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It has been a privilege to integrate the thinking of Teaching Well into the units of our Master
of Teaching at Excelsia over the last three years. Its sequel, Better Learning adds to the depth
of thinking and knowledge of Christian education in Australia. Future teachers can engage
further with those who are currently engaged in the thinkingand doing in schools through
this insightful text.—Julie Mathews, Former Head of Education, Excelsia College (Wesley
Institure) & Acting Executive Director of the Anglican Education Commission, Sydney NSW.

[am delighted to recommend Berter Learning: Trajectories ﬁ:rm'umrm in Christian schools,
the sequel to Téacbing Well- [ns{gﬁmﬁr}fdumron i Christian schools to all educators, which
provided an outstanding practical foundational resource and reference for all pre-service
teachers and leaders, for those involved in educating our future giob:ll citizens. Better Learning:
Trajectories for educators in Christian schools has built on this foundation and focuses on the
faith based cornerstone of Christian schools, various discip]ines of le:lming and the forma-
tion of student’s character that frames their decisions. It supports the development of their
character traits that enable them to navigate life using their moral compass to be strategic
participants in a global setting, aware of an eternal destiny. | commend Better Learning:
Trajectories _ﬁw educators in Christian schools to you.—Lynne Doneley, Executive Officer,

Associated Christian Schools, Mansfield QId.

Better Learning is a worthy sequel to the successtul Teaching Well. The range of topics is
extensive, relevant and vital in he}pingto meet the chn.llenges in seeking to teach Christi:mly.
The contributions have grown from the rich experience of many dedicated Christian prac-
titioners and academics. The collection is substantial and practical in the way it seeks to
address both the how and the why of the various topics. The many fresh insights offered
are sure to provide stimulation, motivation and vit‘:ilit'],.r to the ministry of Christian educa-
tion in many quarters.— Don Roy, Conjoint Senior Lecturer, Avondale Cnllege uingher
Education, Cooranbong NSW.

This is an important and insightful book that adds to the literature available to educators
in Christian schools. Articles are biblically grounded and cover a wide range of educational
subjects. Written by major thinkers in the field, the book offers a broad discussion on the
improvement of learnin g, contributing suggestions to help teachers evaluate their perspec-
tives and strategies. An innovative section has been included on enabling students to better
engage with their ]e:;.ming, advocating the presence of an aurhentical]y Christian culture for
the school and encouraging strategies that help form student character and facilitate their
competency as adults in society. Drawing upon its focus on Christian education as a ministry
of schools into the lives of students, a strength of the book is its cxplomtiﬂn into ways of
enhancing learning in each of the disciplines represented in the school curriculum. Subject
teachers will find the ideas invaluable in strengthening learning and will also appreciate the
writers’ reflections on the contribution of imagination and creativity to the Christian school
curriculum.—Alan Rice AM, former Dean, Australian Centre for Fducational Studies,
Macquarie University, and Chair, Academic Board, M{:rling Co]lege NSW.

Christians implicitly recognize Christian education when it’s happening and you know when
it’s not, but to define Christian education is a monumental ]ifelong cha.ﬂenge. Nevertheless,
this inspiring book will illuminate the journey for any who seck to grapple with the inde-
finable ]ength, depth and breadth of Christian education.—Jim Twelves, Dean Education
and Program Director, Master of Teaching (Primary) and Master of Teaching (Secondary)
Alphacrucis College, Parramatta NSW.

Here is a collection of thoughtﬁ]l, informed essays by distingnished practitioners on a wide
variety of topics reflecting on the challenge and opportunity of rigorous and Christ-honouring
Christian education. A wonderful compendium and resource which [ am confident teach-
ers, teacher-educators, clmpl.ai.ns and heads of schools will find ofgre:lt benefit.—Kanishka
Raffel, Dean, St Andrews Anglic:m Cathedral, Sydney NSW.
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This book is dedicated to the young
whose education will be informed
and whose lives transformed

through the agency of those who read these words
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Foreword

James Dalziel

s something new happening in Christian schooling? Well, it depends

who you ask. For some decades the dominant academic voices in

education paid little attention to Christian schools, especially the
new low-fee schools that had been growing rapidly." More recently some
academics have bcgun to critique these schools,” but at the same time
there has been a renewed recognition that the enterprise of schooling
is far from ideologically neutral ?

Society can foster diversity not only at a personal level, but also at
the level of schools. Having a range of schools driven by different peda-
gogical or religious traditions provides parents with greater choice. This
institutional diversity among schools can be particularly important for
those parents who are uncomfortable with aspects of the progressive
secular model of schooling that dominates many modern schools.” The
ideology that all schools must be the same seems oddly out of touch
with a diverse multicultural, mthiIcligious society. Surc]y the plm’aiism
at the heart of liberal democracy should apply to its schools?

One of the delights of my recent experiences as an academic has
been lcarning more about low-fee Christian schools—their history,
practices and worldview. I'm sorry to say that for many years I simply
didn’t know much about them, but my recent contact has been fasci-
nating and rewarding. It has helped me rethink deep assumptions I had
taken for gr;mtf:d about schonling: What is the purpose of education?

Whﬂt kjnd {)F pﬁ{)plﬁ Wl“ our Stlld.t':ﬂts bf.‘ Whﬁﬂ thﬁ}’ gfﬂdllﬂ.tf: ﬁ'Oﬂ’l
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school? How can schooling take a holistic view that includes not only
intellectual virtues, but also character and spiritual virtues?

But Christian schooling is not only about new low-fee schools; it
also includes other traditions, such as schools afhliated with churches,
often with long histories and high expectations of academic excellence.
Some of these schools have progressively moved away from the Christian
faith as received and passed on since the beginning, but some are trying
to rediscover how the historic Christian faith can bring life and hope
to young people in the twenty-first century.

My own experience of talking with young people in these schools
suggests that many have challenging questions, but also a hunger for
meaningand purpose. While the ‘New’ Atheists would have us believe
that most young people have rejected all things religious, this is often
a self-serving narrative that only applies to a min-::-rit‘j,f.'i The majority
of young people are secking meaning in spirituality and/or rn:ligion,s
though many distrust institutional religion.

But my most striking experiences of Christian schooling have been
in the developing world. There is something quite extraordinary going
on that many in the developed world barely understand. There has
been a rapid rise in Christian schools in the developing world, otten
with little support cither from the developed world, or some of their
local churches.

I have learned a great deal listening to people like Dr Samson
Makhado about Christian schools in Africa, and others from around
the world at the Global Christian Schools Network gatherings. In these
discussions, and on my travels in Central America and South East Asia,
I have heard Christian educators express the sentiment that God is
doing extraordinary things in new Christian schools. Most strikingly,
I have heard it said that the great revival of the twenty-first century is
happening in Christian schools. Not ‘will happen;, but ‘is happening.

For disciples of Jesus Christ, this calls for deep prayer and reflection.
Our models of revival tend to assume a certain concept of ‘church;, often
focussed on a building. But we also know that the church is the Body
of Christ—that is, all believers worldwide. What if our God has chosen
in this age to transcend our limited concept of church, and to bring

his kingdom Into new pastures, with the focus on Christian schools?
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If so, there is much work to be done. We need to seck God in prayer
and through his scriptures to understand his will for schooling. We may
need to repent of our mistaken attitudes towards Christian schools (I
know I have), and we may need to humbly ‘go look’ to see what is afoot.

And we need solid scholarship to help us unpack our miscon-
ceptions about schoo[ing and education (and ‘church’). We need to
develop in maturity about the different ways that Christian schools
can operate, recognising the strengths and weaknesses of different
approaches. Without doubt we need dccpf:r theoiogir.:a] reflection, but
we also need to rethink the purpose and practices of Christian school-
ing for the twenty-first century. We may need to rethink ‘school’ itself.

This is where this book, and its predecessor, play such an important
role. I believe we need a revival in Christian education scholarship, and
its role should be to serve Christians schools—to support, to guidf:, to
correct (and be corrected), to research, and to train.

There are hard issues to sort out about the role of Christian schools
in pluralist societics, cspccially in post- Christian ones. It should be no
surprise that some of this work will lead to conflict with others who
hold a different worldview ofschooling. This is understandable, given
that the educating of children is of the greatest importance, and the
awareness that the worldview that students imbibe in schools will shape
them, one way or another.

And here is the confronting truth: if you believe in rf:df:mption
through the death and resurrection of Jesus Christ, and you follow
him as a disciple, then of course this should change the way you think

about schooling—how could it not?

James Dalziel
Dean of Education, Morling College
Professor, University of Divinity
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Preface

here is a wealth of diverse ideas in this book. As fellow editor,

John Collier, whose brainchild this book was, has said:

Our role as editors has certainly been to format and apply
consistency of styles to various chapters but, within that struc-
ture, to allow our authors to speak. That they have done, very
helpfully we believe, within an evangelical theology, but some-
times in dialogue or debate with one another. We believe this
is productive because we happen to share the view that there
is no single template for Christian educartion.

As editors, John, Tony George and I believe it has been possible to
maintain the book’s divcrsity as we have sought to give it a measure of
unity. Our cditing attempts to ensure that these very different contri-
butions sit well under the umbrella of Better Learning: Trajectories for
educators in Christian schools.

Our well received 2014 book, Teaching Well owed its success in
part to the title. While unspectacular, the title focussed unambiguously
on our target audience, teachers, and those interested in tcaching. In
this second book, we want to maintain the interest of that audience
who want a no-nonsense, focussed title; it is a title that picks up on a
current issue, learning strategies, but is clearly differentiated from the

first book so that it will not be dismissed as a new title for an old book.
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Why' learning’ rather than, say, ‘knowing?

Either would do, but teaching and learning go well together as titles for
companion books on education. Besides, lcarning as distinct from the
tcaching process can be more student needs centred which is our aim.

Teachers can have the best prepared lesson, but does it have an impact
on students’ thinking and learning? What virtually all students and
teachers have in common in successful educational systems is that thcy
take lcarning and thinking scriously. There is sustained se[f»c[iscip[inc:,
rigour and enjoyment in the acquisition of knowlcdge. The Christian
faith is a natural fic with this, in its pursuit of truth, knowledge and
sustained, satisfying transformation.

How do we ascertain whether or not this learning process is happen-
ing for our students and so improve—even transform—their lf:arn'mg?
We need to assess results step by step, stage by stage, subject by subject,
and be open to change along the way. This is best done by looking at
what we want to measure, questioning students and their teachers about
the outcomes and seeing how these work out in students’ school and
outside lives. This means lookjng at successes and failures in both cur-
riculum and attitudes (and working out how we classify outcomes as
‘successes and ‘failures’). In ascertaining success and failure in Christian
terms we need to look at ways of ascertaining growth in every aspect

Ell’ld St‘dgﬁ Of[ifﬁ amongst our StlldClltS.

Why ‘better’rather than, say, ‘best’?

My wife’s aunt, a Christian who had been involved in ‘progressive’
education all her life, having applied her principles, for example, to her
headship of a Christian school in Canberra, after she died left money in
her will for a book she had written she wanted to call ‘A better classroom,
which has now been published. She wanted her ideas to be seen as a step

along the way. I, for one, would be put off by a book that claims more.

Why ‘trajectories, rather than, say, ‘insights’?

Apart from the fact that ‘trajcctorics' differentiates this book from
]}acfaing Well, it placcs cmphasis on both the thinking side and the

action side, an element that was much appreciated in our first book.



PREFACE

Why define who the book is for by using ‘educators in Christian
schools’in the sub-title?

My experience is that people don't buy books that are a catch-all in this
market. On the other hand, there is much in this book that picks up
matters of interest to those who are involved in a range of school systems
and those who have an interest in education without being practition-
ers. Such is the quality of our contributors’ ideas that there are gems
here for everyone. We readers are the beneficiaries of this learning and

its POWET to transform our SChDOlS.

Why is so much space given here to character formation?

Because, to most of the practising educators writing here, this is more
significant than any other feature of their education program. When
educators contributing to this book are asked what they most want
for their students, most give an answer that relates to character forma-
tion. Although one whole Part of the book is dedicated to this, with
ground-breaking suggestions for measuring this area so difficult to
assess, character formation permeates the whole book. Nicola Taylor,

for f:xamplc, in the concluding article writes:

| The Christian faith] models respect for others, for experience,
for self, for authority, each of which is needed by the learner
to be receptive to instruction and to grow from information
to knowledge, from knowledge to insight and from insight

to wisdom.

This is just one of many such statements. It is perhaps not too
much to say that such an educational goal is the main reason that many
of the educators listed here are in education. It gives inspiration and
purpose to their teaching, focussing attention on the learner rather

th:m thﬁ CdllCﬂ.tOl'.

A word of thanks

I wish to thank my co-editors, John Collier and Tony George, for their
hclpﬁll advice and companionship as [ worked my way thmugh a long
editorial process; and the publishers St Mark’s NTC Publishing and

-

/
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particularly designer and production manager Graham Lindsay for his
commitment, geNerous spirit, reassurance and skills.

What has given us the fortitude to continue has been the sense
of bf:i_ﬂg in a common mission with our wonderful authors who have
been unswerving in their determination to share with us their gifts with

cnthusiasm, hlgh [CVf:l Of c:-:::-mpctcncc ﬂlld SE].HCSSHCSS.

Concluding thoughts

The book is dedicated to our young whose educators will read it, inform
them and, we believe, contribute to transforming them. It comes to you
with the blessing that you might be encouraged to partner God in the
service of enabling students to find the thought that God has in mind
for each one of them. John Collier, who had the vision for this project

and who has sustained us tlu'oughcrut it has said:

Itis our hopc and prayer that you find this book hf:lpful as you

minister within the work of Christian educarion.

Ken Goodler

Senior editor



Introduction

Tony George

ducation in Australia is in crisis, apparf:ntly. Hardly aweek goes

by without an educational research body such as the Grattan

Institute or at least a newspaper tabloid such as the Sydney
Morning Herald declaring that there is little point getting out of bed
and going to school. It’s all gone pear-shaped—student behaviour, mo-
tivation, teaching training, curriculum, funding, academic results—the
list goes on and on.

Surely it is no small miracle that more than 90% of Australian chil-
dren do get out of bed each day to attend Australian schools despite the
doomsday call of rescarchers and newspapers alike. If we were to take
the research and the newspapers seriously, we might actually shut our
schools and put our money to better use, or at least start again. With
Australian education of school students costing us more than $45 billion
a year, we would do well to do it well. Pf:rhﬂps Australian education
is as stubbornly resistant to criticism as it is resistant to reform. Yet,
dcspitc: the lef:ﬂliC, can we lmnc:stly say that education, as the primary
industry of learning and innovation, has led learning and innovation
in Australia over the past century? Unfortunately, we think not. But
we also think that to presume that NAPLAN and PISA results are an
adequate measure of educational performance is not only naive, but
fundamentally misunderstands and misrepresents the human enterprise
of education. Indeed, basic knowledge and skills, while necessary, are
not sufficient for a good education, any more than knowing the road
rules and how to use a car’s pedals makes one a good driver. Our chil-

dren deserve a bigger vision of education for better learning.
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We used to think, and some still do, that education concerns the
transmission of knowledge and skills from a teacher to a student. It was
Jean Piaget, and other constructivists such as Ernst von Glasersfeld, who
helped us understand that we can no more transmit knowledge and skills
than we can make children think what we want them to think, and that
children construct knowled ge within their mind as l:hey make sense of
their experiences. While some took this to an extreme in terms of child-
centred [caming, almost removing the role of the teacher t:ntirf:ly, it
was Lev Vygotsky's notion of the Zone of Proximal Development that
helped us understand that the child would learn more in the context
of a teacher than without. Further, it was Jerome Bruner who helped
us to understand the central, if not exclusive, place of culture in educa-
tion and the importance ofundcrst:mding the schoolasa community,
while Hans-Georg Gadamer pointcd to power of culture in sustaining
knowledge over time, particularly through language. Thomas Kuhn and
Karl Popper observed the resultant power of paradigms that perme-
ate our culture and frame our construction of knowledge, perspectives
that gave impetus to the influential notion of worldview. And Alasdair
MacIntyre has exhorted us to look beyond the mere disciplines that
dominate the curriculum of education and look to the development
of the person as a virtuous citizen.

In each of their various ways, cach of these educational thought
leaders has contributed to our understanding of education as more
than merely the curriculum and its testing, and challenged us to con-
sider the significant role of the teacher, the culture and community of
the school, the importance of language, the influence of worldview,
and the formation of character in our students. Yet despitc their con-
sistent challenge for more than a century, and much research besides,
John Hattie observes that the practice of teaching remains relatively
unchanged as individual teachers stubbornly adhere to whatever they
believe works for them. This is a very sad indictment on what is argu-
:Lbly the most signiﬁcant and essential pmfcssion of our time. For while
doctors may heal peoples’ ills and lawyers settle their disagreements, it
is educators who are entrusted with making people who they are. As
educators, we grow people; so we better take it very seriously and do

it very well! We need better lcaming.
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Christian education

The rise of Christian schooling in Australia over the past 50 years has
been influenced and fuelled by a number of factors, but by no means
least has been the dissatisfaction of some parents with the education
offered by state owned schools. These Australian parents have as much
been pushed away from the government school sector as they have
been drawn to the independent school sector. Many parents cite the
decline of education in values and character bcing offered by govern-
ment schools as a major reason for their cﬁﬂnsing of a Christian, or
at least independent, school. The significance of this observation is
that should Australian education be in crisis, as the research centres
and tabloids keep telling us, then it is an Australian crisis and not just
a Christian crisis. If the education system is broken, then it is broken
for everyone and not just Christians.

