole community of the 

school is present at these termly, or otherwise, Eucharistic events. For the rest of 

the time, the school functions as an educational community, whose behaviours are 

concerned with curricular and pastoral matters. The schools function efficiently in 

introducing the students to modes of learning concerning academic and vocational 

knowledge. The students believe that their educational and personal needs are 

being met well. However, they speak of other needs. Some of these are about who 

they are, or wish to be, some are about meeting with and responding to change, 

some want to know how to be 'tomorrow's people'. For these students the desire for 

academic success goes hand-in-hand with personal development. They want to 

know where they are going and why. They want to know how to respond as 

individuals with their own consciences to differing situations. The personal sense of 

growing their own consciences has emerged. 

One of the major characteristics of many of the students in this sample is the wish 

or ability to apply their principles and attitudes to specific situations. Perhaps it is 
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possible to say that the defining attitude found in each of the schools, both among 

senior management and students, was 'praxis', a synthesis of reflection and action. 

This defining attitude can be contextualized also in wider studies on young people's 

spirituality. Hay and Nye (1998:62) place 'heightened awareness' within one of 

three categories or themes of 'spiritual sensitivity or awareness'. Hay (1998:63) 

also characterises a second category as 'value-sensing'. He suggests that it is 

important to examine young people's 'ideas of worth or value in the intenSity of their 

everyday experience of delight and despair'. The values and attitudes of the 

students in these four schools are seemingly reflected in the words of Flynn and 

Mok (1999: 1) when describing their own visits to Catholic schools in New South 

Wales: 

We felt the depths of their searching regarding life and God as they reflected 

on their experience of Catholic schools and the place of God in their 

Iives.(1999; 1) 

There was evidence both from senior managers in the schools and the students 

themselves that they used imagination to develop new ways of understanding the 

world through their experience of faith schools. The boy who spoke of wanting to 

develop his 'youth spirit' and the headteacher who described her role as 'a 

champion of children' were giving evidence of their deep spiritual questioning of the 

meaning of existence. OFSTED would indeed be able to recognize such 

questioning as evidence of spiritual development for they have, in the words of one 

HMI,David Trainor (1995:8-9), described 'spiritual development as discovering the 

self'. As Priestley (2005:211) has argued, 'the spiritual is connected with being-iwith 

what we are -not with what we know or what we can do'. These four schools seem 

to have provided an environment which encouraged a spiritual development which 

could be discerned outside of its particular religious or faith foundation. 

Herein lies the importance of reflecting on the finding that the behaviour found in 

common in each school was the attendance by all at the Eucharist. The students 

themselves were from diverse religious, and sometimes ethnic, backgrounds in the 

four schools. The headteacher in each school was Catholic and many of the senior 

management team; the rest of the teaching staff, however, were simply allocated to 
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the schools, as were the students, through central government direction. For the 

senior staff in each country, there was a great consciousness of leading a Catholic 

school. For every other member of the school, such belonging to a Catholic 

institution seemed of little significance. What mattered was the school's 

competence in education: for the students this meant an education for the world 

ahead and its ability to respond to their personal and social needs. 

The presence of the Eucharist within each school culture as a distinguishing 

behaviour held in common within these four very particular kinds of school merits 

further comment. In the first place, it is important to evaluate the place of the 

Eucharist in Catholic Christian thought, just as it would be equally important to 

evaluate the place of a specific distinguishing behaviour in Hindu, Jewish, Muslim or 

Sikh schools. The Eucharist, as an institution or practice, was seen in the very early 

Christian communities, such as at Ephesus, as the identifying mark of a united 

community. In more recent times, the success of Catholic schools was, and still is, 

partly measured by the continuing presence of students at the Eucharist years after 

they have left Catholic schools. A dwindling Sunday Mass congregation has been 

used to signal the failure of Catholic schools in many countries. 

The four schools in this study did not see their role as guarantors of their students' 

future attendance at Sunday Mass, however. Rather they each saw themselves as 

in some way carrying forward the tradition of the Catholic Church in education in the 

country where they were situated. Secondly, they each spoke of a need for primary 

evangelisation within their schools; that is, drawing attention to the primary Gospel 

values, through their focus on 'the option for the poor' and 'relationship within 

community'. Theirs was not a mission to convert to Catholicism but, rather, to 

infuse, or 'plumb in' gospel values into their structuring of an educational 

community. The evidence of the students appears to confirm that these schools in 

different ways offered the kind of dual perspective in spiritual education advocated 

by Tacey (2005: 176) when he called for 'respect for religious traditions, along with a 

constructive critique of traditions'. 
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The study suggests that each of the four school cultures was sustained by an 

intermixing of faith, educational values and attitudes. In mapping the beliefs, values 

and attitudes and behaviours of each of the schools through this study it is apparent 

that faith, both as a specifically Catholic world view and as an individual attitude to 

the world, has infused the educational mission and practice of each school 

community. 

These four schools, grounded in faith and education, have provided evidence that, 

in general, they educate in order to develop particular kinds of human beings who 

will learn and use their knowledge in a way consistent with their personal faith, 

beliefs and values. They have also shown that they are capable of creating and 

sustaining viable communities of learners concerned with themselves, others and 

their world. In that sense these four schools suggest that the cultures of faith 

schools, by combining educational and faith values can be, at their best, cultures of 

praxis in which human development and human values and practice form their core 

business. 

The individual students in this study showed that they were in the process of 

developing the capability to respond to and evaluate the complexities of living in the 

twenty-first century and take decisions about what they needed to do. The self

review by students through the questionnaire in this study permits a profile both of 

individual students and cohorts in the same school, city, and country or in different 

schools, cities or countries. Those profiles might be usefully analysed in relation to 

Pring's (1984) personal domain of values or within the kind of grid developed by the 

Assessment of Performance Unit (1982), 'Personal and Social Development: a 

map of the territory'. The purpose of such analysis would be to explore where the 

students recognised their learning had taken place, whether at home or in school, in 

separate curricular areas or in the whole community of the school. The 

methodology might also support an investigation of students' perceived response to 

civic virtue alongside their competence in their outlook on the world or faith. A 

profile of student capability, a combination of beliefs, attitudes and values and 

behaviours, might, thereby, form the basis of testing the competence of any school 

to operate in plural societies at this time. 
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This study has attempted to set out a means by which faith school cultures can be 

examined in order to expose their defining beliefs, values and behaviours. The 

study has produced a statement about faith schools on which it might be possible 

to arrive at some judgement as to the validity of supporting such schools in the 

education systems of complex pluralities. Judgements in this study are rooted in 

Aristotelian 'practical wisdom', elaborated so valuably by Sherman (1997:39) above. 

They are formed by building the understandings learnt from one school culture on to 

those found in the next and so forth. The cumulative narrative about all four schools 

has provided a potential model of a particular group of faith schools which could be 

evaluated and discussed within the theoretical framework set out in the first four 

chapters of this study. 

(2) The development of indicators of successful school cultures 

The case by case study presents an opportunity to examine both very general and 

very particular relationships between faith and education in schools and the overall 

purpose of education. This is critically important if Peters' (1966:25) particular 

standards are to be defined 'in virtue of which activities are thought to be of value 

and what grounds there might be for claiming that th~se are the correct ones'. 

From the present findings it is possible to develop five indicators of the value of 

such schools within macro-educational policies and their individual approaches to 

educational and faith matters. Set out below are those indicators, derived both from 

the beliefs, values and behaviours which contributed to three main areas in which 

each school operated and the theoretical discussion which formed the first part of 

this study: 

(i) the school's ability to function as a cohesive educational 

community for its students within a plural society; 

(ii) the school's capacity to understand the relationship between its 

beliefs and values and its understanding of what constitutes an 

educated student; 

(iii) the school's expression of the spiritual as understanding their 

students as whole beings and responding to them with its own 

sense of wholeness; 
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(iv) the students' capability to reflect on, understand and act for 

themselves in their 'worlds', from principled positions for the 

common good; 

(v) the school's position in the moral matrix of society. 

(3) The need to evaluate the culture-fit between macro-policies and micro

cultures 

The present study has combined an intellectual exploration of the issues raised by 

the existence of faith schools with the empirical studies discussed above. As such 

the presentation and shape of the thesis is central to the process of answering the 

question as to whether faith schools have a distinctive and valuable role in a plural 

society. In this study it has been possible to set out the theoretical dimensions of 

the problem and employ the case studies to illuminate both the nature of the 

question and its possible solution. Theory and practice together provide the 

framework for discussion and evaluation of this important social and educational 

matter. 

Theoretically it was possible to illustrate that the recent stripping of educational 

evaluation of an ethical dimension has touched the core of the problem facing 

educators. Resources in education have been mainly concentrated on developing 

skills and enterprise in young people so that they might achieve economic 

competence. Through such policy decisions education has taught that economic 

values are the most important principles of human action and perfomativity the most 

important goal of schools. Yet their citizens have other expectations of education. 

The study of four faith schools indicates that policy needs to articulate much more 

clearly that the core business of education combines an education for human and 

economic flourishing. Without such clarity an emerging 'citizens' culture' might 

begin to act as a de-stabiliser, and ultimately falsifier, of state education systems. 