Christian education, therefore, should offer alternative solutions
to the problem of education that are valued not just by Christians but
all Australians. And indeed, this reflects much of the discussion and
debate within the haﬂways and playgrounds of Christian schools. Are
Christian schools just for Christians or for everyone? Should we ofter
a Christian curriculum or a secular curriculum, albeit from a Christian
perspective? How is a Christian school different from a government
school? Should Christian education be offered in government schools?
Australia is a secular country and our schools are secular institutions—
so how can we be both Christian and secular? All these questions relate
to the human phenomenon of what it is to educate our children while
uphold'mg the Christian notion of bcing in the world but not of the
world.

Christian educators are, conscqucnt[y, a rather disp:u'atc group,
and yet are committed to Christ and passionate about education. We
are united and divided at the same time. But sun:ly this is the nature
of an academic community, cspeciaﬂy one that is united in its Christ-
centred orientation towards the pmfcssiona[ service of our educational
communities. We experience the disciplinary tension of bringing our
understanding of theology and education together meaningtully and
cogcntly, without compromising cither our faith in Christ or our com-

mitment to our students. As Christians we each bring different biblical

11
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and faith perspectives, shaped by our individual Christian traditions
and experiences, and as educators we cach bring different theoretical
and practical approaches, shaped by our particular disciplinary and
professional backgrounds.

Fundamentally, however, as Christian educators we seck to bring
our discip[inary and profcssionﬂl undcrst:mding as educators under
the authority and lordship of Christ and his gospel. For the biblical
metanarrative that points to the gospel of Jesus Christ, and its subse-
quent vision for humanity as that of‘hcing in Christ, sets the context
for a Christian undcrstanc[ing of education that is neither tcmporaﬂy
nor culturally nor geographically bound. For while all curricula are,
by definition, human constructs, and have a temporal, cultural and
geographical context, both the gospel of Jesus Christ and the future
of'humanity as realised in Christ are eternal and universal. How do
we, then, as Christian educators bring a perspective of the eternal to
the temporal and of the universal to the local without compromising
cither the gospel of Christ or his word, the Bible?

The Bible claims not only to be the word of man but, more impor-
tant]y, also the word of God. That it is the word of man means it is
written within and for a particular cultural context—people, place
and time with a specific purpose. However, that it is the word of God
means it carries divine authority and relevance that transcends its par-
ticular cultural context, cxtcnding across pcoplf:, piacc and time with
a more general or eternal purpose.

Our challenge as Christians is to understand the meaning of a bibli-
cal text given its original context (exegesis), its meaning and significance
generally and, consequently, for us today in our own cultural context
(hermeneutics). In particular, we need to be carcful that we don’t take
something that was descriptive of the cultural context of a text and
assume it to be prescriptive for the cultural context of our present day.

To provide a rather silly example, to suggest that we should walk
everywhere we go because Jesus walked everywhere would be one such
error, for other than riding on animals or carts, walking was simply how
one travelled. In similar fashion, to consider a more serious cxamplc,
to suggest that we should adopt teaching and learning practices as
described in the Bible, whether of Israclite life or of the early church,

may also be in error if such practices are merely descriptive of the cultural
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context rather than prescriptive for people living in the Kingdom of
God. Whether we teach like Jesus or learn like early Christian commu-
nities may be of historical educational interest, but to claim that they
should be prescriptive for Christian educational Ppractice t{)day may be
simply a hermeneutical error. To go further, are we to understand that
the f:nrly Christian communities were lcaming communities because
they were Christian or simply because they were human and learning

is an esscntiaﬂy human qua]ity?

Better learning
We understand that while the Bible brings us to a knowledge of God

and an unc[f:rstanding of ourselves and the world in which we live, not
everything in the Bible is intended as an example for us to follow or an
imperative for us to live by, whether it be ﬁshing, carpentry, tcaching
or learning. However, the Bible clearly exhorts us to follow Christ’s
cxample of humanity, for it is in Christ that we understand what it
means to be truly human regardless of our particular cultural context.
Thus, insofar that education is a human activity, Christian education
ought to be characterised by a Christ-centred undcrstzmding of and
vision for humanity. It is in this respect that an undcrstanding of a
biblical anthropology, or more specifically a Christ-centred anthro-
pology, is foundational for our understanding of Christian education.
Conscqucntly, an undc:rst:mding of Christian education is not mcrely
predicated on being a good educator with a Christian faith, but also
being informed by wise and disccming biblical scho]arship. This is
indeed a significant interdisciplinary challenge!

The purpose of this pubiication is to cxp[orf: this intv::rdiscipﬁnar‘_,r
challenge by bringing together a representational group of Christian
educators, academic and pmcticai, united in their love for Christ and
their passion for education, but necessarily different in their views
and approaches to Christian education. If we have been successtul in
achieving this purpose, then the reader will find both agreement and
disagrcemcnt within these pages. We thC that agreement will peoint to
important foundations for Christian education upon which we might
continue to build, while disagreement should point to those arcas in

need of further enquiry, research and deliberation. After all, we too

13



14 | BeTTER LEARNING: TRAJECTORIES FOR EDUCATORS IN CHRISTIAN SCHOOLS

are a learning community, secking God’s wisdom as informed by his
gospel and his word as we seck to better understand the contribution
of Christian education to Australian schools.

To EXPIO]’C this 'mtf:rdisciplhmry chﬂﬂcngc in a somewhat organised
fashion, the book is organised into four major sections: Part A considers
the contemporary context of Christian education; Part B, the nature of
Christian schools as Christian communities; Part C, the relationship
of Christian education to curriculum; and Part D, the contribution of

Christian education to character formation.

Part A: Grounding Christian education in its contemporary context

This collection of chapl:crs cxplc:rcs the rclationship between Christian
education and the broader Australian educational context. Christian
education is a signiﬁczmt way in which Christians engage with the
world as those who are in the world but not of the world, and Christian
schools are a signiﬁcant way in which Christian education is practiscd
and experienced. While some Christian schools seck to engage with only
those who are Christian, from a discipleship perspective (this perspec-
tive would also include Bible colleges and ministry training centres),
most Christian schools activcly engage with the broader community in
which they exist, enrolling the children of families from all backgrounds.
Consequently, many Christian schools have only a minority of Christian
families, in kccping with the df:mogmphics of the su:rounding society.
This raises an important issue concerning one’s understanding of how
Christian education is practiscd and what constitutes a Christian school.
Some such schools advocate for only Christian families, others for only
Christian staff, and others for Christian leadership, and perhaps others
are Christian in name only. It also raises important questions of how
Christian education and Christian schools relate to the secular context

of Australian school education.

Part B: Over-viewing the nature of Christian schools and Christian
communities

This collection of chapters explores the essential nature of Christian
schools as Christian communities and their contribution to a broader

understanding of education. Education is a uniquely human phenomenon.
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For to be human is the wonderful interplay between nature and nurture.
While we are born with all kinds of potentialities, it is only in the
context of community that we become human. For example, we are
born with capacity for l:mgu:tge, but will only dcvciop competence in
the context of our community. Consequently, education is that human
activity by which one generation gives rise to the next generation. In
doing so, we decide what we want the generation to be, rather than
simpiy what we want them to know. This raises important questions of
how education relates to life, faith, wisdom, justice, mercy, imagination,
leadership and governance. While Australian education over the past
century has increasingly emphasised the knowledge and skills that we
want for the next generation as units of production for our economy,
Christian education is more concerned with the human qualities we

want Chf: next gcncration to l.’.l]lbOC[Y Il[ld liVC out.

Part C: Exploring the relationship of Christian education to
curriculum

This collection of chapters explores the essential relationship of Christian
education to curriculum. Curriculum is the ‘stuff” of education and
prc}vid::s the informational context for the formation of our students
as pf:oplc:. While the formal Australian curriculum is important to our
temporal, cultural and geographic context, it need not set the agenda
for our understanding of Christian education. Rather, our understand-
ing of Christian education ought to set the agenda for teaching and
[caming within the context of our Australian curriculum.

While much of the Christian education literature has attempted
to capture this concept with the term ‘worldview?, this is possibly one
of the most contentious arcas in Christian education, particularly with
respect to dcvcloping a Christian curriculum. While it is unlikcly that
agreement will be reached any time soon on the place of the Bible and
Christian worldview in the role of a formal curriculum in Christian
education, it is important to be aware of the differences in perspective
and approach, and perhaps to at least recognise such differences as
evidence of the influential role of different ‘christianities’ in Christian
education. In particu[ar, we should recognise that this is one of the areas

of significant disagreement amongst advocates for Christian education
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that has caused much division, both at individual school and at broader
systemic levels. At a time when resources are scarce and funding for
education is diminishing, it is perhaps better to contribute towards

that which unites us rather than divides us.

Part D: Contributing through Christian education to character
formation

This collection of chapters explores the significant contribution of
Christian education to the character formation of our students. This
arca, while much less contentious, has perhaps been largely undervalued
or und f:rplayf:d in Christian education, vis-a-vis curriculum, and yetis
arguably more important. Indeed, for many parents, while considera-
tion is given to school results, programs and resources, many decide
on their child’s school in terms of the kind of person thrcy want their
child to become.

Much of our focus on knowledge and skills in Australian schools
today concerns literacy and numeracy, for without them students do
not have access to learning. However, while much attention is given
in schools to curriculum-based knowledge, skill-based knowledge such
as critical thinkjng, pmbicm soiv'mg, decision making, judgcmcnt and
wisdom is often under emphasiscd, as is the intentional dcvclopmf:nt and
growth of patience, perseverance, compassion, and self-control, among
others. Yet, it is this understanding of what we do with our knowledge
that is of critical importance in Christian education. This is the prac-
tical import of the Christian gospcl, that we not only believe bur act.
As James of the Bible exhorts us, we are to show the evidence of what

we believe in what we do, that we live out our faith in word and deed.

In conclusion

Our hope is that you will be encouraged, challenged and enthused by
both the unity and divcrsity of the voices that follow as you reflect on
your own place within, and contribution to, the community of Christian
education as we continue to contribute positively and actively to better

learning in Australian education.



Preliminary thoughts

Jesus: an cffective teacher?

Sylvia Collinson

The people were amazed at his teaching, because he taught

thﬁl‘.’l 45 onc W]].O hdd Il.lll'hOl'it}’, notas {hﬁ teachers Ofthfi law.
Mark 1:22

here has been considerable philosophical debate about the

relationship between teaching and learning. I do not intend

to contribute to that debate, but to examine the effectiveness
of Jesus as a teacher. [ will consider his intention to ‘teach’ and whether
his hearers ‘learned’ from him. Evidence will be considered from the
four Gospels and the experiences of his followers in the carly church as
recorded in Acts. Jesus' teaching was holistic. He did not concentrate
purely on the cognitive, secking to develop knowledge and beliefs, but
through informal methods he sought to influence the development of
kingdom attitudes, values and behaviours. And by actively involving
his disciples in ministry he sought to develop their ability to use his
authority to preach, teach and proclaim the good news through life,

words and actions.

Jesus' aims as a teacher

Jesus commenced his public ministry, proclaiming the good news of

God’s Kingdom throughout Galilee. He outlined his mandate for
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ministry in the synagogue of Nazareth using the words of the prophet
Isaiah, ‘to proclaim good news to the poor, freedom for the prisoners
and recovery of sight to the blind, set the oppressed free, and proclaim
the year of the Lord’s favour’ (Luke 4:18, 19). This itinerant ministry
continued for three years until he was crucified, rose again and ascended
to the Father. Although he came to carth to dic for the sins of the world,
the primary focus of his teaching was to proclaim to his own nation,
Isracl, the unique character of God’s Kingdom and prepare people to
enter and live within its freedoms. He would do this by public procla-
mation and private teaching of twelve disciples and a wider group of
followers who would continue his work after he returned to the Father.

When Jesus called his fishermen disciples he outlined to them his
primary aim—for them to become those who would ‘fish for people’
(Luke 5:10). They were expected to learn attitudes, values and behav-
iours from his own example of kingdom living and within the learning
community of fellow disciples; knowledge and beliefs from his formal
and informal teaching words; ministry skills from active involvement
in his work as helpers, miracle workers and proclaimers; and from
reflection on their communal and individual experiences to grow to a
holistic maturity as his followers (Luke 9:6). He was preparing them
for their role as foundation members and leaders of his church, which
would be established. They were to be apostles bearing witness to him

by life and word, conveying to others all that he had I::tught, baptising,
and making them his disciples (Matthew 28:19, 20).

Jesus'recognition as a teacher

Once Jesus was baptised by John and commenced his public ministry,
he was quickly recognised as a teacher and attracted great crowds in
Galilee. The four Gospels record much of his wide-ranging teaching.
Although he had not undergone the extensive formal years of rabbinic
training, the Gospels record 45 occasions on which people addressed
him as “Teacher” or ‘Rabbi’. Those who recognised him as a teacher
included the crowds, individuals who came to him for healing, his
disciples, Pharisces, teachers of the law, a synagogue ruler, spies sent by

the chief priests to gather incriminating evidence against him and the

Sadducees (Luke 8:49; 9:38; 10:25, 11:45; 12:13; 18:18; 20:21, 28, 39;
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21:7). Nicodemus, a Pharisee and member of the powerful Jewish ruling
council, saw Jesus’ miracles as authentication that he was ‘a teacher who
has come from God’ (John 3:2). Jesus even referred to himself using
the title “Teacher’ (Luke 22:11). The Jewish historian, Josephus, writing
for a Roman audience around 93AD, referred to Jesus as ‘a teacher of

SllCh men as receive thﬁ ti'llth With p[CﬂSUICj.]

How successful was Jesus as a teacher? The parable of the sower as
a case study

Jesus’ well-known Pazable of the Sower shows that the effectiveness of
teaching is not solely dependent on good communication (Mark 4:3-20).
The teaching and learning process also depends on the receptiveness of
the hearer and learner. Jesus repeatedly said, ‘Let anyone with ears to
hear, listen”. A person’s free will is involved.? Unless a person is open
to see, hear and accept, they will not retain learning. Potential learners
may not always receive tcachingwith the same effect every time. Their
acceptance may reflect any one of four different soils. Every time spir-
itual truth is presented there are at least four possibilities as to how it
will be received and retained. No matter how faithful and skilful the
teaching, like the seed on the path, some teaching will never even find
a hcnring. It will be immf:diatf:!y snatched away. Other teaching may
be taken in and absorbed for a short time, but quickly forgotten when
difhiculties arise. Some will take root, but be lost as other things gain
greater priority. But some teaching will be effective and bring lasting
results and cxccptiomll productivity.

Jesus’ hearers responded to his teaching in the same variety of ways.
First, most residents of Nazareth, religious leaders and powerful Jews
were never really open to hear him. Satan snatched away his words.
Second, the crowds listened with dclight, loved the entertainment
and stayed with Jesus for days but when his popularity diminished and
their leaders wanted to kill him, th-::y turned against him and shouted
for his crucifixion. Third, a wider group of disciples, and later Judas
Iscariot, followed for a time but when his tcach'mgs became too diffi-
cult they rejected him and left. Fourth, there were those who heard and
acccptf:d his tcach'mgs and :\lt:hough thf:y rcpeatcdly failed, his words

were received and brought amazing results which still continue today.
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First, the seed on the path

Not everyone welcomed Jesus as a teacher. The residents of Nazareth, his
home town, heard his claims and rejected them (Matthew 13:54-58).
“They were amazed, “Where did this man get this wisdom and these
miraculous powers?” They had known him and his family all his life
and could not comprehend that this one of their own was claiming to
fulfil Isaiah’s prophecy. “They took offence at him’ and were furious.
Driving him out of town, they prepared to throw him off a cliff, but
such was his authority that he walked through them and left (Luke
4:14-30). His own brothers did not believe in him, nor his teaching
until after the resurrection, which authenticated his divine standing
(John 7:5, Acts 1:14).

Jesus had very little success in teaching the religious hierarchy
(pious Pharisces and teachers of the law) and the rich and powerful
(Sadducees, Herodians and members of the Roman occupying forces).
Pilate was interested enough to question him concerning his kingdom
(John 18:33-38), Herod was curious to see and hear him (Luke 23:8,
9), but neither was open to his message. Jesus did not even deign to
answer Herod's questions. He would not cast his pearls before swine.

Although the Pharisees and teachers of the law were frequently
present among the crowds who heard him, they rejected his words,
forming his main opposition in Galilee. The only known disciples
from their ranks were Nicodemus and Joseph of Arimathea who fol-
lowed secretly. His opponents watched him closely, questioned his
authority to forgive sins (Luke 5:21) and criticised his and his disciples’
actions on the Sabbath (Luke 6:1-11). They wished to humiliate him
(Luke 7:36-50), sncered at his teachings (Luke 16:14), attributed his
actions to evil powers (Mark 3:22) and plotted his death (Mark 3:6).

Once Jesus arrived in Jerusalem for Passover celebrations, the
Temple hierarchy of priests and elders, Sadducees and leaders of the
nation heard his teaching, rejected it and quickly joined forces to kill
him. They could not do so openly because of his immense popular-
ity. They complained that ‘the whole world has gone after him’ (John
12:19). They questioned the source of his authority (Luke 20:1-8) and
attempted to gain evidence from his words for a conviction. But Jesus

Wwas awarc Df Ellf:i[' intent and aﬂSWCI'Ed rhem Wlth SllCh Sk.l;l thﬂ.t thDSC
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sent to trap him were confounded, and from that day did not dare ask
any more questions (Luke 20:40).

Jesus soundly condemned their hypocrisy and hardness of heart
(Matthew 23). His teaching was unsuccessful because it exposed the
evil within them, and threatened the power they held in their nation
under Rome. Using the Parable of the Tenants, he cleverly exposed
their intention to kill him (Mark 12:1-12; Luke 20:19). This was one
parable he didn't need to explain. Its telling sealed his fate. In less than

aweek they had secured his crucifixion.

Second, the seed on rocky ground

Initially Jesus gained enormous popularity. His teaching was received
with joy and amazement: crowds from every village of Galilee and from
Judea and Jerusalem’ (Luke 5:15, 17) came to hear him. Later, a large
crowd of his disciples was there and a great number of people from all
over Judea, from Jerusalem, and from the coastal region around Tyre
and Sidon’ (Luke 6:17). Some hearers even came from the neighbour-
ing regions of Decapolis, Trans-Jordon and Idumea. On at least one
occasion ‘a crowd of many thousands had gathered, so that they were
trampling on one another’ (Luke 12:1). The feedings of the five and
four thousand demonstrate the devotion of his audience who spent
many days listening to his teachings, in spite of lack of food and suste-
nance (Matthew 14, 15). People ‘listened to him with delight’ (Mark
12:37), ‘spellbound by his teaching’ (Mark 11:18). He accepted all
learners and cagerly taught men, women and children, rich and poor,
religious or non-religious, Jews, a few Samaritans and some Gentiles.
Even those rejected by Jewish religious leaders—outcasts, ‘tax collec-
tors and sinners were all gathering around to hear’ (Luke 15:1). His
presence and message captivated their attention.

“The people were amazed at his teaching, because he taught them
as onc who had authority, not as the teachers of the law” (Mark 1:22).
Jewish rabbis never pronounced on their own authority. They quoted
from the scriptures or respected rabbis from the past. In contrast, Jesus’
authority was clearly demonstrated, Truly I tell you.’ He spoke the very
words of God. A Roman centurion believed Jesus’ word alone could
heal his servant. He recognised his authority came from One even

greater than the Roman Emperor (Matthew 8:5-13). However the chief
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priests, teachers of the law and elders, while recognising his authority,
“Who gave you this authority?” (Luke 20:2), refused to attribute it to
God, implying its source was demonic.

Jesus used parables almost exclusively to teach the crowds (Matthew
13:34). Most regarded him as an entertaining story teller and flocked
to hear his words. Parables contain surprising truths hidden from all
but genuine seckers." His purpose was to separate listeners with no
desire to explore the spiritual truths contained, from those wanting to
learn about God’s kingdom. He quoted Isaiah to explain why he used
parables, “So that, they may be ever seeing but never perceiving, and
ever hearing but never understanding; otherwise they might turn and
be forgiven’ (Mark 4:10-12). Jesus was protecting those outside the
kingdom from the consequences of rejecting his teaching. However,
the hidden meanings were not always casily found. The disciples fre-
quently asked for explanations. So was this an ineffective method? Few
teachers today could bear to leave their main teaching point for their
hearers to discover at a later date! The great value of an unexplained
parable is that its surprising twist worries thinkers until they discover
its truth. Discovery learning is always retained. At least some members
of the crowd were genuine seckers of the kingdom and would even-
tually discover his message. Together with his disciples they probably
formed the core of his church founded at Pentecost.

Jesus’ popularity with the pilgrim crowds from Galilee, and other
places, remained high right into the final week of his life. They rejoiced
over his entry into the holy city (Matthew 21:8—11). He taught daily
in the temple of Jerusalem and ‘the people came early in the morning
to hear him’ (Luke 21:37, 38). ‘All the people hung on his words’ (Luke
19:48). But though they received Jesus teaching gladly, it did not take
root deeply in their lives. It was soon obvious that he wouldn't fulfil
their messianic expectation of deliverance from Roman oppression
and, motivated by ‘fear of the Jews' (John 20:19) and persecution,
they turned against him and shouted for his crucifixion (Luke 23:21).

Third, the seed among the thorns

Another group who heard Jesus’ teaching, accepted it for a time. Some

even came to him asking to be included in his dis-::ip[c band, but when
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faced with his stringent requirements of discipleship, they found the
cost too high and left in disappointment (Luke 9:57-61).

John records an occasion when a wider group of his disciples pro-
tested that the content of his teaching was offensive and too difheult to
accept. They grumbled about him, rejected his teaching, ‘turned back
and no longer followed him’ (John 6:60-66). So extensive was the
disillusionment, that Jesus even questioned the Twelve as to their alle-
giance. Peter spoke for them all when he replied, ‘Lord, to whom shall
we go? You have the words of cternal life! ( John 6:68) The demands of
discipleship were high, involving sacrifice of home, family and regular
income. The seed of Jesus’ teaching was choked by ‘the cares of the
world, and the lure of wealth and the desires for other things’ (Mark 4:
19) and yiclded nothing.

Judas Iscariot heard all of Jesus’ teaching to both disciples and the
crowds. He remained as a full member of the Twelve until the night
of Jesus’ arrest, but his love of money proved too much (John 12:6;
Matthew 26:14-16). It choked the seeds of teaching. Judas betrayed his
master with a kiss. Even then he could have repented and been forgiven,

but he failed to understand the wonder of God’s forgivcncss and put
himself outside that possibility, by ending his life (Matthew 27:3-5).

Fourth, the seed on good soil

Jesus spent the majority of his ministry with his disciples, teaching them
by example, demonstration, action-reflection, through community and
group interactions and his more formal words. He involved them in his
work and gave them his authority, expecting that they would fulfil a
similar role. They were not always ‘good soil’ Results were patchy; some
failed, some succeeded. When the 5,000 were hungry he expected them
to act. “You give them something to cat’ (Luke 9:13) but the disciples
failed. With the 4,000 he pointed out their need to his disciples, but
they did not respond (Matthew 15:32-39). While he was on the Mount
of Transfiguration with the three, the other disciples were begged by a
desperate father to cast the demon out of his son, but they failed (Luke
9:40). However, when on two occasions he sent them out in pairs to
preach repentance in readiness for the coming of God’s kingdom, heal

thc SiCk and cast out C[CIDDHS, thCY I'CPOI"IICC[ t]"lf:il' SUCCCSS With gl’Cﬂt

joy. (Luke 9:1-6; 10:1-17).
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Jesus aimed to develop their faith, but two Gentiles were the only
people he praised for their ‘great faith'—a Roman centurion (Matthew
8:10) and a Canaanite woman (Matthew 15:28). Though his disciples
had some faith, it was small; “You of little faith, why ...?" (Matthew
8:26; 14:31; 16:8; 17:20). They asked him, ‘increase our faith’ (Luke
17:5), so he led them into the storm, and Peter he invited to walk on
water. These were life-threatening situations where faith was required
(Matthew 8:23-27; 14:22-33), but they failed. However, by reflecting
on these situations, they later learnt to trust him more. He taught that
the undoubting prayer of ‘faith as small as a mustard seed’ can achieve
the impossible (Matthew 17:21; 21:21). They possibly only achieved
this level of faith after the resurrection, but even then some doubted.”

Although the disciples were generally motivated, willing learners,
they were slow on the uptake. At times he despaired of their learning.
‘Do you still not perceive or understand? Are your hearts hardened?
Do you have eyes and fail to see? Do you have ears and fail to hear?
Do you not yet understand?’ (Mark 8:17-21). ‘Don’t you remember?
How is it that you don’t understand?’ (Matthew 16:9, 11). He often
used figures of speech in his teaching, but promised that he would speak
plainly when the time was right (John 16:25). When they asked him to
explain the Parable of the Sower he questioned, ‘Don’t you understand
this parable? How then will you understand any parable?” (Mark 4:13).
Later, when Peter requested another explanation, Jesus exclaimed, ‘Are
you still without understanding?’ (Matthew 15:15, 16)

Understanding came slowly. “Then they understood ... (Matthew
16:12; 17:13). Jesus sometimes assessed their learning. “Have you
understood all these things?” Jesus asked. “Yes,” they replied’ (Matthew
13:51). Three times he predicted his suffering, death and resurrection,
but the disciples did not understand what this meant. It was hidden
from them, so that they did not grasp it’ (Luke 9:45). They ‘Were afraid
to ask him about it’ (Mark 9:32). “The disciples did not understand
any of this. Its meaning was hidden from them, and they did not know
what he was talking about’ (Luke 18:34). But for the two on the road to
Emmaus after the resurrection, ‘their eyes were opened’ (Luke 14:31).
It seems that the disciples’ lack of understanding was not purely cog-
nitive, but at times required revelation from God and the exercise of

faith. In Caesarea Philippi, when asked, “Who do you say that I am?;
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Peter, inspired by the Father, stated, “You are the Messiah, the Son of
the Living God.” (Matthew 16:16).

Mark’s Gospel particularly mentions the failure of his disciples. But
for Jesus as teacher the very process of the recognition of their weak-
nesses facilitated their learning, and their failures were never regarded
as irreparable.* When Peter tried to divert Jesus from his determina-
tion to suffer and die, Jesus rebuked him, stating that his words came
from the Evil One (Mark 8:33). Peter denied Jesus three times in his
hour of need but Jesus commissioned him three times to care for his
flock (John 18:15-27; 21:15-19). In Gethsemane his disciples failed
to watch and pray while Jesus struggled with the ordeal he was about
to suffer. When he was arrested they all deserted him and fled (Mark
14:32-42, 50). Even the women who followed him from Galilee, at
his crucifixion ‘were watching from a distance” (Mark 15:40). Failure
didn’t negate a person’s discipleship or willingness to learn. Acceptance
of failure provides opportunity and motivation for further teaching
and renewed learning.

Jesus’ teaching role was not always complete in itself. His disciples
only reached full understanding as the Holy Spirit brought light to the
spiritual truths Jesus taught. Jesus sowed the seed but the Spirit who
came from the Father and the Son to empower his disciples for the task
ahead, reminded them of Jesus teaching and guided them into all truth.
Thus the apostles were saved from error (John 14:26; 16:12-14)" and
their subsequent writings in the New Testament were able to convey
genuine truth from God (2 Timothy 3:16). In the face of persecution,
Jesus promised that ‘the Holy Spirit will teach you ... what you should
say’ (Luke 12:12). We may conclude that even among his faithful fol-
lowers Jesus was only partially successful as a teacher. They also needed
the consolidating input and enlightenment brought to their minds by
his Holy Spirit.

The seed planted in the hearts and minds of his band of follow-
ers did in time bring forth a crop of extraordinary proportions, ‘some
thirty, some sixty some a hundred times what was sown’ (Mark 4:20).
On the Day of Pentecost Peter preached boldly and 3,000 came to
faith and were baptised. The disciples’ subsequent lives demonstrated
the kingdom qualities which Jesus had taught—unity, joy, fellowship,

sharing possessions, generosity, compassion, h{:-spita[iry, genuine praise
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and worship, prayer, a desire to learn, miracles and signs—and proved
to be a wonderful attraction for ‘all the people’ (Acts 2:41-47). Their
numbers grew daily, many possibly having heard Jesus’ earlier teach-
ing for themsclves. They spoke the word boldly. Men and women were

welcomed into their number and ‘a large number of priests became

obedient to the faith’ (Acts 6:7).

Conclusion

Jesus is regarded as one of the great teachers of this world, if not the
greatest. But although a teacher par excellence, he was not totally suc-
cessful in all he aimed to do, with the crowds or with his disciples. He
quickly rose in popularity with the crowds, but in a relatively short time
they were calling for his death. Results among his pupils were equally
devastating. Judas betrayed him and subsequently took his own life. Peter
denied he ever knew him. At his crucifixion all twelve failed the test
of faithfulness, deserted him and fled. Even the women watched from
a distance. Two secret disciples took his body and buried him, while
his other followers hid in a locked upper room in fear for their lives.
After three years of faithful teaching, this was not a very strong
foundation on which to build his worldwide church. Yet with the power
of his Holy Spirit working through Jesus’ faithful followers, 2000 years
later, Christianity is the largest religion in the world, accounting for
over 2.3 billion people who claim to be followers, 32% of the world’s
population.® Jesus’ success as a teacher is phenomenal. And his words
faithfully recorded in the Gospels continue to teach men, women and

children of faith from all nations.
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GROUNDING CHRISTIAN EDUCATION IN ITS CONTEMPORARY CONTEXT

1 Shifting the paradigm

in education

Bryan Cowling

I alone cannot change the world, but I can cast a stone across

the waters to create many ripples.
Morther Teresa

ix years ago, when Prime Minister Kevin Rudd was at his peak

promoting his so-called ‘education revolution; I checkily sug-

gested in an address to the National Christian Schools Policy
Forum that, despite the federal government’s pouring billions of dollars
into technology, school buildings, a national curriculum and national
standards for teachingand learning, it was premature to claim that it was
rcvalutionishlg the qu:t[ity oficarn'mg througlmut Australian schools.
In fact, a significant feature of the Rudd and Gillard governments was
the strengthening of pragmatism and utilitarianism as the driving forces
behind education. The succeeding Coalition governments have merely
reinforced these emphases.

In this address, I borrowed Rudd’s terminology to outline eight
aspects of education, including some peculiar to faith-based schools,
in which I believed ‘a real revolution in thinking and in practice’ was
needed. If I were giving that address again, I would refer to a “para-
digm shift’ rather than a ‘revolution’ and I would apply it to just four

significant arcas.
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First, we need a debate in the area of educational aims

I'd start by arguing the need for us to have a national debate on what we
believe should be the stated aims of school education, if not the stated
aims of all levels of formal education. While the Melbourne Declaration
on the Educational Goals for Young Australians (2008) purported to
provide a reference point for school education, it was not reflected very
clearly in the Australian curriculum issued a few years later. The reason
for this, I am led to believe, was not laziness or -::wcrsight so much as
deference to each of the states and territories to insert their own state-
ment of purpose as a preface to their respective version of the national
curriculum documents. Some jurisd ictions have done this better than
others. My criticism, however, is that the political imperatives relating
to productivity and the enhancement of Australia’s status in the glob:ﬂ

league tables have, by default, become the defining aims of education.

This debate needs well-informed champions

I am somewhat cautious about proposing we have a national debate
because I am not confident that there are enough well-informed edu-
cational practitioners with the conviction, courage and crcdibi]ity to
stand against the forces of individualism, pragmatism and utilitarianism
with a view to achicving a more balanced statement of intent. I share
Professor Trevor Cooling’s view expressed in an EdComm Agora Forum
in Penrith in 2015 in which he asserted that thereisa variety of ways in
which a focus on performance can be combined with a focus on peda-
gogy without losing an important emphasis on character education.
My experience in education has been in the government and non-
government sectors and while I think a signiﬁcant pzu’adigm shift in
respect to the aims of education would be beneficial for faith-based
schools, it is just as critical that it occurs in the public sector. To a reader
of educational l:hec:-ry and practice, itisa no-brainer to assert that schools
arc in the business of forming their students socially, cognitively, emo-
timlaﬂy, physicauy, cuiruraﬂy, momﬁy and spirituauy. Imnicaﬂy, at the
same time that utilitarianism has driven schools to place their energies,
time and money on addressing what is measured quantitatively, there

has been a deluge of research and practical articles on how and why to

educate the whole child.
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The debate needs to be faith-based
The reason why I think faith-based schools should be at the forefront

of a campaign to diminish the hold of utilitarianism in favour of a more
humanist :Lpproach is that their fundamental beliefs, whatever rf:ligion
or worldview they espouse, acknowledge that cach of us is made in the
image of the Creator God, and that we have been made to learn, to
inquire and to be creative in order that we might Hourish—not just at
school, thc«ugh that is very important, not just in the immediate post-
school years (where the utilitarian drive is most evident) but throughout
our lives. Faith-based schools have gDDd reasons to be interested in the
moral and spiritual development of their students, and though they
may differ in respect to content, government schools have an equal

obligation to pursue these goals.

The debate requires a recognition that purpose affects pedagogy

How we view the purpose of education c!f:ariy hasa signiﬁcant bcnring
on how we create our pedagogy. Pedagogy is much broader than the
mere act of teaching. Pedagogy incorporates how we perceive the stu-
dents we teach. It incorporates the multiplicity of ways in which our
students learn. It embraces the questions we ask as well as the answers
we give. [t includes the tone in which we speak to or respond to our stu-
dents. It is, as much through our pedagogy, as it is through the content
and form of the curriculum, that we exercise a significant influence on
the lives of our students.

For example, used thoughtfully, contemporary technologies can
facilitate and enhance students’ learning, Used lazily or inappropri-
ately, the same technology can distort a student’s learning and growth.
Notwithstanding the massive amounts of money now devoted to
tcchno[ogic:tl improvement in schools, there is a signiﬁc:ult need for
teachers, individually and collectively, to keep a close eye on the way
technology is used.

A robust national debate about the goals of contemporary educa-
tion could be a useful catalyst in schools from all sectors to promote
an integrated whole-school approach to learning. Within the inde-
pendent sector, a large proportion of schools are Preparatory school to
Year 12, but too often, students’ learning experience from Preparatory

school to Year 12 is anything but seamless. I darcsay, a century or more
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of segregated junior and senior schools, even when a middle school is
created, has balkanised learning. Even when the primary and the sec-
ondary school are located on the same site accountable to the same
principal, in practice the interface between the two is minimal. A whole-
school approach supported by a coherent set of common goals has a lot
to commend it. I find it interesting to read in the official material from
the Safe Schools Coalition how important a whole-school approach
Is in communicating a consistent message. There are lessons in this for

all schools, in-::luding those that are faith-based.

Second, we need to debate how we regard teaching

The second paradigm in which I think a signiﬁcant shift is needed
relates to the way we regard the vocation of teaching. This is not new
and there is an on-going discourse about entry requirements for the
profcssion as well as the national standards which existing teachers
have to meet in order to maintain their registration. | have to admit
my bias: all of my working life has been in, around and across schools,
first as a teacher and subsequently as an executive, consultant, princi-
pal, inspector, director and researcher. Though salaries have gone up
modestly, the work-loads placed on teachers seem to have increased
but with negligible recognition of the importance of the vocation by
the wider community.

[ am not proposing some magic solutions but [ am prcparcd to
throw in some suggestions that I think are worthy of experimentation,
in faith-based schools as well as in others. At the heart of tcach'mg is the
precious gift of relationship. Students who relate well to their teacher/s
also learn well. Teachers who cannot, or do not, engage meaningfully,
thoughttully and lovingly with their students have little chance of
inﬂucncing them for the good. When impf:dimcnts of any kind dilute
or destroy this relationship, the learning process is seriously compro-
mised. Schools and systems need to ensure that the sustenance of the
student-teacher relationship is afforded high priority.