Education systems have been at work in all the countries characterised by complex 

cultural situations for a very long time. As a result, different needs, tensions and 

global concerns have been incorporated into some rather elderly and fragile 

education systems, whose foundations lie in very different landscapes from the 
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present. The kernel of the educational and cultural problem with which such 

societies today live, which is set out below in the form of a question, has the 

potential to be both constructive and destructive: 

To what extent can plural societies which comprise a spectrum of world 

views and cultural perspectives sustain a common schooling for all? 

The possible contribution of this study of four faith schools to a much wider debate 

about this question has been explained by Simons when arguing that 'paradox is 

the point of case study'. She continues: 

Living with paradox is crucial to understanding. The tension between the 

study of the unique and the need to generalise is necessary to reveal both 

the unique and the universal and the unity of that understanding. To live with 

ambiguity, to challenge certainty, to creatively encounter, is to arrive, 

eventually, at 'seeing' anew. (1996:237-8) 

'Seeing anew' has been a dominant motif within this theoretical, empirical and 

evaluative study. For example, the attraction of Hobsbawm's (1994:15) argument 

was acknowledged that the intellectual and cultural landscape within which human 

beings now lived afforded no visible means of supporting their particular or 

collective journeys. His conclusion that within this bleak landscape, there was 'an 

inability of both public institutions and the collective behaviour of human beings to 

come to terms with it' had resonance. Yet that same landscape, as evidenced within 

the study, has supported a 'moral matrix' of concern for others and for the common 

good; given rise to the sociological phenomenon of 'social capital'; and the opinion, 

represented by Flanagan (1999:7), that precisely because communities share this 

'fragmented, variegated range of beliefs and values .... spirituality has unexpectedly 

entered it'. 

Divisions and faultlines within the present global late modern landscape will 

continue for the foreseeable future and Sutherland's (2004:216) warning that 

'superficial bridges over faultlines will not do' must be heeded carefully. There are 

indications, however, that the volcanic rumblings and seismic shifts associated with 

the faultlines are stirring human reflection and understanding of the present 
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problem. In particular, the theoretical part of this study noted the developing 

concept of social capital, described by Gamarnikow and Green (2000:96-97) as 'the 

rediscovery of community and of the idea that social relations are an essential 

resource for people'. They (2000:99) also raised the significance of 'trust' within the 

'social capital' framework, which they argued can be found in 'generalized cultural 

norms of reliability, reciprocity and accountability; dense social networks; and civic 

engagement'. The concept of principled trust at the heart of the moral matrix in 

society emphasizes that morality is a consequence of living together. 

Perhaps the important concept, and experience, of social capital arises from the 

conscious need to understand the potential for living well with and in plurality. Some 

of the characteristics of this emerging form of culture seem to be an intense interest 

in the self and ways of connecting with other selves; a concern to experiment with 

new visions of community; and a search for, and dependence on, trust. Participation 

in a personal search for meaning and purpose, the capacity to recognize worthwhile 

forms of community in plurality and the exercise of trust in social networks and civic 

engagement represent a real participation in the moral matrix of living in complex 

plurality. No doubt indications of individual participation would present wide 

variations along the moral matrix of each plural society. Nonetheless, the sum total 

of activity characterized by norms of reliability, reciprocity and accountability within 

this matrix could be said to be a major contribution to a shifting paradigm of culture. 

The emergence of a new incipient culture from within pluralism marks out a very 

important role for educational policy-making 'to see anew' within the surrounding 

landscape. Up to now there has been an assumption that the cultures of schools 

were susceptible to receiving new directions in policy. These might result from a 

global economic situation as much as from the arrival in large numbers of children 

from many diverse countries and cultures or from the need to teach skills 

appropriate to new forms of human knowledge or to technological developments. 

That assumption of a 'culture fit' between school cultures and new policy initiatives 

can no longer be taken for granted. Examination of the 'culture fit' between macro

education policies and micro-school cultures in the four schools suggests the need 

for an intense reappraisal of the purpose of education if individual schools are to 

reach their potential to educate for human and economic flourishing within the 
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overall system. If such a reappraisal were to contribute to the development of this 

incipient culture, it should involve: 

(i) an overall re-assessment of the purpose of education by engaging 

the concerns and desires of citizens in the exercise; 

(ii) a consultation based on a new 'social interaction order' 

characterised by norms of reliability, reciprocity and accountability; 

(iii) policy-making which is fit for purpose in a newly emerging culture of 

pluralism, rooted in praxis where comprehensive evidence is 

weighed before policy is made. 

A reappraisal of the nature and purpose of education would involve a considerable 

amount of learning, both by government and citizens, at such times of cultural 

instability and fragility. It is only through learning from the specifics of a situation 

that real praxis can occur. The learning stretches from and back to government, 

between citizens, and across the constitutive communities which form the backbone 

of the emerging culture. 

The empirical investigations which formed part of this study have indicated, inter 

alia, that: 

a) the interplay of beliefs, values, knowledge and behaviours found 

in some faith schools suggests that school cultures can be 

porous, flexible and responsive. 

b) The added value of some faith schools appears to result from a 

carefully crafted relationship between the knowledge, attitudes 

and values required to achieve national educational standards 

with the knowledge, attitudes and values necessary to become a 

particular kind of deliberative, reflective human being. 

In other words, it appears that it is schools themselves which are finding ways of 

accommodating pluralism within the educational cultures which they both inherit, as 

a result of national educational policies, and create, as a result of their particular 

beliefs and values. 

If illuminating evidence about faith schools were able to enter into a wider 

educational debate about what kinds of school cultures were most capable of 
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meeting the needs of education in plural societies, then a suitable point might have 

been reached in which a plural society might be able to answer the question: 

'Should plural societies operate common schools which will ensure the full 

educational entitlement of all students, from whatever social, cultural, ethnic 

or religious background or a plurality of schools, in which religious groups 

are accorded the right to their own schools?' 

That discussion would also provide an opportunity to assess the viability of 

responding to citizens' faith or attitudes to the world within distinct contexts rather 

than in a one-size-fits-all type of school. Such a discussion based on deliberative 

engagement with all cultural, ethnic and religious groups would signal that pluralism 

itself is seeking a new form of culture which is sustainable within plurality. 

Further strategic research might thereby contribute to the development of a 

corporate comprehensive imagination within a particular plurality which, in 

Kearney's (1988: 1 07) words, both 'resides between the faculties of sensation and 

reason' and acts as 'a window on the world and a mirror in the mind'. Such a 

fostering of a common imagination might lead to new and sustainable ways of 

embedding faith, difference, learning and plurality into the schools of complex 

societies. The success of further strategically conceived research, with the purpose 

of 'seeing anew' might then be judged on its ability to initiate a culture of praxis 

among both the politicians and the citizens of those same pluralities. In that way, 

politicians and citizens could reflect on the nature of their pluralism and take steps 

to transform their plural cultures in ways which owed not a little to the school 

cultures of distinct but inclusive sites of learning in their societies. 

Practice informing policy: a solution to the problem? 

A reassessment and statement of the purpose of education within the framework 

set out above would have as its main task the engineering of a primary focus for 

educational endeavour within a society deeply conscious of plurality in its ethnic, 

religious, social and intellectual life. Part of its task would be to encourage ways of 

thinking about achievement in schools through an examination of their cultures 
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rather than an examination of their outcomes, as in the present OFSTED process. 

Part of its task would be to decide whether government sponsored education could 

be the sole provider of a new educational ground-plan fit for purpose or whether 

government would need to work in partnership with other creative modes. In 

England, The White Paper Schools Achieving Success (2001) has laid the 

foundations for such a model of educational partnership. Indeed the White Paper 

might be said to have had as its primary purpose the abolition of the 

comprehensive ideal of a common worthwhile education for all. If governments are 

to invite partners to shoulder the maintenance of state education, which authorizing 

practices would they confirm within religious, secular, humanistic or scientific modes 

as ethically and educationally fit to provide schools? In particular, how might 

governments define the quality personal, social, civic and economic formation at 

secondary level for which it was seeking partners? On what basis would they make 

their decisions? 

Government might adopt guidelines developed earlier in this study from a) 

Wittgenstein (1953:143) when he argued that the presentation and exposition of the 

religious world view must come across as a moral challenge and b) Siesta 

(2003:62) who pointed out that for Kant Bi/dung was more than an educational 

ideal: it was primarily an answer to the question about the role of a person in the 

emerging civil society; viz subjects who can think for themselves and who are 

capable of making their own judgements. Thus the starting point for government 

authorising any mode as a partner in the foundation of an epistemic community 

would be that the particular mode would (i) act as a moral challenge in the 

cultivation of the person's humanity for all who learn and teach in that particular 

school and (ii) foster independent and critical thinking in future citizens. For the time 

being the concern remains about how to achieve a balance between all schools 

being required to contribute to the common good and each school's contribution to 

the development of flourishing individuals. 

A solution to the problem might also result, however, from a civic conversation 

concerned with how best to provide an adequate education for all within a society in 

which pluralism has not yet established a normative base for religious and secular 

philosophies to live in common. Its aims might include the broadening of evaluative 
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discourse in education from the narrow perspective of economics to one infused 

also by humanitarian and ethical concerns. An educational discourse which defined 

the ends of education as both economic viability and sustenance of virtuous citizens 

might well constitute the beginning of a new practice in political leadership. This 

new practice would be the fostering of a deliberative discussion between politicians 

and citizens about what they considered essential to the conduct of a satisfying 

civic life. If together they were to recognize some shared meanings about the 

conduct of human life in pluralities, then the common good would have been 

defined not by avoiding citizen's own beliefs and values but rather by engaging 

them in the pursuit of the political good in civic life. Whether that would be the case 

is speculation. 

If, however, decisions are taken within that conversation which have resulted both 

from a top-down specification of general ends of education and a bottom-up 

narrative of circumstances which prevail in individual schools, then the concern 

which has formed the central motif of this study will have been solved by the device 

of practice informing policy. Empirical research and theoretical reflection in this 

study have been necessary in order to assist policy-makers and citizens to see a 

very taxing and complex problem anew. In turn, a process of practice informing 

policy might itself generate a re-definition of policy in global late modern plural 

societies. This re-definition would be served well by the Oxford English Dictionary 

when it suggests that 'policy' is 'a principled proposal of action' designed 'to polish 

or refine a culture'. How worthwhile this exercise will have been, if educational 

policy itself were to foster a new normative culture of inclusive and tolerant 

pluralism. For this new culture's beliefs and values would in turn support a rich 

educational ecology, capable of sustaining a variety of school communities, whether 

they were distinctive yet inclusive or communal yet tolerant. 
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Appendix A 

(i) Questionnaire for students (English version) 

(ii) Questionnaire for students (Bahasa Indonesia) 
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CATHOLIC SCHOOLS NOW 

JULY 2000 

Dear Student in a Cathol~c School, 

Quite a lot of research is being carried out into Catholic Schools in the 
year 2000. I have decided to do a study with an international flavour. Among 
other things, it will involve doing 'case-studies' of Catholic Secondary (High) 
Schools in several countries, including Botswana, Indonesia, and Britain. In 
each of these schools I will be inviting a typical group of final-year students to 
help me by filling in this questionnaire. 

I t attempts to discover what you think about certain issues and to explore 
your experience of your Catholic School and its influence on your life. I would 
really like to hear from you about your hopes, aspirations, uncertainties, 
beliefs. In the questions which follow, therefore, the best answer is your honest 
personal opinion - which we will value whatever it is. 

The replies which you make will be treated as strictly confidential. No 
attempt will be made at any stage to identify individual students. So, please do 
not sign your name anywhere. I will not be showing your replies to any of 
your teachers - or indeed to anyone else. 

Thank you sincerely for your co-operation. 

London University Institute of Education 
20 Bedford Way 
London WCIH OAL 

Yours sincerely, 
Jo Cairns 



Text cut off in original 



SECTION 1 - Background 

1. Please indicate whether you are: 
A. Male 
B. Female 

2. Are you a day student or a boarder? 

". Day student 
B. Boarder 

3. What is your religion? 
A. Catholic 
~. Other Christian faith 
C. Non-Christian religion 
D. No religion 

4. What is your mother's religion? 
A. Practising Catholic 
B. Non-practising Catholic 
C. Other Christian faith 
D. Non-Christian religion 
E. No religion 

5. What is your fathers religion? 
A Practising Catholic 
B. Non-practising Catholic 
C Other Christian faith 
D. Non-Christian religion 
E. No religion 

6. Wbat is the imallevel of your fathers formal education? 
A. Attended primarY school 
8. Completed some secondary education 
C. Fmisbed secondary education 
D. Completed a degree or diploma 

7. What is the imalleve1 of your motherts formal education? 
A. Attended primarY school 
B Completed some secondary education 
C. Fmished secondary education 
D. Completed a degree or diploma 

8. With regard to your parents: 
1\. One Ormy parents bas died 
B. Both ofmy parents haVe died 
C. Both my parents are living at home 
D. My parents are divorced 
E. My parents have separated 
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9. Are there ~my religious pictureS or objects (e.g. Cross~ holy pic:tu~ booli~) displayed 

at home? 
A.. Yes 
B. No 

10. Are your parents interested in your progress at school this year? 

A. No 
B. Uncertain 
C. Yes 

11. Compared with the majority of students in your Year level, how well al~e you doing 

in your school work? 
A Very poorly 
B. Not very well 
C. About average 
D. Better than average 
E. Very well 

12. What do you intend to do next year after leaving school? 

A .Take a year off 
B. Take up an apprenticeship 
C. Get a full-time job 
D. Commence a technical course in further education 
E. Go to full-time university 

13. How important would you say religion is in your life? 
A Not important at all 
B. Not very important 
C Of some importance 
D. Fairly important 
E. Very important 
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SECTION 2 - Staying at School 

HOW IMPORTANT WERE TBE.FOLLOWING REASONS IN YOUR DEClSION TO 
STAY ON AT SCHOOL lJNTn. THIS FINAL YEAR! 

Please read each auswer' carefuDy and decide on the degree of importance of each. Put the 
letter that indicates your answer in the left-band column. 

A. No impOrtaDce 
B. Little importaDce 
C. Some importance 
D. Very important 
E. Most important 

14. I do well in my school work 

15. My parents wanted me to stay at school 

16 I enjoy school 

17 My teachers thought I should stay at school 

18. M.ost of my friends decided to stay at school 

19. I want to go on to bigher education 

20. I like the subjects I am studying at school 

21. I feel at home in this school 

22. I would get a better job later 

23. I had no other plans 
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THIS SECTION REFERS TO THE GOALS WHICH YOU CONSIDER CATHOLIC 
SCHOOLS SHOULD BA VE. EACH QUESTION BEGINS: "CATHOLIC SCHOOLS 
SHOULD_" 

Please record the degree of importance which you consider should be given Ito each: 

A. No importance 
B. Little importance 
C. Some importance 
D. Very important 
E. Most important 

CATHOLIC SCHOOLS SHOULD: 

24. Help students to discover and fulfil themselves as persons 

25. Prepare students for their future careers 

26. Help students tmderstand the society in which they live 

21. Provide an atmosphere of Christian community where people are concerned for 

one another 

28. Prepare students for higher education (university etc.) 

29. Provide students with advice on careers and further education 

30. Give all students a chance of success in some aspect of schoolliie 

31. Integrate Religious Education with other subjects where possible 

32. Assist students to achieve a high standard ofperfonnance in their school work 

33. Prepare students to become good citizens 

34. Provide an environment in which ;tudents' faith in God can develop 
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SECTION 4 - School Life and Climate 

THIS SECfION CONTAINS "STATEl.\fENTS ABOUT ASPEcrS OF THE CATHOLIC 
SCHOOL YOU ARE ATIENDING THIS YEAR. 

Please indicate the extent to which you ~ or disagree, with each statement as follows: 

A. Certainly false 
B. Probably false 
C. Uncertain 
D. Probably true 
E. Certainly true 

35. The relationsbips betWeen parents and staff are very friendly 

36. Students here think a lot of their school 

37. Most teachers are well qualified and have good teaching skills 

38. Students here know the standard of conduct expected of them 

39. "Most teachers in this school show a good deal of school spirit 

40. Fmal year students here are not given enough real freedom 

41. Most teachers know their final year students as individual persOllS. 

42. This school has a good name in the local conmnmity 

43. I can approach the Principal for advice and help 

44. I feel depressed at school 

45. Senior students understand and accept the religious goals of the school 

46. Most teachers carry out their work with energy and pleasure 

47. Discipline presents no real problem in this school 

48. Adequate counselling help is available to students 

49. This school is a place where I feel lonely 

50. This school places too much emphasis on external confomlity to rules and 

regulations 

51. Everyone tries to make you feel at home in this school 

52. I am treated with respect by other people at school 

53. The things I amtaught are worthwhile learning 

54. This school is a place where I feel worried 

55. Other students accept me as I am 

56. A good spirit of comtmmity exists among :final year students 

57. Most teachers go out of their way to help you 
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A. certainly false 
B. Probably false 
C. Uncertain 
D. Probably true 
E. Certainly true 

58. The Principal places importance on the religious' nature of the school 

59. There is a happy atmosphere in the school 

60. Catholic teachers here set an example of what it means to be a practising Catholic 

61. Most teachers show that people are more important than rules 

62. Most other students are very friendly 

63. I feel proud to be a student of this school 

64. There are ways to have school rules changed if most students disagree with them 

65. The Principal encourages a seitse of community and belonging to the school 

66. I have been happy at school 

67. I would send my children to a Catholic School 

68. Most teachers never explain why they ask you to do things around here 

69. If! had to do it all over again, I would attend a Catholic School 

70. If students have difficulty with school work, most teachers take time to help them 

71. School rules here encourage self-discipline and responsibility 
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SECTION 5 - Curriculum 

THIS SEClION REFERS TO VARIOUS ISSUES RELATED TO THE CURRICULUM 
i.e. ALL THE SUBJEcr~ ACI1VITIES AND OPPORTUNITIES FOR LEARNING 
PROVIDED BY YOUR SCHOOL 

For each statement please indicate how strongly you agree, or disagree, as follows: 

A. Certainly false 
B. Probably false 
C. Uncertain 
D. Probably true 
E. Certainly trne 

72. The curriculum of this school meets my present needs 

73. There are opportuIlities for students to get to know teachers outside the classroom 

74. The out-of-school activities of the school have sufficient variety and scope 

75. There is a good sports programme in the school 

76. The school offers a good range of subjects to older students 

77. The subjects offered develop the capacity for independent and critical thinking 

78. The subjects taught offer useful knowledge or skiDs 

79. The Religious Education progzamme is an important part of the curriculum 

80. The subjects taught iIi the school are relevant to real life and to students' needs. 

81. The subjects taught here prepare students adequately for future employment. 

82. The Curriculum of the school is dominated too much by examinations 

83. A Christian way of thinking is presented in the subjects taught here. 

84. The school places sufficient emphasis on cultural activities (music, art, drama, 

etc.) 