At the same time, I think schools and systems need to do more to
promote scholarship and further study among their teachers. Changes
in the funding of universities is playing havoc with this suggestion. It

is particularly important that lots of teachers at every level acquire
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the skills to undertake action research within their own and in other
schools. It is great that teaching should be evidence based but of little
value if no-one has gathered reliable evidence.

The terms ‘coach’ and ‘mentor” are becoming more apparent in
schools but sadly the practice is not as prolific as the rhetoric. The
reasons arc simple: the right teachers to mentor have not been trained
and those who have often do not have enough quality time to devote
to their mentee. The mentees are often keen but lack the ﬂcxibiiity
to interact cﬁcctivcly with their mentor. In the schools that I have
visited where mentoring and coaching 18 working very well the main
reason is that the principal, the executive and the teachers all believe
it is extremely valuable. They recognise that the act of teaching along
with the act of student lf:arning is the most important thing happcn-
ingin their school. Thcy make it and the nurture of both their highcst
priority. For this to happc:n in most schools, a new mindset or a new

paradigm relating to teaching is needed.

Third, we need a dramatic change to religious education

The third aspect of education in which I think a dramatic changc 1s
needed is religious education. In Australia, I would include not only
the religious education that is offered to students attending govern-
ment schools but also the religious education that is offered within
faith-based schools. A recent review of rcligiﬁus education in England

reported that:

.. most of the GCSE religious education that had been observed,
failed to secure the core aim of the examination spf:ciﬁcatio ns:
thar is to enable pupils to adopt an enquiring, critical and
reflective approach to the study of religion. The teaching of
religious educartion in primary schools was not g{}od cnough
because of weaknesses in teachers’ understanding of the subject,
alack of emphasis on subject knowledge, poor and fragmented
curriculum planning, very weak assessment, ineffective moni-
toring and teachers’ limired access to effective training, The
way in which religious education was provided in many of the
primary schools visited had the effect of isolating the subject
trom the rest of the curriculum. It led to low-level learning and
missed opportunities to support pupils’ learning more widely,
for example in literacy.
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Similar comments could be made about religious education in
Australia in both government and non-government schools. The
problem is structural as much as it is ideological. For over a century
and a half, po]iticians and educators alike have deemed it as accept-
able that students in government schools only receive instruction in
their pnrf:nts’ chosen rf:iigion, and for that to be delivered on]y to those
students whose parents request it. When this is all that students expe-
rience, they graduate without an understand ing of the major n:ligicns
of the world and a capacity to critique their own worldview and that
of others. By and large, the rcligious education which students receive
in school bears little relationship to the rest of their studies.

Within faith-based schools there is considerable variety in what
passes for reiigious education, how ﬁ'f:quc:lt[y it is taught, how and
whether students’ lcarning is assessed and rf:purtcd, the rclationship it
has to the rest of the curriculum and the extent to which it reflects the
school’s ethos and mission. It is apparent that some faith-based schools
believe that rcligieus education can be taught b}f ‘:tnyonc:’ whereas others
require rigorous pre-service training as a minimum requirement and
ongoing profcssionnl dcvcl{)pmcnt to maintain proff:ssional Currency.
In New South Wales, schools which have implemented the BOSTES
courses known as Studies of Religion have reported a significant growth
in student interest and a higher quality of learning compared to the
less formal school-based programs in Christian Studies.

I believe there is a case for arguing that schools which choose to
differentiate themselves on the basis of a particular religious afhiliation
should invest in specialist, tertiary qualified religious education teach-
ers and use professionally developed curriculum and resources that
compare favcmrably with the other subjccts I:aught in the school. A
rigorous religious education program should be assessed, reported and
linked quite intentionally to students’ learning in their other subjects.

It should be noted in passing, that in the past, in many faith-
based schools the teaching of divinity, Christian Studies or Religious
Education was a function of the ordained school chaplain. This is still
the case in many schools, though in some the ‘instruction’ is limited to
the weekly ‘chapel’ service while other staft members teach the man-
datory rf:[igious education lessons. [ think it is fair to say that in some

jurisdictions, the traditional role of the solo chaplain is being supplanted
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by a diversity of pastoral and spiritual roles performed by pastoral or
chaplaincy teams. I suspect that one of the casualties of this paradigm
shift is that many faith-based schools have no specialist teachers with
religious education qualifications.

Of course, if a school adopts a holistic approach to biblically-
shaped education, a student’s exposure to the theological foundations of
much of his/her learning will not be restricted to the weekly Christian
Studies lesson but will occur quite naturally (and authentically) in lots
of subject arcas. Such an approach may come as a challenge to teachers
who have never really thought about the philosophical and theological
underpinnings of what they teach or of what they have learned them-
sclves. Tackling this form of religious illiteracy is hard, but ultimately

very l'f:W‘Ill'Cli_ﬂg Wﬂfk.

Fourth, we need to explore the way we relate to those with
differing views
The fourth, and for some the most controversial area in which I believe
a significant paradigm shift is needed, is the manner in which we, as
Christian educators, interact with other educators who hold different
idcolegical, socioiogical or thcological views to ourselves. The society in
which you are rf:aciing this book is not the same society in which Téafbfﬂg
Wellwas published. The days of Christendom are over. Our society is
now one in which almost everything that we took for granted is now
contested. For example, it was once assumed that a qualified teacher
who did not subscribe to the rf:[igious tenets of a faith-based school
would not bother applying for a position in such a school. Faith-based
schools were granted exemptions from the relevant anti-discrimination
legislation to enable them to give preference to applicants who held the
same beliefs as those espoused by the school or at least were prepared
to support the school’s ethos. This could soon be a practice of the past.
Some faith-based schools may need to review their cmp]oymcnt and
enculturation practices should the legislation change.

How will thcy do this? Will thc'y cease to recruit only persons who
subscribe to their particular beliefs? Will thcy need to changf: their

constitutions, their goals, their mottos and their fundamental ethos?
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These are important questions with which school governors should
be wrestling now.

But in the meantime, the challenge for faith-based schools will be
how to model for their students (and for that matter their families the
majority of whom may not regard themselves as religious) a process
which allows both parties to hold to their respective beliefs and at the
same time maintain genuine respect for one another. This is perhaps
the greatest challenge facing the governors and leaders of faith-based
schools, and how it is managcc[ could be critical for the future of such
schools. How confident can we be that our religious leaders will be able
to model such interactions so that we can apply them in the educational
arena? We have in Miroslav Volf and Trevor Cooling, as well as in the
Centre for Public Christianity in Sydney, some admirable exemplars.
You would think thatin a plumlist society all views would be rccugniscd
and tolerated, but it is becoming the fashion for many people (includ-
ing students) to vilify and demean those whose views they do not like.

While it may be contentious issues related to marriage, sc:ma[ity
and identity that capture the headlines today, my guess is the harder
issues will be the ones raised by parents and students in relation to the
everyday life of the school, and it will be the ordinary teachers who find
themselves in the middle of the discourse. Will our schools be able to
create and sustain environments in which differences of opinion can
be honoured within a culture of respect and hospitaliry? Will teachers
be able to explore human knowledge in a way that honours the influ-
ence of a biblical worldview in the context of a Christian community

secking truth? They will need unambiguous role models to support them.

Conclusion

Schools dwell within an amazing paradox. On the one hand, they are
among the most stable and conservative institutions in society. But
they are also places in which creativity, experimentation, innovation
and change happen every day. As Christians with a passion tor quality
education, whether in government or independent schools, we need
to be active encouragers and supporters of the higﬁly motivated prin-
cipals and conscientious teachers whose goal is the betterment of their

students. However, we need to realise that there are still many schools
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in which the paradigms that drive them are the very antithesis of these
progressive schools. To the extent that we have the opportunity to
do so, we need to be encouraging them to abandon these unhelpful

paradigms and Eﬂlbl’ﬁCf? ncw paradigms thﬂt Wl.i_[ sCC SE[ICIC!‘H:S ﬂﬂll_l'i.Sh.
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GROUNDING CHRISTIAN EDUCATION INITS CONTEMPORARY CONTEXT

2 Religion, secularism &
Australian education

Richard Edlin

Most folks have been so long immersed in the sea of secularism

that they no longer perceive the presuppositions that supportit.
S Prior

state or established rciigion was identified by Adam Smith as

being an ic[cology that hasa unique, most favoured status in a

nation, determined ‘partly tﬁrough the limitations on entry of
competitors and partly through [state] subsidies. (Barro & McCleary,
2004, p. 3). Anglicanism is the established religion of England, Islam
of Iran, Buddhism of Cambodia and communism was the established
religion of Soviet Russia. And today, using Smith’s definition, in educa-
tion anyway, secularism is the established religion of Australia.

Some will protest this claim. First, they might argue that Australia
has no established rcligion—that is, there is no rcligion in Australian
compulsory education which claims special favour in the life of the
society and which, to some extent, is enshrined in law. Second, tﬁcy
might argue that secularism is not a religion anyway. This paper secks
to refute those two objcctions b}' cxp[oring the meaning of the concept
of religion, and by reflecting upon Australian history and contempo-
rary culture to show the favoured place given to a secularist ideology

in modern mainstream Australian schooling.
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I believe secularism has become a fundamentalist religion in

Australia

that is, secularism is a belief system that is fiercely guarded
by its adherents against all other religions and the superiority of which
is an almost unquestioned and unquestionable mantra among key
culture shapers and commentators in this nation. This has significant
implications for education, particuiaﬂy concerning justice and fair-
ness, in our religiously pluralistic nation because, apart from optional
settings around the margins of school activity, the gcncra[ Australian
classroom cxperience in public and many private schools is prf:scrved

for the exclusive exercise of a secularist idcology.

Meaning of the term 'secular’

According to Perkins (2011), in pre-modern times the term ‘secular’
was used to distinguish between various forms of full-time ordained
church officials within the Roman Catholic Church, with some cat-
cgories of these people at times being referred to as secular or diocesan
clergy. This distinction persists today, with sisters and brothers who have
taken simple church vows seen as secular clergy, whilst priests and nuns
who have taken a second step of more solemn, enduring vows linked to
aspecific religious order, are scen as cloistered clergy (Saunders, 2003).
In general, Catholic secular clergy live in the regular world, whilst non-
secular clergy often live in nunneries and priories (Boudinhon, 1912).
In this context, the term ‘secular’ was a special ecclesiastical word, and
was never meant to have referred to something non-religious.

Marion Maddox in her book Taking God to School (2014) echoes
the generally agreed perspective that the use of the term ‘secular’ in the
nineteenth century in Australia, when it was codified into law with
reference to patterns of public schooling, reflected the meaning of the
word as described in the previous paragraph. It related to the concept
of cloister or the more overarching term of denomination. Echoing the
pattern of Forster’s Education Act of 1870 in England, the term ‘secular’
was included in laws such as the Education Act in Queensland in 1875,
the Education Act in Victoria in 1872, the Public Instruction Act in
New South Wales in 1880, the Education Act in Tasmania in 1885,
the Elementary Education Amendment Act in Western Australia in
1893, and even the New Zealand Education Actin 1877.
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The reason for all these state laws on education, and the use and
meaning of the word ‘secular; related to the dramatic changes that
were occurring in society in general and education in particular at
that time. In the rapidly unfolding industrial age, and in a time when
the franchise was no longer limited to the wealthy, it was becoming
important for every prospective adult to have a rudimentary grasp of
numeracy and literacy. In colonial Australia the provision of schooling
had mainly been carried out by Christian churches and missions. This
meant that educational curricula were infused with the dogma, beliefs
and scriptures of those groups. For Protestant denominations, biblical
references were common, and in Roman Catholic schools, references to
papal authority and church views of history and science, for example,
were normal. The problem was that if schooling was to be extended
to all children, churches did not have the resources to fund this or in
the case of Protestant groups, often did not have the desire to carry it
out. Roman Catholic authorities remained committed to providing
education to their own parishioncrs, but most Protestant churches
were prepared to transfer the responsibility of schooling to the state
as long as the education provided remained non-denominational (i.c.
secular) and did not proselytise children into any specific cloister or
denomination.

Thus the use of the term ‘secular’ in the laws noted above meant
that universal pubiic sclmo]ing had to be overtly non-denominational.
It was never intended to mean that schooling should be non-religious.
As Australian historians have noted, a distinctly Christian worldview
continued to underpin curriculum materials and pedagogical practices
(Perkins, 2011, Campbell, 2014), and this was understood by most to
be gencrally compatible with the secular (i.c. non-denominational)
character of classroom activities.

Fast forward to the latter twentieth century and the twenty-first
century, and you have a very different story. Today, secularism in edu-
cation has been re-defined to mean the exclusion of any ideologicai
foundation in regular classrooms other than a positivistic, enlightenment-
based worldview (i.c. only things that arc observable and measurable are
real). It champions the self-evident self-sufficiency of human reason, and
assumes that zmyrhing clse is a distorted lmc[crstanding of rf:ality and

has no place in the classroom. Ideas such as a belief in an interventionist
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God, and a reality beyond the observations of our basic senses, is seen

as unscientific and divisive

tanciful religious bigotry. Secularism
claims not to be opposed to other religious perspectives, but neverthe-
less insists that only a secularist perspective has any right to undc:rpin
regular class instruction and pedagogy (Nugent, 2010). At best, God
is an irrelevant irritant, and at worst God is hocus»pocus nonsense.

Some advocates of secularism in education bemoan what they see
as the contemporary undcrmin'mg of the secularist agcnd:t in Australian
public education. Macquarie University’s Marion Maddox probably is
the most ardent advocate of this position. She notes with alarm the rise
of school chaplaincies, partial government funding for low-fee Christian
schools, and the attempts by some groups to allow intelligent design
belief about earth origins to be prf:scntf:d in classes as an alternative to
the curriculum-mandated f:volutionary perspective. Her view seems
to be that these are ovcrtly n:[igious interpretations of rcality and thﬁy
have no place in Australian public education (Maddox, 2014a).

Dcspitf: Maddox’s concerns, the rcaiiry is that in l:u'gf: measure, a

sccularist perspective reigns supreme in much of education in Australia
even in many private schools. Apart from rcligious instruction as a
marginal and optional activity, any understanding and practice of educa-
tion in this country usually assumes the irrelevance of the non-secular.
Thus questions about patterns of child development, or evaluation and
assessment, or how to understand and teach key learning arcas like
Mathematics or History or English, all assume that religious beliefs
(other than secularism) have nothing to say about these matters, and
that a secular approach to them would be plausible and acceptable to
all rcligious groups. Secular principlcs providc the prf:suppesition:t[
foundations for contemporary education.

This is the water in which we swim, the air that we breathe. In this
sense, and hence the title of this paper, secularism represents the ideo-
logical fundamentalism of modern Australian education—a mantra
uncritically accepted as true, and apparently only questioned by reli-
gious bigots or ill-informed simpletons. Pryor, from Regent University,

puts it this way:

Most folks have been so long immersed in the sea of secularism
that they no longer perceive the presuppositions that support

41



42

BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN (CHRISTIAN SCHOOLS

it. What once was acknowledged as a “faith’ (in the sense
of foundational premises the consequences of which could
explain the world, human nature, knowledge, etc.) has become
reccived fact. This explains the increasing marginalisation of
‘non-believers’ who operate outside the premises of secularism.

(Prior, 2014).

The religious nature of secularism

This paper n:pudiatcs the notion that “There are rcligions, and then
there is the non-religion of secularism.” This is a dramatic, and perhaps
dangf:mus rcpudiation to make, for if secularism is valid[y described as
a faith commitment or religion, then any attempt to make secularism
the prime foundation block for Australian schools is not the removal
of religion from the classroom, but is the imposition of a state-funded
rcligious mcnopoly on tf:aching and lcaming—a position that has no
placc in pluraiisti-:: Australia.

To understand the claim that secularism is just one religion among
many, we must explore a definition of the word ‘religion’ According to
the Merriam-Webster dictionary (2013), a religion is ‘a cause, princi-
plf:, or system of beliefs held with ardour and faith’ This is an accurate
description of Christianity, Islam—and also secularism. Confusion
arises when pcop!e equate rf:!igion with theism. Theism is one sub-
category of religion, atheism is another religious category, and there

are hybrids as well. Diagr:un 1 shows the rf:[ationship:

Religion (or Worldview)
“A cause, principle, or system of beliefs held with ardour and faith”
Merriam-Webster Dictionary (2013)

Theism Atheism : Hybrid
(the belief that one (the disbelief in the (belief systems
or more deities exist) existence of gods or that may or may

. Christianity the supernatural) not involve theism

. Judaism . S_ecularism or ath'el.sm}
i (incl secular . Agnosticism
Hindui humanism) . Confucianism

. Hinduism M }
(Brahmanism) 5; entc?s:;T s - Ancestor Worship

i - Buddhi
- (Pantheism) * Eirapcan uddhism
Communism
- Postmodernism '//

Diagram 1. Definition of religion and its sub-categories
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An approach to life does not have to include a belief in God in
order to be classified as a religion. As long as it involves a set of beliefs
that are firmly held, as is the case with both Christianity and secular-
ism, itisa rf:iigiﬁn. Secularists believe that their rationalistic, positivist
approach to reality is the only one that is valid, the only one that has
a placc in mainstream education. To the extent that in law, pc:)ii-::}l and
practice, this secular religion is state supported and underwritten as
the idcoiogicai default position in gf:nf:rai classroom pcdagogy and
activities, it has a most-favoured belief system status, so that in Adam
Smith’s terms, secularism has indeed become Australian education’s
established religion.