85. Have you found that what you learnt in school subjects other than R.E. has had allY 

inftuence on your Christiaa beliefs? Select ONE oftbe following answers only: 

A Wbat I have learned in my other school subjects bas contradicted my Christian beliefs. 

B. What I have learned in my other school subjects bas weakened my Christian beliefs . . 
C What I have learned in my other school subjects bas not affected my (.1nistian beliefs. 

D. What I have learned in my other school subjects bas sqpported my Christian beliefs. 

E. What I have learned in my other school subjects has strengthened my Christiam beliefs. 
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SECTION 6 - Religious Education 

THIS SEctION REFERS TO YOUR EXPERIENCE OF RELIGIOUS EDUCATION AT 
THIS SCHOOL 1N THE PRESENT AND THE PREVIOUS YEARS 
For each statemellt please indicate how strongly you agree, or disagree, as follows: 

A. Certainly false 
B. Probably false 
C. Uncertain 
D. Probably true 
E. Certainly true 

86. I am enjoying RE. classes this year 

87. The study of other religions has helped me appreciate my own religion 

88. RE. classes are largely a waste of time 

89. RE. classes are related to real life and to my needs 

90. R..E. classes are not taken seriously by students 

91. If RE. classes were voluntary, I would still attend them. 

92. RE. classes are poorly prepared and taught 

93. RE. teachers allow sufficient time for discussion 

94. This school has a good RE. programme for older students 

95. R.E. is taught at a level comparable with that of other subjects 

96. R-E. classes have helped me to understand the Gospels 

97. RE. classes have shown me the place of the Eucharist in Catholic life 

98. RE. classes have deepened my understanding of the Catholic tradition 

99. Basic Catholic values and moral teachings are not taught in R.E. classes 

100. Contemporary moral issues are given emphasis in R.E. classes 

101. Christian marriage has been treated in sufficient depth in R.E. classes 

102. RE. classes help me to form my ~wn conscience 

103. Assessment through assignments or examinations should form part ofR.E. 

104. R.E. classes have helped me to pray 

105. 1 do not know my Catholic fiUth well enough 

106. RE. classes have helped me understand other religious and non-religious points 

of view 

107. RE. classes take up too much time which should be devoted to other subjects 

108. RE. classes help me to understand the meaning of life 
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SECTION 7 - Values, Beliefs and Faith 

THIS SECTION REFERS TO CERTAIN ISSUES OR TO STATEMENTS WHICH 
PEOPLE MAKE.. 

Please consider each arefuDy and indicate the degree to which you agr~ or disagree, with 
them: 

A. Certainly false 
B. Probably false 
C. Uncertain 
D. Probably true 
E. Certainly true 

109. It is all right to take a small item from a large department store if everyone else 

does it 

110. The homeless and disadvantaged people in society dont concern me at all 

Ill. I believe in God 

112. Euthanasia, or the mercy killing of the sick or dying, is morally wrong 

113. I try to be friendly and helpful to others who are rejected or lonely 

114. It· is all right for people who are not mmied to live together 

115. People today should respect the environment 

116. I ·would go to Mass on Sundays even if I were :free to stay away 

117. . People should be respected whatever their race, nationality or religion 

118. Abortion is a worse evil than the birth of an unwanted child 

119. God is a loving Father 

120. Trying out drugs is all right, as long as you dont go too far 

121. I experience times of questioning when I am uncertain and confused about my 

faith 

122. It is importmt for me to spend some time in prayer each diy 

123. I accept the cburch's teaching on birth control 

124. The trust and love ofmy parents influence my approach to life 

125. My faith helps me.be a better person 

126. The GOspel of Jesus influences the way I lead my life 

127. 1 have rejected aspects of the teaching of the Cln.trch in which I once believed. 

128. Jesus Christ is truly God 

129. I am disturbed at times by my lack offaith 

130. I believe that God always forgives me 
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A. Certainly false 
B. Probably false 
C. Uncertain 
D. Probably true 
E. Certainly true 

131. I try to follow the Catholic way of life without questioning 'it 

132. Jesus Christ is truly present in the Eucharist 

133. I have developed my own way of relating to God apart from the Church 

134. The Cburch needs women priests ' 

135. The Church is very important to me 

136. Jesus does not mean anything to me 

137. Itbink that Church services are boring 

138. 1 know that Jesus is very close to me 

139. I think that saying prayers does no good 

140. I am coming to believe because of my own convictions rather than the beliefs of 

others 

10 



SECTION 8 - Influences on YUUI ""~AJl6."-'" -_. ---- .:----

THE FOLLOWING QUESTIONS REFER TO VARIOUS INFLUENCES ON YOUR 
RELlGIOUS DEVELOPMENT OVER THE YEARS. 

How important have been the fonowing infloences? 

A. No importance 
B. Little importance 
C. Some importance 
D. Very important 
E. Most important 

141. The example and lives of your parents 

142. The influence of your Parish 

143. The influence of your friends and peers 

144. The example and lives of your teachers 

145. The Religious Education provided by your school 

146. The effect of a school Retreat, Christian Living Camp~ or similar 

147. The influence ofa youth group 

148. The influence of your Catholic School 

149. School liturgies (Mass~ prayer sessions, etc.) 

THE FOLLOWING QUESTIONS REFER TO RETREATS. (Omit if you have not made 
a retreat in this or the previous year. Go on to question 156) 
Please indicate the extent to which yon agree, or disagree, with the following statements: 

A. Certainly false 
B. Probably false 
C. Uncertain 
D. Probably true 
E. Certainly true 

150. The Retreat was uninspiring and boring 

151. The Retreat has bad a lasting influence on my life 

1.52.. During the Retreat I came to respect the views of others more 

153. The Retreat helped to give me a sense of self-worth 

154. The Retreat was th(~ most importaDt religious experience of my life 

155. During the Retreat I experienced times when I felt close to God 
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SECTION 9 - Practices 

THE FOLLOWING ITEMS REFER TO VARIOUS PRACTICES. Please choose the 
appropriate~e~ 

156. I normally attend Mass (excluding School Masses) 
A Each Sunday at least 
B. On a feW Sundays a month 
C. Once a month 
D. A few times a year 
E Rarely or never 

157. I normally receive the Sacrament of Reconciliation (Confession) 
A More than once a month 
B. About once a month 
C. About once in three months 
D. A few times a year 
E. Rarely or never 

158. I normally spend some time in personal prayer to God 
A Eachday 
B. Regularly; several times a week 
C. Sometimes; a few times a month 
O. A few times a year 
E. Rarely or never 

159. I normally read some part of the Scriptures (Bible) 
A Eachday 
B. Regularly; several times a week 
C. Sometimes; a few times a month 
D. A few times a year 
E. Rarely or never 

SECTION 10 - Knowledge of Catholic Teachings and 
Terms 

EACH QUESTION IN THIS SECI'ION IS FOLLOWED BY FOUR ALTERNATIVE 
ANSWERS. Iu each case mark the answer which you think correctly represents the 
Catholic position. 

160. The gift by which God shares his life with us is caJled: 
A Grace B. Merit C. Indulgence D. Sacramental 

161. God reveals himself most to people through 
A The Person oflesus B. Men and women C. Nature D. WondC" of life 

162. God's teDing as about himself through the Me of .Jesus is called: 
A Faith B. Belief C. Revehttion D. InfidIibility 
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163 _ The movement to restore unity among ChristiaD churches is caned: 
A Missionarywork B. Prophecy C. Ecumenism D. Evangeli~ 

164. The fn=eing of people from sin and its effects through Jesus is called: 
A Salvation B. Revelation C InspinItion D. Incarnation 

165 _ The Sacrament that belps us be witnesses and fonowers of Jesus in our lives is: 
A Penance B. Holy Orders C.· Marriage D. Co~on 

166. Our free response to God revealing himself to us is 'called: 
A Insight B. Revelation C. Justice D. Faith 

167. The Church honours Mary, the Mother of .Jesus, primarily because of her: 
A Immaculate Conception B. Vrrginity C. Motherhood of God D. Assumption 

168. The Bible is best described as: 
A Histmy book which descnbes important religious events 
B. Collection ofmany books written at different times under God's inspiration 
C. . Book written by the early Church about God's plan for all people 
D. Collection of books about the life of Jesus and his Apostles. 

169. SeveraJI Gospels were written instead of only one: 
A Gospel writers were not able to agree on details 
B. Writers worked without knowledge of other Gospel accounts 
C. Different Gospels were written for different Christian commnnities 
0.. Several Gospels were needed to ensure accuracy of detail 

170. A proper CathoDc attitude towards the world is: 
A The world is an evil place which we avoid as much as possible 
B. The world is our proper environment capable of meeting all our needs 
C~ The world is our present home, made good by God and to be improved by the 

lives of good people 
D. The world is not important as men and women were made for happiness in heaven 

171. ChristiaD marriage esists principally for husbands and wives to: 
A Enjoy sexual pleasure in a sinless manner 
8. Offer support and love to each other 
C. Preserve fimDIy names and traditions 
D. Share love and create fiunilies 

172. Conscience is best described as: 
A A feeling of guilt after a person has done something wrong 
B. A personal judgement that something is right or wrong 
C. The law of God which is contained in the Ten Commandments 
D. All th~ laws of GOd and the Church 

173. What is th~ most importaat implication of the Biblical story of creation? 
A. The world was created in a brief period of time 
B. Good and evil were created by God 
C. Adam and Eve were the :first buman beings 
D. Everything depends on God for its existence 
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SECTION 11 - Personal Goals for the Future 

HOW IMPORTANT ARE THE FOLLOWING GOALS FOR YOUR FUTI.TR.E LIFE! 

.A. No importance 
B. Little importmce 
C. Some importmce 
D. Very important 
E. Most important 

174. To make a lot of money 

175. To 1fud personal happiness and satisfaction in life 

176. To serve other people 

177. To be honest in my dealjngs with others 

178. To be happily married and have a happy family life 

179. To accept myself as the person I am. 

180. To be important and successful in life 

181. To find God in my life and grow in filith in Him 

182. 'To make lifelong friendships with other people 

184. To live up to the example and teachings of Christ 

(i) What have you come to APPRECIATE and VALUE about the CATHOLIC SCHOOL 
you attend? 

. __ ._---_ ...... _ .... -.. _ ....... _ .. -_._._-----_ ............... -.-........ _ ..•.............•.............•. -.............. , .......... _._ .. -_. 

---_ ..... __ .. _ .. __ ._-_ .... _._. __ .......... -. __ ._ ........ -............... -._ ......•... _-... _-... __ . 
. -.----_ .. -... _ .. _--_ .. _-_ ....... __ ._-_ ................................. -... _ ....... -.... __ ._--_ .. _ ........... _._-_ . 

. _--_._.--_._------_._--_ ....... -... _-_ .. _._ .... -.. _--_ .. -.. _ ... __ •. _-
-----_ .. _._-_. __ ._.-----_ .. ----_.-._ .. -.--............... __ ._ .. -_._-..... _ ...... _-. __ ._ ..... . 

. _-----_. __ ._-------
---._---_ .. _-----_._._---_._._----------_ .. -._ .. - ... _--
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(ii) Are there :my CHANGES which you would make at your School? 

............. - ....................................................... _ ............... _ ... - ........................................ _ ..................................................................................................................... - ........ o. .. 

............. .............................................................................................. _ .......................... --................. _ ................................................................................... .. 

............. ................................................................................................................................................................................................... -........................................................ .. 

........ --............................................................ _ ... -........................................... -............................................................................ ,~" ...................................... . 

......... ........ ........ ..................................................................................................................................................................................................................................... .. 

.......... -....................................................................................................................................................................................................................................... _ ....... . 

........ -... -...... _ ............................................................................................................................................................................................................................................................... . 

(iii) How would you describe the UNIQUE SPIRIT which exists in your school? 

................................................................................................................................................................................................................... -............................. ~ ............................ . 

....... . ....... ... _ .......................................................................................... _ ............................................................................................................................................ -......................... . 

.... -_ ...... _ ........................................................................... -........ _-_ ...... _ ..... _ .................................. __ .................................. -...................................... .. 

....... -..................................................................................................... _ ................................................................... -.......... _ .................................. .. 

.... _ ..................................................................................................... _ ............................................................................................................................................ . 

............................................................ _ ................................................................ -....................................................................................................................... .. 

.................................................................................................................................................................................. _ ................................................ .. 

THANK YOU FOR YOUR CARE il'4 ANS\VERING THIS QUESTIONNAIRE! 
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Sekolah ({atoiil{ Sekarang 

1 November 1995 

Para siswa sekolah Katolik yang budiman, 

Menjelang tahun 2000, seko/ah Katolik banyak diteliti. Kami memutuskan 

untuk melakukan sebuah studi bernuansa internasional. Antara lain, dilakukan studi 

kasus di tujuh sekolah menengah atas Katolik di sejumlah negara: Australia, 

Bostwana, India, Indonesia, Irlandia, Inggris dan Amerika Serikat. Oi setiapsekolah 

kami mengundang sekelompok siswa kelas terakhir yang representatif untuk 

membantu kami dengan jalan mengisi angket ini. 

Angket ini dimaksudkan untuk menemukan pendapat Anda tentang isu-isu 

tertentu dan menelaah pengalaman Anda di Sekolah Katolik dan pengaruhnya 

terhadap hidup Anda. Kami ingin mendengar dari Anda tentang harapan, aspirasi, 

ketidakpastian dan kepercayaan Anda. Karena itu, jawaban yang paling benar atas 

pertanyaan-pertanyaan dalam angket ini adalah pendapat pribadi Anda sejujurnya. 

Apapun pendapat Anda kami hargai. 

Jawaban Anda akan dijaga kerahasiaannya. Pada tahap manapun nama Anda 

tak akan disebutkan. Jadi, jangan cantumkan nama Anda. Kami tidak akan 

menunjukkan jawaban Anda kepada para guru - atau bahkan kepada siapapun. 

Kelak jika buku hasil penelitian ini selesai ditulis, kami akan mengirimkan satu 

eksemplar ke sekolah Anda, dengan permintaan agar buku tersebut disimpan di 

perpustakaan sekolah. 

Terima kasih yang ikhlas atas kerja sama Anda. 

Institute of Education, University of London, 

20, Bedford Way 

London We1 H OAL 

Wasalam, 

Jo Cairns 

Paddy Walsh 



BAG IAN 1 - Latar Belakang 

1. Jenis kelamin Anda: 

A.Laki-laki 

B. Perempuan 

2. Di sekolah ini Anda: 

A. Siswa yang pulang ke rumah 

B. Siswa yang tinggal di asrama 

3. Apa agama Anda ? 

A. Katolik 

B. Agama Kristen yang lain 

C. Agama non-Kristen 

D. Tidak beragama 

4. Apa agama Ibu Anda? 

A. Katolik yang aktif menjalankan agamanya 

B. Katolik yang tak menjalankan agamanya 

C. Agama Kristen yang lain 

D. Agama non-Kristen 

E. Tidak beragama 

5. Apa agama Ayah Anda? 

A. Katolik yang aktif menjalankan agamanya 

B. Katolik yang tak menjalankan agamanya 

C. Agama Kristen yang lain 

D. Agama non-Kristen 

E. Tidak beragama 

6. Apa pendidikan formal terakhir Ayah Anda? 

A. SD, tak tamat 

B. Tamat SMTP 

C. Tamat SMTA 

D. Berijazah sarjana atau diploma 

7. Apakah pendidikan formal terakhir Ibu Anda? 

A. SD, tal tamat 

B. Tamat SMTP 

C. Tamat SMTA 

D. Berijazah sarjana atau diploma 
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8. Tentang orang tua Anda: 

A. Salah satu orang tua sudah meninggal 

B. Kedua orang tua sudah meninggal 

C. Kedua orang tua masih serumah 

o. Orangtua saya bereerai 

E. Orangtua saya berpisah rumah 

9. Apakah gam bar atau benda religius (misalnya salib, gambar, buku suei) dipajang 

di rumah Anda? 

A. Ya 

B. Tidak 

10. Apakah orang tua Anda berminat mengikuti perkembangan Anda di sekolah pada 

tahun ini? 

A. Tidak 

B. Tak jelas 

C. Ya 

11. Jika dibandingkan dengan kebanyakan kawan kelas Anda, bagaimana prestasi 

Anda? 

A. Sang at jelek 

B. Tidak terlalu baik 

C. Rata-rata 

o. Oi atas rata-rata 

E. Sangat baik 

12. Apa yang ingin Anda lakukan tahun depan setelah tamat sekolah ini ? 

A. Beristirahat satu tahun 

B. Mengikuti magang 

C. Meneari pekerjaan penuh waktu (full-time) 

o. Mengikuti kursus praktis pada pendidikan lanjutan 

E. Menjadi mahasiswa penuh waktu di perguruan tinggi 

13. Seberapa pentingkah agama dalam hidup Anda? 

A. Tidak penting sama sekali 

B. Tidak terlalu penting 

C. Agak penting 

o. Cukup penting 

E. Sang at penting 
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BAG IAN 2 - Tetap di Sekolah Ini 

SEBERAPA PENTINGKAH ALASAN-ALASAN BERIKUT INI BAGI ANOA OALAM 

MEMUTUSKAN UNTUK TETAP BERSEKOLAH HINGGA KELAS TERAKHIR 01 

SEKOLAH INI? 