Though they still use the term ‘religious’ in a sense that excludes
secularism, both Somerville (2014) with her concept of ‘the secular
sacred, and Waldron (2014) with her recognition of the belicf-based
foundation of secularism, approach the definition and perspective
advocated in this paper. Wilkinson (2014, p. 59) reflects a supporting
pnradigm when she asserts that ‘even this belief in a non-sectarian space
is its own sort of religion’

Award-winning writer Dr Elizabeth Farrelly (2014) repeats the
mantra that ‘Schools ... should be free, secular and compulsory. This is
the key to civilisation.’ (p. 3)

The drive to eliminate religions other than secularism from the
school or university classroom is not a drive to eliminate rc]jgion. As
Berg (2014, p. 2) writes, ‘An ideologically neutral curriculum is a con-
tradiction in terms.” The secularist paradigm is a drive to replace all
other faith perspectives exclusively with its own—with the religion of

secularism. Such an intolerant claim would be ridiculed if made in the

name of Islam or Christianity and it should be cquai[}f as inexcusable

when made in the name of the religion of secularism.

How has secularism in education become so pervasive?

For an answer, we need to look for the key thinkers who have helped
shape the contemporary Western approach to education. For example,
consider the positions of John Dewey and Richard Rorty.

First, John Dewey (1859-1952). Once governments had taken

control of education, they needed to deliver a product that was broadly
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acceptable to most people. The retreat of many denominations behind
the wall of dualism or the sacred-secular divide meant that religions
like Christianity were ripe for the argument that schooling was reli-
giﬂus[y neutral.

Western education’s most famous protagonist, John Dewey, was
only too happy to fill this space with his own secular appr{mch to edu-
cation. Dewey has left a useful legacy concerning the value of discovery
learning—an approach that Jesus demonstrated two thousand years
carlier. However, Dewey advocated his cnquiryalcnrning approach from
the clear and determined perspective that reality has no supernatural
aspect. Dewey, a signatory to the First and Second Humanist Manifestos,
derided any belief in God or a heavenly being’s influence on the world.
For Dewey, a fictitious God and his way of looking at things was not
the centre of the educational universe. In contrast, he claimed that the
child was the centre around which the educational system must revolve.
For Dewey (1899), real education was to be conducted to the exclu-
sion of any other rf:ligi{)us belief except for secularism. C-::mscqucntly,
decades of instruction in teacher training colleges, and decades of cur-
riculum development and resource materials, have followed in Dewey’s
secularist philosophical footsteps.

Sccond, Richard Rorty (1931-2007). In recent decades, Rorty has
been one of the most influential postmodern voices in contemporary
education. He also has been very open about his abhorrence of every
belief system other than secularism in the educational arena—even
claiming that most American university professors in the humanities

(including education) share his point of view:

I try to arrange things so that students who enter as bigoted,
homophobic, religious fundamentalists will leave college with
views more like our own ... The fundamentalist parents of our
fundamentalist students think that the entire ‘American liberal
establishment’ is engaged in a conspiracy. The parents have a
point ... | W ]e are going to go right on trying to discredit you
in the eyes of your children, trying to strip your fundamental-
ist religious community of dignity, trying to make your views
seem silly rather than discussable. We do our best to convince
these students of the benefits of secularisation. We are not
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so inclusivist as to tolerate intolerance such as yours. (Rorty,

2000, pp. 21-2)

Implications of recognising the religious character of secularism

The claim that secularism is just another religion is a dangerous claim

and will raise the ire of many secularists. It explodes the current myth

that the secularisation of the classroom is a neutral removal of rf:[igious

bias. It also means that we should desist from using the false din::hoi:on'lj,r

of ‘faith-based schools’ and ‘non-faith-based schools, since all schools,

secular, Christian, or whatever, are always faith-based.

()

(b)

To teach science from a secular perspective, as if God is not
relevant, is not neutrality. It is a secularist denial of the gospel

and is offensive to Bible-believing Christians.

To teach environmental studies withour reference to the Genesis
1 principles of the cultural mandate and creational stewardship
also is offensive to Christians, bur even the mention of such a
perspective in public classrooms has been seen as contrary to
the 2 prieri commitment to a secular 1'n:iigious agcnda, and so

is eschewed from the curriculum.

To teach our Western history without recognising and celebrating
the key role of Christian belief and practice in its development
may be a secular approach to history, bur it also is a revisionist
perversion of that subject. Here’s whart the communist researchers
concluded about the central key role of Christianity in giving

the West its success

a factor thart barely rates a mention in

secularised Australian history classrooms mday:

One of the things we were asked to look into was what accounted
for the success, in fact the pre-eminence, of the West all over
the world. We studied everything we could from the histori-
cal, political, economic, and cultural perspective. At first, we
thoughr it was because you had more powerful guns than we
had. Then we thought it was because you had the best politi-
cal system. Next we focused on your economic system. But in
the past twenty years we have realised that the heart of your
culture is your religion: Christianity. That is why the West has

been so powcrﬁll. The Christian moral foundation of social
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and cultural life was what made possiblc the emergence of
[sympathetic] capitalism and then the successtul transition
to democratic politics. We don’t have any doubts abour this.

(David Aikman, 2003)

As Donnelly (2103) infers, any positive acknowledgement of
Christianity’s central role in shaping who we are as a nation, has been
airbrushed out of most of history studies in our schools because of the
secularist agenda.

Unlike the religion of secularism with its totalitarian claims to
education, Christianity upholds genuine plurality of practice. We
do not seck the replacement of hegemonic secularism with enforced
Christianity in every classroom. Rather, in modern, pluralistic socie-
ties like Australia, and especially in our schools, we argue for the right
of the organs of public life to be free from under the exclusive yoke of
asecular religious ascendancy. This is the best way forward not just for
Christians, but for people of all religious persuasions.

The Netherlands has shown a way forward with government
endorsement for any social group to be equally supported (and held
accountable) in devising educational approaches and institutions for
their children.

Because parental choice in education is a God-given responsibil-
ity, we strongly endorse the UN Declaration of Human Rights (Article
26[2]) which states that ‘Parents have a prior right to choose the kind
of education that shall be given to their children.’

Christians in education invite those who choose our schools to
join with us in exploring the world and our places and tasks in it from
a hope-filled, God-centred perspective. To paraphrase Wilson and
Dabney (2012), as we look at the physical world around us, we don't
spend all of our time looking at the sun directly. Rather, we look at eve-
rything else in the light that the sun provides. Similarly, in the Christian
school we don’t spend all of our time looking at the Son (Jesus Christ).
Rather, we look at everything else in the light that the Son provides.
This is our key distinctive.

Though a few examples of Islamic madrassa schools do raise the

issue of religious bigotry and antisocial radicalisation, research by the

Cardus organisation (2011 and 2014) and Buckingham’s rescarch in
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Australia (2010) clearly demonstrate that educational choice does not
lead to the fracturing of socicty, but rather to more wholesome cultural
awareness and interaction.

Echoing Paul’s entreaty in Romans 12:2, Al Mohler (2015) implores
Christians to be biblically faithful in their understanding of this issue

as it applics to education:

We don't believe in the possibility of the separation between
secular and religious instruction, we actually dont. We don't
believe that there can be a worldview distinction [in] which
all of a sudden a teacher could say, ‘Okay I'm going to teach in
a secular mode for 6 % hours and then I'm going to teach in a
Jewish mode or the Christian mode for the other hour and a
half. The fact is that we are just not made that way. We cant
separate oursclves into a secular and a Christian sphere. And
if we're actually teaching, in terms of the Christian worldview,
that’s going to be something that will permeate every hour,
every subject, every book, every essay, every conversation ...
If we are teaching from a Christian worldview that means we

teach every subject from a Christian worldview. (Mohler, 2015)

Conclusion

Secularism isa powerﬁll and persuasive religiaus force that dominates
contemporary culture in an exclusivist and self-serving manner. In educa-
tion, it is the established religion of Australia in the twenty-first century.
It claims to not be opposed to Christianity or other religions, but in fact
it is antithetical to a Christian worldview. Furthermore, secularism has
as its primary goal the eradication of all other religious forces from the
public domain other than itself. Thmugh its enticing but false claim to
neutrality, secularism has even entrapped many Christians who have
failed to recognise the idolatrous nature of its worldview, and who, as
Smith (2013, p. 141) puts it, have been ‘unwittingly conscripted into
|secularism’s] stories. As Edwards (2014) reminds us, Christian edu-
cators should re-examine their teacher training foundations and their
consequential educational practice, to ensure that the beguiling attrac-
tion of state-endorsed secularism does not crush the hope and purpose

of the all-of-life embracing gospel of Jesus Christ.
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Our understanding of secularism as religion requires a gospel
response that goes beyond passive acceptance of the status quo, something
more energetic than a pre-emptive capitulation to mainstream public
thought. A biblical concept of all of life’s essential n::ligi-:}us character,
when scen in the light of scripture’s missional challenge to Christians
to reach out into the culture and br'mg every thﬂughl: into subjcctiﬁn
to Jesus Christ (2 Corinthians 10:5), empowers Christ’s hope-filled fol-
lowers concerned about education, to winsomely draw attention to the
public misconception about secularism. It also empowers Christians,
for the sake of democratic pluralism, to join with adherents to other
theistic and non-theistic faiths and call for a re-examination of secular-
ism’s special established status in mainstream education. And finally, it
calls Christians in education, as reflective practitioners who want to be
faithful to the biblical narrative in all that thc:y do, to coﬂaborativc[y
t:xplorf: and :tppiy a Christian worldview in the classrooms of schools

that have a distinctly Christian mission and purpose.
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GROUNDING CHRISTIAN EDUCATION IN ITS CONTEMPORARY CONTEXT

3 An unexpected shift in the
Australian educational
social contract

Recent rescarch from NSW

Protestant schools

David Hastie

Australia does not have three schooling sectors. It has one:
comprised of a wide and complex suite of differently funded
choices, or whar is called ‘partial voucher system’ in interna-
tional taxonomies.

he recent angst reverberating around the public conversation
about religion in Australian schools has left the Catholic sector
more or less alone, and focused on two religious influences,
the oft called ‘fundamentalist’ sub sector of religious schools, and
Protestant r-::ligious presence in state schools thmugh chnplaincics and
Special Religious Education.! Low, in his recent PhD study of parent

CD!]U’OHCC] SChODIS, EXPI'CSSCS it WC”:

[ For many critics of Protestant religious schools] secularity and
liberalism function as general socictal norms while the religious
represents a particular and potentially dangerous anomaly. For
these critics of religious schooling, the proliferation of the latter
represents a perilous trajectory that serves to undermine the
cohesion of the social order predicated on a liberal, secular
education as opposed to divisive, sectarian tendencices ... a
sectarianism that can 0111y be mediared b},r the affirmartion of
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secularism as a principlc by the Australian Government and
its institutions. (Low 2013: 27)

Indeed Jane Caro and Chris Bonner describe the ‘dismantling of
Australia’s public education’ system as the actions of “the stupid country':
‘Our current system of education is, quite frankly, unsustainable.’ (Caro
& Bonner 2007:3) That it is unsettling to the status quo, and those
who control the public schooling discourse, is clear, but its social effect
remains to be seen. The migration of enrolments from state schools is
also occurring, but at a lower rate, into Catholic schools, and appears
part of a massive shift in the Australian way of life: rc:[iginsity in educa-
tion forming a new fulcrum of beliefs about capital, the state, society,
and the citizen-negotiator. Marion Maddox depicts ... taking God to
school’as ... the end of Australia’s egalitarian education’ (Maddox 2014)
However, many more forces and factors than just religion have been
dismant[ing the social amalgamation of the compu]sory secular com-
prf:hcnsivf: state school, over many years. Ross Gittins, in his support
comment tor Stupid Country, declares that "Education used to be one
of the great equalising institutions of a proudly egalitarian nation. Now
in the name of choice, we are buﬂding a two-class education systcm.’
(Caro & Bonner 2007)

My own recent rescarch” of Protestant school English teachers has
demonstrated that these concerns about change are far from ground-
less. The rise of such schools is mc:tsurab[}r aﬁ'ccting education. There
are discernible impacts, attributable to both religion and demograph-
ics, on education and the existing social fabric of communities. In my
small single-rescarcher study I have been only able to measure a few of
these impacts, many of which have been asserted for years, yet rarely if

ever tested in empirical study.

Recent evidence of religiosity in Australian schools

Chi]llgCS GbSEIVCd Il"llght bﬁ' Sl].['ﬂll‘l‘:‘ll'iSCd as fDﬂDWS:

Children from lower-middle and professional classes are

concentrating into Protestant Christian schools.

. Students from committed Christian families are concentrating

into smaller Protestant boutiquv: schools, naturaﬂy n:duc'mg
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the Christian family demographic in their local state schools.

Protestant schools appear to have a particular rising presence

in NSW regional towns/smaller regional cities.

High volumes of conservative cvangcljcal Christian teachers
are gathering into a new ‘congregational site’ at the Protestant
school, where students are intensively engaged with a wide
varicty of Christian programs and activities over a prolonged

duration through formative years.

Most Protestant school Engiish teachers in the sl‘udy verified
that their school’s public claims about Christian curriculum

were actually matched in practice.

The great majority of Protestant school English teachers in the
smdy indicated that their pcrsonal tca-::hing included intf:gratcd
Christian faith perspectives throughout the English curriculum.

Protestant school English teachers in the study were more
likely to receive parent challenges to class texts than state

school English teachers.

Many more Protestant school E.ngiish teachers rcp{:-rtcd that
their personal faith perspectives had an influence on their class

text selections than state school English teachers.

These impacts on education are likley to be received with satisfac-
tion by proponents of Protestant schools, as they would confirm the
success of many of their objcctivcs and claims. Likewise, I expect thf:y
would validate some concerns of critics. Yet it is important for both
to also consider—and include if quoting this research—some more

complex findings, summarised as follows:

The teacher sample did not demonstrate a Protestant scpa-
ratist, intensified tradition-retaining outlook, but rather an
evangelical, culturally engaged, intellectually rigorous and

ourward-iooking ﬂpproach to society and education.

Even t]‘mugh English teachers appcnred to be highly bibiical[y
literate, the biblical canon was more or less invisible in the

Protestant school teaching of English language and literature.

The pf:rscmal rcading prcfcrcnccs of English teachers in

%
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Protestant schools appear just as erudite, wide, sacred and

profane as those of state school English teachers.

- The qualifications of Protestant school English teachers in
the sample were at the same levels as teachers in the state

school sample.

- Almost all Protestant school English teacher interviewees
indicated that they had ‘never intended’ to teach in a Christian
school, and were in fact ‘pro-state schooling, but the NSW
Department of Education had not handled either their initial
teacher appointment or existing appointment to their satisfac-
tion. Their reason for commencing teaching in a Protestant

afhliated school was industrial, rather than ideological.

nlCSﬂ ﬁndings, ﬁl[t[’lﬁl’mﬂfﬁ, nced to bf: placeci ina Il‘!ll{ih Ii'l.l'gf!l' context:

Austraii:m P‘EII'CIltS/ Sl.‘lldf:l'lts havc thﬁ highCSt access to SChOOl

choice in the world. (Musset 2012)
- The Australian education system has the fifth highest propor-

tion of non-government schools in the world. (Musset 2012)

Around 40% ot all Australian secondary school enrolments are
in Christian-afhiliated non-government schools. This contrasts
with less than 10% of Australian school-age children attend-
ing any variety of Christian church once a month or more. In
total, around 1,250,000 students currently attend Christian
afhliated schools, around 34% of all Australian enrolments at

all levels of schooling.

- Conservatively calculating around three voting adults (sib-
lings, graduates, parents, grandparents ctc.) for cach of these
1,250,000 enrolments, there is a potential voting base of
upwards of 3,750,000 citizens around government education
policies relating to Christian afhiliated schools: around 30%
of voters in both state and federal sphcrcs, with some minor
variance between states, and some slightly larger variance, both

larger (ACT) and smaller (NT), amongst the two territorics.

- Ifwe include Catholic parochial schools, there is at least one

Christian-afhliated school in every singlc Australian electorate,
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often many more.

Broad studies of non-government school choice have
demonstrated that when choosing a non-government Christian-
afhliated school, the majority of parents don't indicate religious
reasons in the top four reasons, but always include values/
morals in the top four reasons. (Beavis 2004; ISCA 2008;
Campbell, Proctor & Sherrington 2009)

The wholesale subsuming of Protestant denominational schools
into the nineteenth century Australian state school system was
not an embrace of secularity, but (along with boosting basic
student enrolments) was a Protestant collaboration designed
to include dissenting and nonconformist denominations, allied
to Ang[ican f:vangclicals, into an organiscd, anti-Catholic

social settlement. (Hastie 2016)

The social shift behind schooling changes

The specific religious effects measured in my research, understood
within the context of these much larger social forces, suggest recent
critics of the emerging st.rt:ngth of Christian-afhliated schoo[ing have
misunderstood a great social shift.

These social implications of these findings are not outlier. It's one
of the great paradoxes of Australian education,” says Dr Helen Proctor,
from the University of Sydney. “We're one of the least-religious nations
in the world, yet we have this largc and increasing attendance of children
in religious schools.” (Tovey & Mitchell 2013). Marion Maddox has a
more contemptuous explanation: “This seeming paradox has a ready
explanation ... the broader pattern of “outsourcing” public services to
private providers’ (Maddox 2014: 184). Yet this does not account for
much deeper motivations, nor does it respect the intelligence of the
Australian citizenry to act frf:cly in the interests of their children. And
this ‘paradox’ is not so recent.

In their accusation about erosion of equality, Maddox and Gittins,
both justly proud of their families’ dissenting Protestant heritages—

and both children of the Protestant Manse, by the way, as [ am have

overlooked a very long statistic. Australian society was never unified by

the comprehensive state school: 780,000 children in systemic Catholic
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schools today are a silent but loud testament to an ancient Australian
disunity, a disunity about which millions of Catholics learned long to
be silent, shrewd and patient.