Bacalah setiap jawaban dengan saksama dan tunjukkan tingkat kepentingannya. 

Tuliskan huruf yang menunjukkan jawaban Anda pada kolom sebelah kiri. 

A. Tidak penting 

B. Sedikit penting 

C. Cukup penting 

D. Sangat penting 

E. Paling penting 

---14. Saya belajar dengan baik di sekolah ini 

---15. Orang tua saya menghendaki saya tetap bersekolah di ~ekolah ini 

---16. Saya senang sekolah ini 

---17. Menurut guru-guru saya, saya harus tetap bersekolah di sekolah ini 

---18. Kebanyakan ternan saya memutuskan tetap bersekolah di sekolah ini 

---19. Saya ingin melanjutkkan ke jenjang pendidikan tinggi 

---20. Saya menyukai mata-mata pelajaran yang saya pelajari di sekolah ini 

---21. Saya merasa kerasan di sekolah ini 

---22. Saya akan mendapatkan pekerjaan yang lebih baik kelak 

---23. Saya tidak mempunyai rencana lain 
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BAG IAN 3 - Pengharapan 

BAGIAN INI MENGACU KEPADA TUJUAN-TUJUAN YANG MENURUT 

PERTIMBANGAN ANDA SEHARUSNYA DIMILIKI OLEH SEKOLAH KA TOLIK. 

TIAP PERTANYAAN DIMULAI DENGAN : "SEKOLAH KATOLIK HARUS ... " 

Silakan tuliskan tingkat kepentingan yang menurut pertimbangan anda harus diberikan 

kepada tiap pertanyaan : 

A. Tidak penting 

B. Sedikit penting 

C. Cukup penting 

D. Sangat penting 

E. Paling penting 

SEKOLAH KA TOLIK HARUS : 

24. Membantu siswa menemukan dan mengembangkan dirinya sebagai 

pribadi 

25. Mempersiapkan siswa untuk karirnya di masa depan 

26. Membantu siswa memahami masyarakat di mana mereka hidup 

27. Menciptakan suasana komunitas (masyarakat) Kristen di mana setiap 

orang saling memperhatikan 

28. Mempersiapkan siswa untuk jenjang pendidikan tinggi (universitas, dsb.) 

29. Memberikan bimbingan mengenai karir dan pendidikan lanjutan kepada 

siswa 

30. Memberi semua siswa kesempatan untuk meraih sukses dalam suatu 

aspek kehidupan sekolah 

31. Jika mungkin mengintegrasikan Pendidikan Agama dengan mata pelajaran 

lain 

32. Membantu siswa dalam mencapai standar penampilan yang tinggi dalam 

belajar 

33. Mempersiapkan siswa menjadi warga negara yang baik 

34. Menciptakan lingkungan dimana iman siswa kepada Tuhan dapat 

berkembang 
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BAGIAN 4 - Kehidupan dan Iklim Sekolah 

BAGIAN INI BERISI PERNYATAAN-PERNYATAAN TENTANG BERBAGAI ASPEK 

SEKOLAH KATOLIK YANG ANDA ALAMI. 

Silakan tunjukkan sejauh mana Anda setuju atau tidak setuju dengan setiap pernyataan 

berikut ini : 

A. Jelas keliru 

B. Mungkin keliru 

C. Kurang pasti 

D. Mungkin benar 

E. Jelas benar 

35. Hubungan antara orang tua siswa dengan stat sekolah sang at erat 

36. Para siswa turut memikirkan sekolahnya 

37. Kebanyakan guru bermutu dan memiliki keterampilan mengajar yang baik 

38. Para siswa di sini mengetahui standar perilaku yang diharapkan dari 

mereka 

39. Kebanyakan guru di sekolah ini menunjukkan kadar semangat (spirit) 

sekolah yang tinggi 

40. Siswa kelas terakhir di sini tidak diberi cukup kebebasan-

41 . Kebanyakan guru mengenal para siswa kelas terakhir secara pribadi 

42. Sekolah ini mempunyai nama baik di masyarakat setempat 

43. Saya bisa menemui Kepala Sekolah untuk meminta nasi hat dan bantuan 

44. Saya merasa tertekan (depresi) di sekolah ini 

45. Siswa kelas lebih tinggi memahami dan menerima tujuan keagamaan 

sekolah ini 

46. Kebanyakan guru bersemangat melaksanakan tugasnya dengan sukacita 

47. Penerapan disiplin di sekolah ini tidak menimbulkan masalah 

48. Bimbingan konseling bagi siswa cukup tersedia di sekolah ini 

49. Sekolah ini adalah tempat saya merasa kesepian 

50. Sekolah ini terlalu menekankan ketaatan terhadap tata tertib dan 

peraturan karena dorongan dari luar 

51. Tiap orang berusaha membuat Anda merasa kerasan di sekolah ini 

52. Saya diperlakukan dengan hormat oleh orang lain di sekolah ini 

53. Hal-hal yang diajarkan kepada saya berguna 

54. Sekolah ini merupakan tempat saya merasa khawatir 

55. Siswa-siswa lain menerima saya apa adanya 
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A. Jelas keliru 

B. Mungkin keliru 

C. Kurang pasti 

D. Mungkin benar 

E. Jelas benar 

56. Ada semangat kebersamaan yang baik di antara siswa kelas tearkhir 

57. Kebanyakan guru berusaha mebantu Anda menurut caranya 

58. Kepala sekolah mementingkan segi keagamaan sekolah ini 

59. Ada suasana menyenangkan di sekolah ini 

60. Guru-guru yang beragama Katolik menjadi teladan tentang apa artinya 

menjadi seorang Katolik yang menjalankan agamanya 

61 . Kebanyakan guru menunjukkan sikap bahwa manusia lebih penting 

daripada peraturan 

62. Kebanyakan siswa lain sangat bersahabat 

63. Saya merasa bangga menjadi siswa sekolah ini 

64. Ada kemungkinan mengubah peraturan sekolah jika sebagian besar siswa 

tidak setuju dengan peraturan itu 

65. Kepala sekolah menumbuhkan semangat kebersamaan dan rasa ikut 

memiliki sekolah ini 

66. Sampai sekarang saya merasa senang di sekolah ini 

67. Saya akan menyekolahkan anak-anak saya kelak di sekolah Katolik 

68. Kebanyakan guru tidak pernah menerangkan mengapa mereka menyuruh 

Anda melakukan berbagai hal di sekolah ini 

69. Andaikan saya boleh mengulang dari awal, saya akan masuk sekolah 

Katolik 

70. Kalau siswa mengalami kesulitan belajar, kebanyakan guru meluangkan 

waktu untuk membantu 

71. Peraturan sekolah ini menumbuhkan disiplin pribadi dan rasa tangggung 

jawab 
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BAG IAN 5 - Kurikulum 

BAGIAN INI MENGACU KEPADA BERBAGAI ISU BERKENAAN DENGAN 

KURIKULUM, YAITU SEMUA MATA PELAJARAN, KEGIATAN DAN 

KESEMPATAN BELAJAR YANG DISEDIAKAN SEKOLAH ANDA. 

Tunjukkan sejauh mana Anda setuju atau tidak setuju dengan pernyataan-pernyataan 

berikut ini : 

A. Jelas keliru 

B. Mungkin keliru 

c. Kurang pasti 

D. Mungkin benar 

E. Jelas benar 

72. Kurikulum sekolah ini memenuhi kebutuhan saya sekarang 

73. Ada kesempatan bagi siswa mengenal para guru di luar kelas 

74. Kegiatan-kegiatan luar sekolah cukup luas dan bervariasi 

75. Kegiatan olah raga di sekolah ini baik 

76. Sekolah menyajikan cukup beraneka ragam mata pelajaran bagi siswa 

kelas tiga 

77. Mata-mata pelajaran yang diberikan bisa mengembangkan kemampuan 

berpikir mandiri dan kritis 

78. Mata-mata pelajaran yang diajarkan memberikan pengetahuan atau 

ketrampilan yang bermanfaat 

79. Pendidikan Agama merupakaan bagian yang penting dalam kurikulum 

80. Mata-mata pelajaran yang diberikan di sekolah ini relevan dengan 

kehidupan nyata dan kebutuhan siswa 

81 . Mata-mata pelajaran yang diberikan di sekolah ini secara memadai 

mempersiapkan siswa untuk mendapatkan pekerjaan kelak 

82. Kurikulum sekolah ini terlalu banyak didominasi ulangan/ujian 

83. Cara berpikir kristiani tercermin dalam mata-mata pelajaran yang 

diajarkan di sekolah ini 

84. Sekolah cukup menekankan berbagai kegiatan budaya (musik, senirupa, 

drama, dsb.) 
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85. Apakah Anda temukan bahwa apa yang Anda pelajari pada mata-mata pelajaran 

selain Pendidikan Agama di sekolah ini memberikan pengaruh terhadap 

kepercayaan kristiani Anda ? Pilihlah hanya SA TU dari 

jawaban-jawaban berikut ini : 