Pf:rhaps this narrative of public schooling as the oniy good pub]jc
option has to employ a patronising tone toward the capacity of parents
to make choices in education, to simplify the paradﬁx. To do other-
wise would be to impugn millions of Australian parents with wilfully
destructive motives, as millions of parents are makjng these choices.
To do this accurately, furthermore, would also impugn millions of
Catholics, over several generations, with even nastier motives: the most
recent critics of non-government education tend to simply ignore the
Catholic school. It is all, frankly, starting to sound like a narrative that
1s simply broken, crm:king at the seams: new wine into old wineskins.

Yet, in iitcrary terms, a paradox a]ways emits a third, intriguing
power from the collision of its two incongruous clements. Far from
the myth of a relaxed, simple nation, Australians seem driven by two
great paradoxcs: larrikin, yet hardworking; irrcligi{:-us, yet spiritual. This
cultural tension is perhaps captured most elegantly in Winton's great
Australian novel Cloud Street, in the shared occupancy of the old house
on Cloud Street by the Lamb and Pickles families: the sacrificially dili-
gent Lambs, chapel Protestants who have lost their formal religion; the
lazy larrikin Pickles family, profane and careless, yet for whom taking
an Aussic gambler’s chance is a matter of profound faith. The recent
embrace of Christian-afhliated schools appears to be, in part, a mani-
festation of ‘spirituality; not religion. The embrace of non-government
fee paying schools is an artefact of a driven work-cthic, but (mostly)
displa}’s a larrikin aversion to class-consciousness, unlike so much of
non-government schooling of the United Kingdom and United States.

Low argues that ‘far from being a substantive religious threat to
the secular social order, schools like those within the [Evangelical]
schooling movement can be seen to express religiosity in ways that
are commensurable with the prcvaﬂing non-rciigious rationality of
neo-liberal discourse.’ (2013:33) Indeed in his neo-Marxist study of
Adventist education in 1978, John Knight presciently asserted that:

Adventist [schools] and most fundamentalist groups tend
to be essentially socially conservative, displaying typically
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middle class concerns with material prosperity, social respect-
abiliry and political stabilicy. The individual emphasis upon
sin, rcsponsibility and personal accounmbﬂity ... relates to

the Protestant ethic of hard work, deferred gratification and
economic advancement. (Knight 1985: 32, 15)

Knight clearly intended a more Social Democrat Australia than
is now attractive to the vast majority of us. Indeed the Wyndham/
Whitlamesque Social Democratic vision of Australia has dwindled,
along with its belief in the centrally delivered public school as the
forum of social cohesion. Intended as critique, Knight's assessment of
the civic-economic orientation of Adventist education in 1978 could
now be argued to describe Australian neo-liberal society at large, par-
ticularly following the liberalising of the economy under the Hawke/
Keating, Howard/Costello governments. The voices of Maddox, Caro
and others are fearful of this change, harking for a bygone era that has

long since departed.

Modern Australia’s single schooling sector in a suite of choices

Pf:rh:tps the Anglo-libf:ral democratic traditions that were ensconced in
the social settlement of state education are not so much disappf:aring
as f:volving. What we are now witnessing is not a deviation of private
from public, but a hyper-neoliberal re-imagining of ‘public; in school
choice, religious orientation and many other aspects of social engage-
ment. When 40% of the “public’ no longer use “public’ secondary
education, this definition has become absurd. In pure dcmographic
terms, public schooling is no more public than private schooling is
private. Indeed, we have hardly any true private schools in this country.
Almost all Australian schools take the government coin, study the gov-
ernment curriculum and suffer the government inspection. All teachers
are accredited by the government, and all children in schools are under
spr:ciﬁc government protection.

Australia does not have three schooling sectors. It has one: comprised
of a wide and c-:amp]c:x suite of diﬂ'en:ntly funded choices, or what is
called ‘partial voucher systcm’ in international taxonomies. There will
always be a need for fully publically funded schools, and alternatives

to religiously afhliated schools. However, so long as the state school

W
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continues to mainly define itself by how well it benefits the disadvan-
taged student, and how the public partial funding of non-government
school is harming the disadvantaged by redirection of public monies,
the state school decline will persist, and the citizen will not listen. For
Australia is not a disadvantaged country. Most of its citizens, by any
measure, arc advantaged beyond the wildest imagination of most of
the people on the planet. Our once poor nation needed to combat
wic[csprcad cultural and economic indigcncc through ccntmliy deliv-
cred government ‘free, compulsory and secular education;, but for the
vast majority this need is long past, and the citizens know it. The fuﬂy
government funded school needs to explain how it might advantage
the vast majority of already advantaged, whilst gencrously providing
for those relative few in our nation who are impovcrishcd, in particul;u
for remote and very remote incligcnous children.

In this emerging social settlement, rc]jgi{m has become connected
with consumerism, depicted as part of a broader suite of purchases
and choices available to the deft citizen. Since the funding of Catholic
schools in the 1960s, and the liberalising of the Catholic church
after the Second Vatican Council, the Catholic school has increas-
ingly become a part of this ‘commodification’ of education, a site of
family social advancement rather than social separatism. Emerging
Protestant schools are another manifestation of evolving Australian
Angloalibcral values, the very values that sustained the public school
system throughout the twentieth century. The assumed nineteenth
century ‘civic Protestantism’ (R Ely 2014) in the Anglo-liberal pact of
state schooling is now being symbolically unravelled by a Protestant
departure. Australian Catholicism was nevera part of this settlement,
but pcrhaps a non-Catholic citizen withdrawal is bcing subconsciously
understood as a significant disruption of the Anglo-liberal values that
stabilised society through public schooling, enabling the mercantile

classes to prosper for more than a century.

Australian school systems are sibling—not ideological—rivals

The recent public opposition to Christian afhliated schools, I would
arguc, does not reveal a combat of polarised ideologies, secular versus

sacred, but in fact a type of sibling rivalry. Religious liberty and
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personal liberty are both natural offspring of Anglo-liberalism. Multi-
sect Australian Protestant religious liberty was symbolically cemented
into the nineteenth century state schooling Acts, at the expense of the
(then) formally anti-liberal Catholic church. At the time it was broadly
assumed that personal liberties would be moderated and civilised by

a universal civic Protestant moral-

and widf:spread confessional
ity. Throughout the twentieth century, and in particular from the late
1960s onwards, personal liberty has become a more central part of the
pub[ic liberal social settlement, and rt:iigion incrcasingly rclcgatcd to
the private sphcrc: indeed tﬁf:y cannot co-exist in concentrated degn:t:s
without destabilising each other, and hence the “big secular’ shouting
around public education. Sensing dominance, or at least the possible
loss of it, these voices have assumed an incrf:asingiy shrill and fanatical
tone. However the dcstabilising of this creative educational tension
between civic Christianity and secular humanism has, I would argue,
propelled a mainstream migration of families into the new liberalised
site of the non-government school. The more ‘big secular’ state schools
have become, the more the citizens have voted with their money, and
the lives of their children, by purposcfuliy abandoning the old pub[ic
school social settlement.

But it is not confessional Christianity that parents long for in this
great social shift. Our churches are not brimming with new disciples.
Rather, citizens are attracted to the familiar sounds and shapf:s of liberal
democratic civic Christianity, its sense of family and social order, of
personal enterprise, of social responsibility attached by something
much stronger than vague civic sentiment. They long for the sense of
iibcrty to choose, of an essential core of moral values in an f:thicaliy
delaminated age. And they long for the merit of money as a measure
of character, money which even the most egalitarian religious school
is quite comfortable relieving parents of in the form of school fees.

In this new narrative of Australian education, we ignore to our
peril this middle-class call to arms echoing across the suburban rooftops
of the nation. They are finally awake. Whether we know it or not, or
whether thf:y believe in its God or not, to be a middle class Australian
is to, in large part, embody Australian forms of civic Christianity. And
thcy are sick of secular atheists shouting that Christianity has no piacc

in Australian schools. To shout this is to misunderstand who Australians
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are as a people, and to unbalance the long equilibrium of Humanist/
Christian in Australian Anglo-liberal democracy.

Stability of Australian state education has always been a founda-
tional principle, and to keep it stable in the face of social change, an
assertion of hyper-secularism had perhaps become necessary, despite
this having never been found necessary in Australian law, and its bossi-
ness being generally odious to laconic Australia.

The provision of religious liberty will always collide with the pro-
vision of personal liberty, and in the case of the public school, and the
rise of the Australian religious school, this collision has been writ large
across the social landscape for 30 years. Both are competing branches

of the same liberal democratic tree. Australia is not—and never has

been—a Judeo-Christian society. But it is an Anglo-liberal democracy,
built of two great, often competing, historical branches of the mighty

Engljsh oak: civic C}u'isrianity and secular humanism.

Civic Christianity & secular humanism, the keys to consensus
education

We have a central paradox in Australian society. A recent example of this
paradox would be the Safe Schools Coalition controversy. In this case,
choice in rciigious schools comes into conflict with choice in pcrsonﬂl
sexuality and other personal liberties, as religious systems always have
something to say about personal morality. The Safe Schools Coalition, with
many (mostly government) schools declaring that they ‘work together
to create safe and inclusive school environments for same sex attracted,
intersex and gender diverse students, staff and families. (Safe Schools
Coalition Australia 2016) On the other hand, most Australian religious
schools argue for the retention of exemption from the anti-discrimina-
tion Acts on the basis of gc:ndcr, as conservative rf:[igious tc:achings on
sexuality promote monogamous heterosexuality. Differences such as
these are artefacts of the inevitable contest between civic Christianity
and secular humanism in a liberal democracy, limbs of the same ideo-
logicai tree. We should be neither surprisc:c[ nor alarmed when these
branches bang togf:thc:r in the wind. To df:ny one is to dcny the other,

and both will make their noise.
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I believe these are negotiable differences, but only if we embrace
a consensus model of education. A liberation model, a pedagogy of the
oppressed, will never bring quality education to the mass of Australian
citizens, whether it be tmmpf:tf:d in the cause of sexual liberation or
religious freedom. A liberal democratic, choice-oriented model, based
upon the mutual consent of parents, students, governing institutions,
and society at large, will enable us to advance education with the
two great elements of our democracy—secular humanism and civic
Christianity—in creative tension.

The stability of the state school as social democratic norm, long
croded by successive government polices deregulating state school
zoning, increasing sclective schools, and partially funding non-govern-
ment schools, appears to have reached a tipping point. The Protestant
school in particular appears to have providcd the softest target fora
long-brewing catalogue of much broader complaints about a deep shift
in Australian education. Certainly this shift has occurred, and teachers
in all Australian schools are at the sharp end of its values contest. But
these are no bold warriors in a divisive culture war. They are complex,
caring practitioners, mostly unw.rittinglj,7 stretched out across a compii-
cated mass civic readjustment, the actual ending of which is uncertain
to everyonc, but is not certainly bad. I believe—and hope—this read-
justment possesses a deeply laconic gesture. I sense it is richly imbued
with, to borrow Les Murray’s marvellous patriotic descriptor (and

warning), ‘the quality of sprawl’:

Sprawl leans on things. It is loose-limbed in its mind.
Reprimanded and dismissed

it listens with a grin and one boot up on the rail

of possibility. It may have to leave the Earth.

Being roughly Christian, it scratches the other cheek

and thinks it unlikely. Though people have been shor for sprawl.
(Murray, 1983)
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ENDNOTES

1 My research has been primarily in non-Catholic Christian schools. I am not in
a position to make more than general comments on Catholic schools.

2 Hastie, D (2016). The NSW Protestant school and religions effect. English
teachers and beyond. PhD thesis by publication. Macquarie University. (Note,
a list of the various publications from this thesis can be found at heep://www.
dhastie.com/publications.html and David Hastie on LinkedIn.com)

NoTE

This paper is written for the purposes of reflection on broad social
matters amongst a colloquium of educators, relating to education and
citizcnship. It should not ncccssarﬂy be understood as representing

the current beliefs or policics of the Angiican Schools Corporation
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4 Counter-cultural
Christianity

Andrew Tredinnick

... 2 Samariran, as he travelled, came to where the man was; and
when he saw him he took pity on him. He went to him and
bandaged his wounds, pouring on oil and wine. Then he put
the man on his own donkey, brought him to an inn and took
care of him. And the man thanked God that the Samaritan
had shown no leadership qualities whatsoever.

Michael Leunig, ‘Samaritan’

teach in a Christian school. I'm asking myself as I do nearly every
day, just what am I doing here? What is the purpose? Of school?
Of this class? How can I do my best to help students to draw on
their best selves and to learn constantly from their world? What am
I for them? How do they connect to each other? How can leaders be

encouraged to lead into good things?

Is servant leadership possible in a business world?

Leunig’s Samaritan cartoon text confronts me as I reflect on the seem-
'mgly endless references to servant lcadcrship in Christian communities
and churches, and yes in schools. I praise my students on reports when
they are good encouragers and servants of others, I say that they are
shnwing lcadcrship qun[itics. I attempt to steer Eivcly mischievous

YDllnng Sl'lldﬁ?ﬂts WhD hIlVﬁ lCﬂdCl’Ship Skj_lIS ‘d!ld some Chﬂﬂ.Sﬂlﬂ, blll'



CHAPTER 4 Counter-cultural Christianity |

who might want to lead their peers down darker paths—leadership,
yes, but not of the servant kind.

Then I see and hear the National Press Club speech of the leader of
the Business Council of Australia. She leads indeed in a stirring address

on the needs of education in Australia

how we need to lift our game in
the tcaching Gftcclmoiogy, espcciaﬂy information tf:clum[ogy, but also
in the sciences and mathematics. And then a questioner from the press
asks her about what business response should be to that day’s executions
in Indonesia of convicted Australian drug smugglers Andrew Chan
and Myuran Sukumaran. And she backs right away from the question.
The cthics of this, she says, has nothing to do with business. Of course
we feel sad. But the only imperative is to maintain business relations
between our countries, as this is the source of all human welfare. ‘Next
question pl«:::ts-::...’2 But do we not have an ethical imperative to foster

justice and compassion in schools?

Can we counter the culture?

If independent private schools are set up to counter the values of the
secular world, as it scems they regularly are, we now have a dilemma.
The founding documents of Christian schools often say that we need
to set up a lifeboat to rescue the perishing. Yet what have we now likely
become, some years later? As we chase the needs of our students in the
world, and models of leadership in our world, do we not now espouse
the very values that we were set up to counter in our founding vision?’

What sort of counter to the culture do we now offer in our Christian
culture in school? Or do we simply offer a reiteration of the values of
business?

We most often equate being twenty-first century to heavy use of
computer tcchnology with our learners, the so-called tdigital natives’
in our charge. We are, however, often blind to the corporate money-
making opportunities and opportunists linked to these technologies.
While we breathlessly espouse bring-your-own-device we just may have
omitted to notice that the devices aren’t very transparent anymore and,
bc:ing quite locked to certain paradigms, the“‘v,r bringwith them their own
world view. Our digital natives turn out to be even more clueless than

we are of the internal workings and technical miracle that our devices
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are, and their tech-savvy turns out to be facility with the interfaces, not
facility with the workings of the devices.*

Paradoxically, in parallel to the movement to technologise is the
continuing movement to measure everything, from the parents’ so-called
demand for high university entrance rankings, to various governments’
desire to track and improve educational qua]ity by testing students and
ranking schools. The worst excesses of these measurement movements
are seen in some states in the US, where tcaching to the test is the only
way that many schools can survive. Pressure to perform on school rank-
ings in the UK leads to teacher discouragcmf:nt and burnout.

Our ‘outcomes” have come to mean the things we plan to do before
we start to learn anything, and then we measure somehow whether we
got there or not. Outcomes along the way seem to get reduced to that
which is measurable. But the pursuit of outcomes came from a model
that attf:mptcd to reform education, to cncourage teachers not to hobb}r
horse, but to cover a range of skills and various aspects of knowledge.’
There was a time when there weren't any outcomes, and many current
cducation systems (c.g. the International Baccalaureate) are not actu-
ally outcomes based.

How can we as Christians respond to overwhelming learning pres-
sures? What might our educational practices mean for the growth and
formation of our students, and indeed our own formation?

As Christians we learn to welcome our students 11*.::sjg)ita|:)[},r,‘q learn
to connect to the stranger,” to connect to the diversity and detail of
creation, and become willing to form soil that will welcome seeds and
bear fruit"—nurturing good soil and breaking rocky ground as it were.
Christ’s parables of the Good Samaritan,” the sower and the seed,'” and
his practice of connecting hespitably to the margina[iscd“ must under-
gird all of our education practice, and finally be our success measures,

as well as our being willing to take a long and deep view of ‘success.

The power of the ordinary—telling and dwelling

Many works of dramatic art remind us of the power of the ordinary.
The artistry in tclling a story invo[ving a flawed character is that often
it is their very flaws that enable them to be successtul, exemplified in

the richly portrayed lives of the fictional detectives of recent police
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murder dramas. Whether it’s the obsessiveness and spectrum behav-
iours of London detective Brian Lane in New Tricks,'* or the brooding
melancholy of Swedish detective Kurt Wallander," or the chaotic and
sometimes tragic domestic lives and rc[ationships of Manchester detec-
tives Janet Scott and Rachel Bailey:!'* it seems to be the empathy and
undcrstanding that thf:y gain for the outsider, the m1c[€:rd0g, the strug-

gler with life’s realities—all gained through their own desperate and
messy life experiences—that enables them to understand the broken
worlds of the criminals and other lost souls, which in turn enables them
to pursue and realise a modicum of justice in the world. Or sometimes
they may remain stuck and accepting of a broken or less-than-ideal
reality, but be able to demonstrate grace, and love, and forgiveness, and
mercy—and all the powerful qualities of humanity. Just like the (anti-)
heroes of the Bible. Saul. David. Noah. These stories of flawed and
broken characters f:nab]ing hc[p and justice dcspitc their own wounds
and damage are parables for our complex times.