A.Yang saya pelajari dari mata-mata pelajaran lain bertentangan dengan 

kepercayaan kristiani saya 

B.Yang saya pelajari dari mata-mata pelajaran lain memperlemah kepercayaan 

kristiani saya 

C.Yang saya pelajari dari mata-mata pelajaran lain tidak mempengaruhi 

kepercayaan Kristiani saya 

D.Yang saya pelajari dari mata-mata pelajaran lain mendukung kepercayaan 

kristiani saya 

E.Yang saya pelajari dari mata-mata pelajaran lain memperkuat kepercayaan 

kristiani saya 
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BAGIAN 6 - Pendidikan Agama 

BAGIAN INI MENGACU KEPAOA PENGALAMAN PENOIOIKAN AGAMA ANOA 

01 SEKOLAH INI SEKARANG OAN 01 TAHUN-TAHUN SEBELUMNYA. 

Tunjukkan sejauh mana Anda setuju atau tidak setuju dengan pernyataan-pernyataan 

berikut ini : 

A. Sangat keliru 

B. Mungkin keliru 

c. Kurang pasti 

D. Mungkin benar 

E. Jelas benar 

86. Saya menyukai pelajaran Agama di kelas tiga 

87. Pelajaran tentang agama-agama lain membantu saya menghargai agama 

saya sendiri 

88. Pelajaran Agama umumnya hanya memboroskan waktu 

89. Pelajaran Agama berhubungan dengan kehidupan nyata dan kebutuhan 

saya 

90. Pelajaran Agama tidak diperhatikan para siswa secara sungguh-sungguh 

91. Seandainya mata pelajaran Pendidikan Agama tidak wajib, saya akan 

tetap mengikutinya 

92. Pelajaran Agama tidak dipersiapkan dan diajarkan dengan baik 

93. Guru Agama memberikan cukup waktu untuk diskusi 

94. Sekolah ini memiliki program Pendidikan Agama yang baik untuk siswa 

kelas tiga 

95. Pendidikan Agama diajarkan sederajat dengan mata-mata pelajaran lain 

96. Pelajaran Agama membantu saya memahami Injil 

97. Pelajaran Agama menunjukkan kepada saya peranan Ekaristi dalam 

kehidupan Katolik 

98. Pelajaran Agama memperdalam pemahaman saya tentang tradisi Katolik 

99. Nilai-nilai dan ajaran moral Katolik yang mendasar tidak diajarkan dalam 

Pelajaran Agama 

100. Masalah-masalah moral masa kini ditekankan dalam Pelajaran Agama 
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--- 101. 

--- 102. 

--- 103. 

--- 104. 

--- 105. 

--- 106. 

--- 107. 

--- 108. 

A. Sangat keliru 

B. Mungkin keliru 

C. Kurang pasti 

D. Mungkin benar 

E. Jelas benar 

Perkawinan kristiani cukup mendalam ditelaah dalam Pelajaran Agama 

Pelajaran Agama membantu saya membentuk suara hati saya 

Penilaian melalui tugas atau ulangan/ujian harus merupakan bag ian 

Pelajaran Agama 

Pelajaran Agama membantu saya berdoa 

Saya kurang memahami iman Katolik 

Pelajaran Agama membantu saya memahami pandangan-pandangan 

agama dan non-agama (non-religius) yang lain 

Pelajaran Agama terlalu banyak menyita waktu yang semestinya bisa 

dipakai untuk mata pelajaran lain 

Pelajaran Agama membantu saya memahami arti kehidupan 
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BAGIAN 7 - Nilai, Kepercayaan dan Iman 

BAGIAN INI MENGACU KEPADA ISU-ISU ATAU PERNYATAAN YANG 

BIASANYA DIBUAT ORANG. 

Silakan pertimbangkan dengan saksama dan tunjukkan sejauh mana Anda setuju atau 

tidak setuju dengan pernyataan-pernyataan berikut ini 

--- 109. 

--- 110. 

---111. 

--- 112. 

--- 113. 

--- 114. 

---115. 

--- 116. 

---117. 

---118. 

--- 119. 

--- 120. 

--- 121. 

--- 122. 

A. Jelas keliru 

B. Mungkin keliru 

C. Kurang pasti 

D. Mungkin benar 

E. Jelas benar 

Tidak salah mengutip sebuah barang keeil di toko besar jika 

juga melakukannya 

orang lain 

Gelandangan dan orang-orang yang bernasib malang dalam masyarakat 

sama sekali tak menarik perhatian saya 

Saya pereaya kepada Tuhan 

Eutanasia, atau mengakhiri kehidupan orang sakit atau yang mau 

meninggal, salah seeara moral 

Saya berusaha ramah dan ring an tangan kepada orang-orang yang ditolak 

masyarakat atau kesepian 

Tidak salah orang hidup bersama tanpa ikatan perkawinan 

Manusia zaman sekarang harus peduli lingkungan 

Saya tetap akan pergi Misa di hari Minggu meskipun saya dizinkan tidak 

pergi 

Manusia harus dihormati apapun ras, kebangsaan ataupun agamanya 

Aborsi (pengguguran kandungan) lebih jahat daripada melahirkan anak 

yang tak diinginkan 

Tuhan adalah Bapa yang penuh kasih 

Tak salah meneoba-eoba obat terlarang, asal tidak keterlaluan 

Saya mengalami masa terombang-ambing tatkala saya ragu-ragu dan 

bingung tentang iman saya 

Bagi saya penting meluangkan waktu untuk berdoa setiap hari 
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--- 123. 

--- 124. 

--- 125. 

--- 126. 

--- 127. 

---128. 

---129. 

--- 130. 

--- 131. 

--- 132. 

--- 133. 

--- 134. 

--- 135. 

--- 136. 

--- 137. 

--- 138. 

--- 139. 

--- 140. 

A. Jelas keliru 

B. Mungkin keliru 

C. Kurang pasti 

D. Mungkin benar 

E. Jelas benar 

Saya menerima ajaran gereja tentang keluarga berencana 

Percaya dan cinta kasih orang tua saya mempengaruhi pendekatan saya 

terhadap hidup 

Iman saya membantu saya menjadi pribadi yang lebih baik 

Injil Yesus mempengaruhi jalan hidup saya 

Saya menolak aspek-aspek ajaran gereja yang pernah saya percayai 

Yesus Kristus benar-benar adalah Tuhan 

Kadang-kadang saya terganggu karena kurangnya iman saya 

Saya percaya Tuhan selalu mengampuni saya 

Saya mencoba mengikuti cara hidup Katolik tanpa mempertanyakannya 

Yesus Kristus benar-benar hadir dalam Ekaristi 

Terlepas dari gereja, saya telah mengembangkan cara saya sendiri 

berhubungan dengan Tuhan 

Gereja membutuhkan imam wanita 

Gereja sangat penting bagi saya 

Yesus tak berarti apa-apa bagi saya 

Menurut saya, ibadah di gereja membosankan 

Saya tahu Vesus sangat dekat dengan saya 

Menurut saya, mengucapkan doa tak bermanfaat 

Saya mulai percaya karena keyakinan saya sendiri dan bukan karena 

orang lain percaya 
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BAGIAN 8 - Pengaruh terhadap Perkembangan Religius 

PERTANYAAN BERIKUT INI MANGACU KEPADA BERBAGAI PENGARUH 

TERHADAP PERKEMBANGAN RELIGUS ANDA SELAMA INI. 

Seberapa pentingkah pengaruh-pengaruh berikut ini ? 

--- 141. 

--- 142. 

--- 143. 

--- 144. 

--- 145. 

--- 146. 

--- 147. 

--- 148. 

--- 149. 

A. Tidak penting 

B. Sedikit penting 

C. Cukup penting 

D. Sangat penting 

E. Paling penting 

Teladan dan kehidupan orang tua Anda 

Pengaruh paroki Anda 

Pengaruh teman dan sebaya Anda 

Teladan dan kehidupan guru-guru Anda 

Pendidikan agama yang diberikan sekolah Anda 

Pengaruh Retret sekolah, Perkemahan Hidup Kristiani, atau kegiatan 

sejenis 

pengaruh kelompok (group) pemuda 

Pengaruh sekolah Katolik Anda 

Liturgi sekolah (misa, acara doa, dsb.) 
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PERTANYAAN-PERTANYAAN BERIKUT INI MENGACU KEPADA RETRET. 

(Lewati bagian ini jika Anda tidak ikut ret ret tahun ini atau tahun lalu. Lanjutkan ke 

nomor 156). 

Silakan tunjukkan sejauh mana Anda setuju atau tidak setuju dengan pernyataan

pernyataan berikut ini : 

--- 150. 

--- 151. 

--- 152. 

--- 153. 

--- 154. 

--- 155. 