Henry Nouwen in The Wounded Healer® encourages us, following
an old Jewish story, to bind up our own wounds while we still carry the
wounds, but do it in such a way as to remain useful to the wounded
souls around us. We empathise as we share brokenness, we know others
and love others, and support others even while we struggle ourselves.
Doesn’t that describe the best sort of teaching and mentoring? Where
our vulnerability enables our empathy? Yet we often shy away from
vulnerability as teachers—understandably, as that interferes with our
authority role and risks abuse and disrespect, and potential classroom
disorder. Yet what a powerful entrée for relationship and authenticity
is vu[ncrabiiity, if Gniy we can find a way.

The late Kenneth Bailey in his Jesus through Middle Eastern Eyes
makes the point that in recent centuries Jesus' parables have been
drawn on for our practice of ethics, but not for our practice of theol-
ogy.'® Christian theology in the Western world has tended to draw
more on the writings of Paul, yet with a focus on his concepts. The
metaphorical side of New Testament writings by Paul and others has
been downplayed, and certainly not used to create statements of doc-
trine or faith practice. Bailey explores this as he leads us into a deeper

l]jldf!l'st":llldiﬂg Of thf: pﬂf&blﬁ& Df_]ESllS:
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... the popular perception of Jesus is that of a village rustic creat-
ing folk tales for fishermen and farmers. But when examined
with care his parables are serious theology, and Jesus emerges
as an astute theologian. He is .. primarily a metaphorical rather
than a conceptual theologian.

Whart precisely is a mcmphorical theologian?

A metaphor communicates in ways that rational arguments
cannot. Pictures casily trump but do not replace abstract
reasoning ... When used in theology to create meaning, the
parable challenges the listener in ways that abstract statements
of truth cannot approach. Yet the two are often linked, and
both are critical to the task of theology.

...ametaphor ... is not an illustration of an idea; it is a mode of
thco[ogical discourse. The mctaphor does more than cxplain
meaning;; it creates meaning. A parable is an extended metaphor
and as such it is not a delivery system for an idea but a house
in which the reader/listener is invited to take up residence.

The listener/reader of the parable is encouraged to examine
the human predicament through the worldview created by the
parable... If the parable is a house in which the listener/reader
is invited to take up residence, then that person is urgcd by
the parable to look on the world through the windows of that
residence. Such is the reality of the parables created by Jesus of
Nazareth, a reality that causes a special problem.

If theology is built on logic and reasoning, then all one needs
to understand that theology is a clear mind and a will to work
hard. But if, for Jesus, stories and dramatic actions are the lan-
guage of theology, then the culture of the storyteller is crucial.
Our task includes the responsibility of trying to understand
the metaphors and stories from and about Jesus in the light of
the culture of which he was a part. ' [emphases in original |

If a parable is a place where you dwell, David I Smith has also
pointed out that a pedagogy, usually defined as the artistry of teaching,

18 ﬂlSO a PIRCC th:l’ﬁ you dWEli!

Instead of secing teaching as method or technique, a technol-
ogy practised upon the learner, whar if we adopred an image
from thirteenth century France? In his history of the concept
of schooling, Hamilton mentions in passing that the boys who
studied at the nascent University of Paris were accommodated



CHAPTER 4 Counter-cultural Christianity |

in hospices. These hospices, in which boys both learned and
lived under a communal rule, were known, among other names,
as ‘pedagogics. Here is an image to frame what follows: a
pedagogy is a house, a holistic environment in which learners
undcrgo both intellectual and spiriruai formartion accorcling to
acommon rule. Being raised in a different house may (though
not with technological eficiency or predictability) lead to
developing a different character.

..Any pedagogy, if practised consistently over a period of time,
18

includes an element of spiritual formation.
Leonard Sweet has dcvcloped an intriguing anglc on the abduc-

tive method of influential pragmatist phﬂosophcr and scientist Charles

Sanders Peirce (1839-1914):

Abductive method: Seize people by the imagination and trans-
port them from their current world to another world, where
they gain a new perspective. (Preachers use this method when

they speak in parables...)

There once was a man who had two sons ... a sower went out
to sow..."?

Indeed this is how parables work.

Ifa parable is a place where you dwell, and a pedagogy is alsoa place
where you dwell, what are the implications for our educational prac-
tice? If a story engages us and ‘abducts’ us from our current world to a
new place of imagination, and if the learning environment thus gives us
new windows to see through, pf:rhaps this is actua]ly what lcarning 1s.
And real iearning will inf:vitably break out if the conditions are right.
The outcomes may be larger than those we planned, and may surprise

us as much as the learning does.

Participating in communities of practice

I have had a number of recent conversations with students on the over-
whclming nature of knowlcdgf: and data acquisition in our world. Yet
thf:y must choose. Thcy even talk of ‘prioritising’, h:wing imbibed the
business buzzword for dealing with a messy ofhice work-world. Yet they

are prioritising not just chains of trivial tasks, but meaning and value.
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Everything trivial or not trivial becomes a task to be prioritised. And
yes, to be assessed.

How do we know we've learned anything? Life holds the key. Tam
struck by how much our education systems seem trapped in the idea
that if you haven't been taught something explicitly then no learning
has taken p]a(:f:, and concomitantly if you haven’t measured it in some
quantitative way then no learning has taken place.

What iflcarning wasn't the result of tcaching, and was ﬂcmaﬂy a
natural part of our social bcing? What then? And how would we foster
it? asks Etienne Wenger:

Our institutions, to the extent that they address issues of learning
explicitly, are largely based on the assumption that learning is
an individual process, that it has a beginning and an end, that
it is best separatcci from the rest of our activities, and thar it
is the result of teaching. Hence we arrange classrooms where
students—free from the distractions of their participation in
the outside world—can pay attention to a teacher or focus
on exercises. We df:sign computf:r—bascd training programs
that walk students through individualised sessions covering
reams of informartion and drill practice. To assess learning we
use tests with which students struggle in one-on-one combat,
where knowledge must be demonstrated our of context, and
where collaborating is considered cheating. As a result much
of our institutionalised tcaching and training is pc:rc-::ivcd by
would-be learners as irrelevant, and most of us come our of this
treatment fecling that learning is boring and arduous, and that
we are not really cut out for it.

So, what if we adopted a different perspective, one that placed
lcaming in the context of our lived cxperience of participation
in the world? Whart if we assumed thart learning is as much a
part of our human narure as cating and slccping, that it is both
life sustaining and inevitable, and that—given a chance—we
are quite good art it? And whar if, in addition, we assumed
that learning is, in its essence, a fundamentally social phenom-
enon, reflecting our own deeply social nature as human beings
capable of knowing? What kind of understanding would such
a perspective yif:ld on how lr:arning takes placc and on whar is
required to support it
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And what would this mean for the measurement of ‘outcomes’ of
learning’ or instruction? How would we know that anyone has learned
anything from what we have taught?

My strong contention is that we can on[y know this rhrough long
term connection. What happens five years, 10 years, 15 years, or 20 years
later? Where do our students take their lcaming? We can Dnly know in
a quite limited way what they know and learn this day, this week, this
month. But we can know in a deep way what they have learned after

five, 10, 15 or 20 years. Ifonly we ask and observe.

Frameworks for reflection, practice and further reading

I have endeavoured to open up some frameworks for reflection and
exploring just what we are doing in our teaching and learning. I invite

you to consider the fbﬂowing questions:

Docs the metaphor of the ‘wounded healer” help us in our
teaching and pastoral practice? What wounds do you carry?
How does your experience in this way help you as a teacher

or leader or carer??

To what extent are we !Juiiding communities of practice in

school? How successtul are we at this? How do we know %

Consider and read more of ‘practices’ models of learning (as
exemplified in the “What If” learning paradigms of Trevor
Cmﬁng and David [ Smith, and in the work of James KA Smith

and others).**

Respond to Leunig's challenge of the ethics of business in his
Samaritan story rf:tc]]ing. Must business lcadcrship and servant

leadership be different? Are there other ways?

Is it not the case truly, that if we chose to follow biblical values—
Micah 6:8 and Luke 10:27f—that we arc at loggerheads with
the values of our culture? Are material or professional success,
and success in ethical and gospel terms on completely differ-
ent planets? Just what sort of success do we value by our very
existence? Could bf:ing an ideal educated Christian ﬂctuaﬂy
put you at a disadvantage in a world that values getting ahead?

Where do we stand ?*
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How should we consider real-life outcomes over tick-a-box
curriculum document ‘outcomes’ or university entrance ranks?
What are students doing at age 20, 25, 30, 35 in response to
their schooiing? Whar led them from their school days to
be doing what they are now doing? What worked? What

cmf:rgf:d for them?

If people choose a life of mission or service, how might this

in fact be under-the-radar success?

How must we chaﬂcngf: SdeﬂtS to bC awarc Ofthﬁii' Pl’i\fﬂﬁgﬁd

status and its implications?

If parables and pedagogies are both places where you dwell
or take up residence, following Bailey (2008) and DI Smith
(2009), what are the implications of this for your own teach-

ing and learning?

To what extent should we ‘abduct’ our students to encourage

them to see things anew, and engage in new ways in the world

Consider the constant refrain of Jesus in his teaching: ‘Listen!
Look!” (or ‘Behold! Hark!) How does this relate to our ethical

and theological teaching, and indeed to all of our teaching?

Should we push students toward adult modes of learning

(learning autonomously, informally and lifelong)?

How can we build a stronger understanding and analysis of
technologies? Just what are they? How can we move beyond
being just consumers of new technology, but instead engage
with meaning, value, purpose and all the possibilities of new

(and old) technologics?*’

How should we respond to the current world’s workplace
changes and the dilemmas of disappearing long-term careers,
globalisation, casualisation of the workforce worldwide, and
the need for small-scale entreprencurialism in a shifting unsta-

ble econo my?

Fewer people are seriously studying science, technology, engi-
neering and mathematics (STEM) fields, ironically in light of
the burgeoning need to manage and understand new technolo-

gics and big data, and not just be consumers. How can we
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engage serious STEM and STEAM (STEM+Arts) learners?

To what extent is engagement in the real needs of the world
a matter of spiritual discernment ? Is materialist culture allied
to spiritual blindness? What are the implications of this for

Christian education?
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GROUNDING CHRISTIAN EDUCATION IN ITS CONTEMPORARY CONTEXT

5 Holding a Christian
worldview

Jean Ashton

A worldview is an ‘all-embracing life system’ founded on three
fundamental relations of human existence: humanity’s relation
to God, humanity’s relation to other humans and humanity’s
relation to the world.

Abraham Kuyper

hat does it look like to hold a ‘Christian worldview’? And

how should our worldview impact on the way we live

and work in school? These are important questions for
Christian educators at a time when followers of Christ are branded as
outdated, out of touch with reality; not sufficiently tolerant, inclusive
and cmbracing of divcrsity.

Educators in Christian schools have an untrammeled opportunity
to impart the hopc that the gc:spcl of Christ brings to such a relativistic
world, as we teach and interact with our students day by day. When faith
underpins educators’ lives it cannot help but impact on their teaching
and rclationshjps with students. The articulation of a Christian world-
view must always be as a natural integration of faith and works, rather
than as an addition to content or as a variation in pcdagogy which has

the potential to be tokenistic and lacking authenticity.



76

BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN (CHRISTIAN SCHOOLS

Defining worldview

Worldview has been defined as a complete and integrated framework
thmugh which to see the entire world. For believers in Christ, this
means afﬁrming the existence of an intcﬁigcnt, powerﬁd, lnv'mg, just
God who exists in the Trinity of Father, Son and Holy Spirit, a triune
God who created all things, and who sustains the world and all that
exists in it (Genesis 1:1 & Hebrews 1:3a). From an cthical perspective,
God’s moral nature is absolute and unchanging. Belief in such a God
impacts on not cnly moraiity, but psychology, sacioiogy, €Cconomics,
history, politics and the law, with all those aspects coming into play
for educators in schools.

Translated from the German Weltanschauung, the term ‘world-
view has had a [ong history in phﬂosophy, thco[ogy, anthlopoiﬂgy
and education, and was first used by Immanuel Kant (1724-1804)
who believed that reason alone could help bring ‘understanding of
the meaning of the world and our place within it ... without reference
to religion or tradition’' The Idealist philosopher Schelling (1775-
1854) saw ‘worldview’ speaking into humanity’s longing for answers
to the deepest questions of existence and the universe, and his focus
on worldview influenced German Idealism and Romanticism where
Weltanschanung was used ‘to denote a set of beliefs that underlie and
shape all human thought and action’?

Since then, many philosophers have oftered views of reality or how
the world works, although in a world marked by pluralism and relativ-
ism, the idea of a single, or even a conflict of worldviews is untenable’®
because conflict can lt}nl}r exist if there is competition for an account
of the same world. Because there are many conceptions of what consti-
tutes the world and reality, there are many worldviews or any number
of alternative universes.’ For example, a deistic worldview might offer
belief in a creator God who established a universe to run accord ing to
unifmmity and order, but who otherwise p!ays no part in its function,
and a naturalistic worldview holds that matter exists, but God does not,
whereas New Age advocates may look to crystals or drugs for altered
states of consciousness, thereby creating their own gods for their own

Plll’POSE ﬂ.ﬂd p]ﬁ:ilSlll"E.‘3



CHAPTER 5 Holdinga Christian worldview |

Most worldviews centre on several philosophical questions, includ-
ing (a) what is the prime reality? (b) Where does it all come from? (c)
Who are we as humans, and where are we going in the present and at
death? (d) What is good and what is evil—is it possible to know right
from wrong? (e) How should we act? (f) What is true and what is
false? In most cascs in order to address these questions, we look to

our finite minds, only to find unsatisfactory answers and little hope.

The Christian worldview

Worldview thinkj_ng was first introduced into Christian theo[ogy by
James Orr in the 1890s” in the form of ideas that were Christocentric
and able to address all major issues related to human ﬂou:ishing. Orr’s
premise was that the universe is one; one set of laws holding it together
under one reigning order. Abraham Kuyper® later defined worldview as
an ‘all-embracing life system’ founded on three fundamental relations
of human existence: hu_maniry’s relation to God, hum:mity’s relation
to other humans and humanity’s relation to the world. This meant
accepting Christ as the fulfilment of salvation history, and the account
of creation at the hand of God as an authentic, coherent system of truth
which alone addressed the concerns of the world, and provided a basis
for decision making and activity. The pollutant nature of sin limits
humanity’s understanding of itself or the world without a biblical view-
point, which by its nature is antithetical to all competing worldviews.
While the biblical narrative of creation says little about the process,
it says much about the nature and person of God. It identifies one majes-
tic, infinite and cternal God, and tells of God’s sovereignty, goodness,
kindness, rightcousness and wisdom. It speaks of God's order and prepa-
ration (Genesis 1:2), and his supreme command eliciting an immediate
response (Genesis 1:3fF). We see God’s pleasure and delight in his crea-
tive handiwork, especially of his ‘magnum opus, making humanity in
his own image (Genesis 1:26), ‘like” him, ruling as his emissary under
his dominion and authority.” We also experience God’s heart-rending
response to sin and alienation of his ‘beloved’ from his fellowship.
As believers in Christ our worldview must reflect our acknowlf:dg-
ment that sin is offensive to God, an offence against creation, human

lite, health, prosperity, wholeness and human flourishing, resulting in
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‘cosmic conflict” with terrible consequences.'® The world has replaced
the Sovercign Lord with idols in images of its own making, which shape
the structure of today’s social and cultural life. Sin has stained crea-
tion which is groaning in response (Romans 8:22), yet God chose to
remove the stain, sending his own Son to the cross to make reparation
and reconciliation. Jesus overcame sin and evil at the cross, bringing an
inauguration of his kingdom, which will be fully consummated when
he returns, bringing a new heaven and a new earth. In the interim,
God’s people must live lives transformed by the Holy Spirit, and be
filled with hope as we declare Jesus Christ as Lord (Philippians 2:11).

A personal appropriation of Christian faith

As we address those age old questions and appropriate responses from
scripture, we develop our worldview. Firstly, we understand that the
prime reality, the core of Christian faith, the central tenet of Christian
theology is the infinite, transcendent, immanent, omniscient, sovereign,
yet relational God! His existence is without beginning and without
end; he is the / AM WHO I AM of Exodus 3:14." God is personal,
not merely a force or energy, who has passed many aspects of his being
on to us. Furthermore, the God who shapes our worldview is omnisci-
ent, knowing the end from the beginning (Revelation 22:13), caring
for sparrows (Matthew 10:29), and numbering our days according to
Psalm 139. Nothing exists outside God’s interest, control or author-
ity; he is sovercign (2 Chronicles 20:6) over the carth. Secondly, while
the way the world came into being and how it functions is empirically
untestable, humanity exists in a universe redolent of a creator, gov-
erned by physical laws, unlikely to have ever come into being merely by
chance." Genesis 1:1 says: In the beginning God created the heavens and
the earth, ex nihilo, out of nothing (Hebrews 11:3) as an orderly but
open system of sophisticated and elegant laws of physics; as the delib-
erate creation of one Lord for his purpose alone. Life is no accident,
and life for individuals can only be truly meaningtul when connected
to God, the source of all life!

The question of humanity’s identity and life beyond death has pro-
voked much philosophical debate over time. Yet while it continues to

perplex humankind and encourages discussion of life’s meaning, the
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issuc has been addressed from the earliest account of creation when
God made humanity in his very image (Genesis 1:26-27). As social
beings (Genesis 2:18), we have been dignified ‘with glory and honour’
(Psalm 8:5), to rule over the carth under God’s guiding hand (Genesis
1:26; Psalm 8:6-7), and to worship the Lord (1 Corinthians 10:31).
Morcover, as co-heirs with Christ, God’s only true son (Galatians 4:4-7),
in addition to life with him now, we also have a secure rest with him
for cternity (John 10:28).