A. Jelas keliru 

B. Mungkin keliru 

C. Kurang pasti 

D. Mungkin benar 

E. Jelas benar 

Retret yang saya ikuti tidak menggairahkan dan membosankan 

Retret tersebut mempunyai pengaruh berkelanjutan terhadap hidup saya 

Selama retret terse but saya mulai lebih menghormati pandangan orang 

lain 

Retret terse but membantu saya memiliki rasa harga diri 

Retret tersebut merupakan pengalaman religius paling penting dalam 

hidup saya 

Selama retret terse but saya mengalami saat-saat saya merasa dekat 

dengan Tuhan 
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BAGIAN 9 - Praktek 

BUTIR BERIKUT INI MENGACU KE BERBAGAI PRAKTEK. Silakan pilih jawaban 

yang sesuai. 

156. Saya biasanya menghadiri Misa (tak termasuk Misa Sekolah) 

A. Tiap hari Minggu paling kurang 

B. Beberapa hari Minggu dalam sebulan 

C. Beberapa kali dalam setahun 

D. Jarang sekali atau tak pernah 

1 57. Saya biasanya menerima Sakramen Pengakuan 

A. Lebih dari sekali dalam sebulan 

B. Sekitar sekali dalam sebulan 

C. Sekitar sekali dalam tiga bulan 

D. Beberapa kali dalam setahun 

E. Jarang sekali atau tak pernah 

158. Saya biasanya menggunakan waktu sejenak untuk berdoa secara pribadi 

kepada Tuhan 

A. Setiap hari 

B. Secara teratur; beberapa kali dalam seminggu 

C. Kadang-kadang; beberapa kali dalam sebulan 

D. Beberapa kali dalam setahun 

159. Saya bisanya membaca suatu bagian Alkitab 

A. Setiap hari 

B. Secara teratur; beberapa kali dalam seminggu 

C. Kadang-kadang; beberapa kali dalam sebulan 

D. Beberapa kali dalam seta hun 

E. Jarang atau tak pernah 
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BAG IAN 10 - Pengetahun tentang Ajaran dan Istilah Katolik 

TIAP PERTANYAAN PADA BAGIAN INI DIIKUTI OLEH EMPAT ALTERNATIF 

JAWABAN. Pada tiap pertanyaan tandailah jawaban yang menurut Anda secara tepat 

mengungkapkan posisi (ajaran) Katolik. Anda mungkin perlu sedikit lebih banyak waktu 

untuk menjawab pertanyaan pada bagian ini. 

1 60. Anugrah dengan mana Tuhan berbagi kehidupannya dengan kita 

disebut: 

A. Rahmat B. Jasa C. Indulgensi D. Sakramentalia 

161. Tuhan mewahyukan diriNya kepada manusia kebanyakan melalui: 

A. Pribadi Vesus B. Manusia : laki-Iaki dan perempuan 

C. Alam D. Keajaiban hidup 

162. Penyampaian Tuhan tentang diriNya melalui Vesus disebut : 

A. Iman B. Kepercayaan C. Wahyu 

163. Gerakan memulihkan persatuan di kalangan gereja-gereja 

Kristen disebut : 

A. Karya misioner B. Kenabian C. Ekumene D. Penginjilan 

164. Pembebasan manusia dari dosa dan akibatnya melalui Vesus 

disebut: 

A. Penyelamatan B. Pewayuan C. Inspirasi D. Inkarnasi 

D. Kesempurnaan 

165. Sakramen yang membantu kita menjadi saksi dan pengikut Vesus 

dalam kehidupan kita adalah : 

A. Penebusan dosa B. Imamat C. Perkawinan D. Penguatan 

166. Tanggapan bebas kita kepada Tuhan yang mewahyukan diriNya 

kepada kita disebut : 

A. Pengertian B. Wahyu C. Keadilan D. Kepercayaan 
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167. Gereja menghormati Maria, Ibu Yesus, terutama karena dia : 

A. Dikandung tanpa cela (immakulata) B. Perawan C. Bunda Tuhan 

D. Diangkat ke surga 

168. Alkitab paling baik digambarkan sebagai : 

A. Buku sejarah yang menguraikan peristiwa keagamaan yang penting 

B. Koleksi banyak buku yang ditulis pada waktu yang berbeda di bawah ilham 

Tuhan 

C. Buku yang ditulis oleh Gereja purba tentang rencana Tuhan untuk semua 

manusia 

D. Koleksi buku tentang hidup Yesus dan para rasulNya 

1 69. Beberapa injil ditulis, bukan hanya satu : 

A. Para penulis injil tak dapat menyepakati hal-hal terinci 

B. Para penulis bekerja tanpa mengetahui ada penulis injil yang lain 

C. Injil yang berbeda ditulis untuk masyarakat Kristen yang berbeda 

D. Beberapa injil diperlukan untuk menjamin ketelitian hal yang terinci 

170. Suatu sikap Katolik yang tepat terhadap dunia adalah : 

A. Dunia adalah tempat jahat yang sedapat mung kin kita hindari 

B. Dunia adalah lingkungan kita yang tepat yang memungkinkan pemenuhan 

semua kebutuhan kita 

C. Dunia adalah rumah kita sekarang, diciptakan dengan baik oleh Tuhan dan 

ditingkatkan oleh kehidupan orang yang baik 

D. Dunia tidak penting karena kaum lelaki dan wanita diciptakan untuk 

kebahagiaan di surga 

1 71 . Perkawinan kristiani ada terutama bagi para suami dan istri untuk : 

A. Menikmati sex tanpa berdosa 

B. Saling memberi dukungan dan cinta 

C. Melestarikan nama dan tradisi keluarga 

D. Berbagi cinta dan menciptakan keluarga 
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172. Suara hati paling baik dilukiskan sebagai : 

A. Suatu perasaan bersalah setelah sese orang berbuat salah 

B. Suatu keputusan pribadi bahwa sesuatu benar atau salah 

C. Hikum Tuhan yang terkandung dalam Sepuluh Perintah Allah 

D. Semua hukum Tuhan dan Gereja 

173. Apa implikasi paling penting dari kisah Alkitab tentang penciptaan: 

A. Dunia diciptakan dalam waktu yang sing kat 

B. Yang baik dan yang jahat diciptakan Tuhan 

C. Adam dan Hawa adalah manusia pertama 

D. Segala sesuatu bergantung pad a Tuhan untuk keberadaannya 

BAG IAN 11 - Tujuan Pribadi untuk Masa Depan 

SEBERAPA PENTING TUJUAN BERIKUT INI UNTUK KEHIDUPAN MASA DEPAN 

ANDA? 

--- 174. 

--- 175. 

--- 176. 

--- 177. 

--- 178. 

--- 179. 

--- 180. 

--- 181. 

--- 182. 

--- 184. 

A. Tidak penting 

B. Sedikit penting 

C. Cukup penting 

D. Sangat penting 

E. Paling penting 

Mendapatkan banyak uang 

Mendapatkan kebahagiaan dan kepuasan pribadi dalam hidup 

Melayani orang lain 

Jujur dalam berhubungan dengan orang lain 

Bahagia dalam perkawinan dan memiliki kehidupan keluarga yang bahagia 

Menerima diri saya sebagai pribadi apa adanya 

Menjadi orang penting dan sukses dalam hidup 

Menemukan Tuhan dalam hidupku dan semakin beriman kepadaNya 

Membuat persahabatan seumur hidup dengan orang lain 

Hidup menurut teladan dan ajaran Kristus 
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(i) Apa yang membuat Anda MENGHARGAI dan MENILAI BAlK tentang SEKOLAH 

KATOLIK yang Anda masuki ini ? 

(ii) Apakah ada PERU BAHAN yang ingin Anda buat di Sekolah Anda ini ? 

(iii) Bagaimana Anda lukiskan SEMANGAT (SPIRIT) YANG UNIK yang ada di sekolah Anda? 

TERIMA KASIH ATAS PERHATIAN ANDA MENJAWAB ANGKET INI! 
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Appendix B 

Suggested topics for discussion with the headteacher and senior managers 

of the school 

1. What are the differences between this Catholic school and other 

neighbouring public schools? 

2. What does the school understand as religious, moral and social 

development? 

3. What principles underlie the management of the school? 

4. What achievements are most celebrated by the school? 

5. What are the distinguishing characteristics of an educated student of this 

school? 

6. What principles and values underlie discipline and pastoral practice? 

7. Do you teach a nationally directed curriculum at the school? Does your 

curriculum differ from other schools? 

8. Is there a place for non-Catholic students in the school? Do they contribute 

to the overall aims of the school? 

9. What is the place of worship in the school? 

10. What constitutes a religiously educated student at this school? What place 

do non-Catholic and non-Christian traditions have in the school curriculum? 

11. Do you consider that this school is an effective school? 
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Appendix C 

Some questions for subject teachers and students at the school 

1. What are the main differences between this school and other schools you 

have worked in lattended? 

2. In what ways does the school help you to understand that you are in a 

Catholic school? 

3. What is your favourite experience in this school? 

4. What is your least favourite experience in this school? 

5. Are you proud to work/ study in this school? 

6. Would you return to work/study at this school? 

7. Are you happy at the school? 
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