Although knowing right from wrong should be part of our DNA,
inherent in all that was ‘good’ at the time of creation (Genesis 1:31),
humanity chose to disobey the Creator, to go its own way. Since then
our moral nature has been contaminated and humanity’s close rela-
tionship with God, and the ability to reason fully without falling into
error have been marred.” Accurate knowledge of the world is thus
impaircd; g-:::-od and evil are less read ily discerned: cxploitation of
others is commonplace; and reality has become less clearly defined. It
is only by redemption through the Lord Jesus Christ that healing can
begin, to finally be restored when Christ ushers in his new and glori-
ous kingdom (Revelation 21:1) at the world’s end. In the scriptures
we glimpse a universe with an absolute standard who is God himself,
by whom all moral judgements and activity are measured. We sce too
the person of Jesus Christ who alone is sinless, obedient to the will of
his father, infinitely loving, who gave his life for us that we might be
reconciled to God (Romans 5:7-8).

We accept as truth several turning points in documented history,
singled out by biblical writers under God's direction as the basis of our
theistic understanding of humanity over time. Biblical history reveals
the fall, God's revelation to Abraham, his choosing of Isracl, the exodus,
and the giving of the Law and the prophets. History records the incar-
nation and life of Jesus, his crucifixion and resurrection, Pentecost, the
spread of the gospel via the church, and Christ’s return and judgement.
Today, time is irreversible and history is localised, yet it has meaning
because God is behind it, upholding it (Hebrews 1:3) and working
all things together ‘to those who are called according to his purpose’
(Romans 8:28). Yet we know there will be an end to recorded history,
‘because God has appointed a day on which He will judge the world in
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righteousness by the man whom He has ordained’ (Acts 17:31), when

a new age will be inaugurated (Revelation 21:1).

Holding a Christian worldview as an educator

While hold ing fast to our hopc in God, Christian educators must also
be clear about the purpose of education which should shape individuals,
foster the development of ideas and information and support well-
being." As God’s emissaries, believers must be exemplary educators,
highly qualified and always professional. Yet in his book, Desiring the
Kingdom, James Smith says Christian educators must also encourage
hearts, passions and desires for the kingdom, by transforming imagina-
tions rather than saturating intellects! Our goal must echo Paul's when
he says, ‘Do not be conformed to this world, but be transtormed by
the renewing of your minds’ (Romans 12:2) and our mandate follows
the writer of Proverbs 22:6 who says, “Train up a child in the way he
should go; even when he is old he will not depart from it.

While few young people attend church today, school is manda-
tory, and educators arc well positioned therefore to share the gospel
and nurture families and students alike."” Articulating a Christian
worldview and embedding it in teaching does not necessarily come
naturally, however, and support may be required to help staft develop
and express a worldview reflective of the gospel of Christ in meaning-
ful ways.'® It is the responsibility of Christian heads and chaplains to
equip educators in this task in order that it may become part of the
primary culture of the school. If faith is seen as mainstream it gives it
legitimacy to become part of the school discourse. When faith is held
and shared unapologetically, any embarrassment associated with declar-
ing faith in Christ is minimised."”

If Christian worldviews are to influence the pluralistic think-
ing of students, educators must firstly resist contemporary influences
themselves and intentionally turn their hearts to the things of God.
This may involve challenging current thinking, teaching both offen-
sively and defensively, and consciously integrating theological realities
with all aspects of life. Secondly, Christian educators must have a clear
understanding of the relevance and importance of God's revelation and

the overall story of scripture. Finally, they must be open to discussion
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about life’s challenges and how the Bible deals with these. Sociocultural
pedagogies best encourage robust, interactional learning, and foster
respectful and trusting relationships between peers, and between edu-
cators and students. It is in this kind of serting that formative lcaming
can take place.

Attcnding to curriculum issues is a more compicx matter, yet most
subjects can be conceptualised in reference to the overarching biblical
story about the created and material world and humanity's rclatinnship
to God.'® As educators and students alike live in the world, it is not
Gnly to scripture, however, but to the surrounding culture to which we
must relate, and to determine the way opposing belief systems interact.
Although Christian doctrines are important to the way our worldview
is conceived, thcel{:agy should never be taught in isolation. Unless bibli-
cal tcaching and rhcological ISSUCS arc critiqucd I:ogf:thcr thrcy become
merely ‘propositional truth statements, rather than the very interpreta-
tive foundation and framework for thinking about reality."

Essentiaﬂy, Christian educators need to understand the gospcl, to
have experienced its impact personally, and be clear about the reality
that sin has corrupt-::d human culture. Even so, tf:ach'mg from a Christian
perspective is not just adding a touch of moral integrity, devotional
piety or biblical insight to issues as they emerge. When equipped with
a new heart and a new spirit (Ezekiel 26:36), and knowing ‘the hope
of His calling’ (Ephesians 1:18), Christian educators are likely to feel
compelled to share God’s grace and salvation through faith in Christ™
with their students, because the reality of sin alienates such students
from God. This does not mean thinking uncritically or simply sprout-
ing Bible verses, nor is ‘rc]ating the gc:spcl to education simply a matter
of putting rf:ligious icing on an otherwise secular educational cake’
Rather, confessing believers need to develop approaches to teaching
and learning grounded in the Word of God, which takes account of

‘creation-wide redemption, offering ‘a brand new cake’ e

Holding to ‘the ethos’ of a Christian worldview

Although all members of staff in Christian schools would be cxpcctcd
to maintain a high degrec of professionalism in their job and loyalty to

their employers, irrespective of their personally held relationship with

81



82

BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN (CHRISTIAN SCHOOLS

the Lord Jesus Christ, the thinking and ideologies of believers and non-
believers are largely antithetical to one another. It would be surprising,
therefore, and a denial of one’s personally held beliefs, if the ‘ethos of
a Christian worldview’ could be maintained without faith in Christ.
Furthermore, even if the non-Christian educator’s intent was to teach
with a ‘Christian ethos, neutral, non-formative education does not exist.
Every educator’s personal culture, philosophy, upbringing, educational
experience, aspirations and goa[s impact their worldview, and world-

view impacts what is taught, and the way it is taugﬁt in every situation.

Conclusion

All pcoplf: hold a worldview irrespective of their ability to conceive
the way it looks, explain how it came to be adopted, or to articulate it
before others. Everything said and done is value laden, shaped by the way
people view themselves and the world, and developed through experi-
ence and lcarning. Worldviews impact the way others are viewed, and
the way relationships are developed and nurtured. In short, a worldview
impacts every arca of life, speaking into work and social environments,
colouring politics, and for teachers, the way they respond to a syllabus,
a topic or an issue, and work with colleagues, parents and students.
As educators in Christian schools, our worldview should be inte-
grated with curriculum and pedagogy, grounded in knowledge and
understanding of God and his plan and purpose for humaniry and
the world. Communication with students needs to be authentic and
relational, and based on genuine care and concern for their academic,
social and spiritual welfare. As ambassadors of Christ, educators must
be clear about the message of the gospel and to be able to present it in
ways that engage the diversity of our students, especially in a post-Chris-
tendom era. Christian educators also need to recognise the limitations
of didactic teaching, instead presenting the gospel with integrity, and
always prepared to engage apologetically around issues. As people
under close scrutiny, educators need to be models and mentors living
out our faith, as well as f:xn::mplnry practitioners, disciplincd, thomug}ﬂy
prf:pan:d, just and fair, and acting as disciplcs for those new to faith.
Finally, Christian schools need to be prepared to support parents and

to maintain contact with former students, through alumni or other
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means, ensuring that faith is not seen just as school-based, but is rel-

evant for the whole of life as students transition through school, then

into the workforce or tertiary study.
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GROUNDING CHRISTIAN EDUCATION IN ITS CONTEMPORARY CONTEXT

6 School cultures and
student formation

Justine Toh

You have created us for yourself, and our heart is not quiet
until it rests in you.
Augustine of Hippo

mﬂyl attended a private school that fbrmaﬂy prcachcd Christian

values of charity, compassion, service and love. And yet, she

said, in the playgromld it was clear that what rf:aliy mattered
was how much money your dad made, what expensive holiday you'd
enjoyed over the summer, and how well you could perform in assess-
ments with minimal effort or, at least, the appearance of it.

To be fair, the school in question may not be to blame for this
informal curriculum. Emily may have been part of a particularly unruly
generation. And any institution with a Christian ethos daring to chal-
lenge such reigning values as power, money and ego has a formidable
task ahead of it.

Whatever the case, there was clearly a profound mismatch between
a school’s stated values and its actual practices. The lesson seems to be
that if the culture of a school doesn’t encourage rigorous examination
of its practices in light of its principles, it risks baptising assumptions

and beliefs as Christian that are anything but.
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In this chapter, I want to address whether we have absorbed and
been formed by practices of the informal cultures we operate in, and
whether they set us at profound odds with God’s new world. To what
extent have we, the redeemed children of God, actually proved to be
children of lesser gods? Have we given our hearts, attention, resources,
energies and desires to somcthing in p[:icc of God? In such lesser gods
do we seck meaning and purpose? And if yes, then how can a recom-
mitment to the Christian story renew our practices?

To answer these questions, we'll first consider character formation
that draws (liberally!) on the work of James K A Smith; then, we'll
examine the informal cultures of our educational environments; and
finally, we'll explore one of our lesser gods, utility, or our tendency to

seck our signiﬁcancc in our usefulness.

How character is (de)formed

Two points that James K A Smith’s work teaches us about character
formation are: that love is at the centre of how and why we become the
people we are, and that such significant character growth and develop-
ment (and its opposite) is an everyday affair.

Why did those girls in Emi]y’s story grasp after such values as
riches and achievement? Because the environments in which they were
enmeshed communicated, in implicit and explicit ways, that these were
fitting ambitions in life. Smith's Desiring the Kingdom offers an account
of why this is so. Following Augustine of Hippo, Smith claims that
humans are lovers whose identities are shaped by what we love. All of us,
he says, are on a quest for the ‘Holy Grail' —‘that hoped-for, longed-for,
drecamed-of picture of the good life’ (2009, p. 54). Accordingly, such a
pursuit shapes our common sense attitudes, deeply held commitments
and values, and even our most (scemingly) intuitive actions. If this
portrait of humanity is correct, then even the non-believers amongus
are natural born worshippers—if not of God, then of something else.
The trouble is, however, that if we were made by God to worship him
and him alone, worship of anything else—a lesser god—is deforming
and disordcring.

But such disordering is rarely a climactic experience that transforms

us utterly from one instant to the next. Deformation is much more
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likely to be the result of a steady drip of unremarkable moments that,
over time, wears away at us until we are quite different from what we
might otherwise have been. We may pride ourselves on being rational,
autonomous individuals who make free and deliberate choices, but we
operate on auto-pilot more often than not. In Imagining the Kingdom,
Smith draws on Pierre Bourdieu's notion of habitus to get us to attend
to the unconscious quirks of habit and the repetitive moves we make
because these small acts act on us profoundly, shaping us to become
the people we are.

As a ‘system of structured, structuring dispositions’ (Bourdicu in
Smith 2013, p. 81), habitus is an ‘embodied tradition’ and ‘a handed-
down way of being’ (Smith 2013, p. 81) that conditions and constrains
the meaning we make of the world. Habitus orients our perception,
automaticaliy rui'mg out some choices and rf:ndcr'mg others instinctive.
But there’s nothing natural or innate about the operations of habitus.
It is entirely acquired. Think of it this way: we are not born native to
any country or language or culture—rather, we become native through
the rites of habitus (Smith 2013, p. 93).

Those small, everyday acts of habitus are important because they
‘can instil a whole cosmology, through injunctions as insignificant as
“sit up straight” or “don’t hold your knife in your left hand™ (Bourdicu
in Smith 2013, p. 96). Smith explains thus:

While a child is learning to sit straight or hold her knife she is
unconsciously absorbing a social imaginary, a picture of social
order, a vision of the good life—even if her ‘teachers’ might
not realise they are passing it on. To learn how to stand or
how to walk is to learn how to comport oneself to the world,
which is, in turn, to learn how to constitute one’s world (Smitch

2013, p. 96)

So how we are taught to be in the world is, simultancously, teaching
us about that world—what it holds dear, what it ignores, who matters
and why, and what kind of person I will need to become in order to
thrive. Seemingly insignificant acts, then, are anything but. And while
Bourdieu’s cxmnple might prompt us to prim:trﬂy attend to the formal
environments where learning takes place, we should note that we are

ﬂff.‘l’ﬂ_yﬁ bﬁiﬂg SChOOlCd—fOI bf!ttﬁ'l.' or worse. So th‘:'lt SCXy sclﬁc PDSC,
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the pre-game ritual performed by anxious athletes, the good-natured
giving up of your seat on the train to someone who needs it more than
you: all these acts deposit in us something far grander than we might
realise: a ‘whole cosmnlog}r: a vision of ultimate rca]_iry. The magni-
tude of what is at stake is belied by the tiny, mundane act. The lesson

is that there is no small thing: ezrer_'yrbing 1s wcigﬁty with signiﬁc:mcc:.

How ‘the small stuff’ of character is formed
The small stuff smuggles in the big stuff. In this section I'll provide

examples of a school’s informal culture(s), using as a rough guide the
four activities of culture that Kevin Vanhoozer outlines in Everyday
Theolagy (2007).

Two caveats, however, are necessary. Firstly, there are likely to be
mu[tiplt: informal cultures at work in a school depcnding on whether
one is a student, teacher or parent—and even then you can expect
much divcrsity within these subgmups. Clcarly, teachers don't have
total control over what students value, but they can at least demon-

strate a different set of values that at least present students with another

option. Secondly, life—and the analysis of it—is messy. A multitude
of interpretations are available. So think big picture: we're looking for
broad, unifying themes, though these will often be expressed in the
small, everyday moves of habitus. Educators’ experience of different

school environments will be of hcip here.

1. Culture communicates a vision of the world

Culrural statements are vision statements, and cultural texts have the
ability to seize our imaginations, (original emphasis, Vanhoozer 2007,
p- 29). That is, culture communicates the meaning of life, and pro-
claims what is worth aiming our lives at and what should sh:tpc: our
commitments.

In order to understand what vision of the world is being commu-
nicated by a school’s official culture, observe the school when it’s ‘on
show’ What values are proc[aimf:d? Think of school assemblies and
other ceremonies: what traditions and rituals are empioycd? What
impression is it important to make? How are students cxpc:ctf:d to

conduct themselves

are there comparable injunctions for them to

sit up scraight’?
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To get a sense of whether a school’s informal culture lives out its
formal convictions, it’s vital to ask: what are the penalties for deviat-
ing from these norms? How does the school manage its problem kids?
The nature and severity of punishments, and whether or not a difficult
student is supported or expelled can reveal a school’s deeper commit-
ments. That is, a school may tout a “Christian cthic of care’ (whatever
this might mean), but its dealings with troubled students may instead
suggest that it is on[y wiﬂing to tolerate behaviour within a narrow
band Gf:tcccptabiiity. Of course, cxpu]sion may be the most appropri-
ate course of action, but is such a step regarded as a last resort? Has
every reasonable effort been made to counsel the student? Could a
Christian school’s actions leave the impression that Jesus is only inter-
ested in uncomplicated people? If so, it’s not exactly an inspiring (or

accurate) vision of the world!

2. Culture orients us in relation to the world
This activity of culture provides mental, moral and affective maps that
enable us to navigate the world. We learn right from wrong, likes and
dislikes and what is important and what isn’t (Vanhoozer 2007, p. 29).
To appreciate the extent to which culture guides us in our convictions
about the world and orientations toward it, consider Smith’s account,
in Desiring the Kingdom, of George Orwell’s visceral summary of
middle- and upper-class prejudice against the poor: ‘the lower classes
smell’(original emphasis, Orwell in Smith 2009, p. 30).

According to Orwell, such snobbishness was never formally cul-
tivated by his elite education but it so pervaded his formative years it

left an indelible impression:

You forgct your Latin and Greek within a few months of lc;wing
school—I studied Greek for cight or ten years, and now, at
thirty-three, I cannot even repeat the Greek alphabet—but
your snobbishness, unless you persistently root it out like the
bindweed it is, sticks by you till your grave (Orwell in Smich
2009, p. 30).

Orwell’s story is unnerving. [t demonstrates that a school’s infor-
mal education can prove so cnduring that it sets upa lifetime of habits

and attitudes and persists long after students can recall what they were
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actually taught. What might your students remember long after they've
left school?

3. Culture reproduces beliefs and values

Culture produces and reproduces shared social meanings, and domi-
nant assumptions, attitudes, values, ideas and beliefs ( Vanhoozer 2007,
p- 29). If it’s hard to get critical distance from a situation in order to
spot its values, it may be helpful to consider the experience of minority
students and/or teachers—those on the fringes of the school popula-
tion. How are they treated? What's their sense of the school’s informal

ask them!

For example, a friend who attended a private, rural school some

curriculum? And don't rely on your interpretation

years ago said it was clear that sporting success mattered above all
else. Why did he believe that? Because teachers were lenient on star
athletes—communicating through their words, gestures and shining
admiration that assessments didn’t matter as much as their game, and
tolerating the bad behaviour of some of those boys winning accolades
for the school.

Additionaﬂy, the kind ofmasculinity prizcd at that school was one
that valued physicai dominance and aggression since these contrib-
uted to the school’s sporting prowess. Boys who didn’t fit that mould
(like my friend) were targeted with impunity. This school’s informal
culture, then, tolerated bullying, failed to support vulnerable students,
uncritically upheld rigid definitions of mascuiinity and convcyf:d that
popularity and achievement mattered far more than character—and

it was a Christian school.

4, Culture cultivates character
According to Vanhoozer, culture is a means of ‘spiritual formation’
inasmuch as it ‘forms our spirit so that we become this kind of person
rather than that kind’ (2007, p. 31). Culture, then, does the vital work
of making people, and schools may employ a variety of different tools,
curricula, and resources to formaﬂy influence this process. But if a faith-
based school isn’t aware of how that faith could impact its practice, then
it may not maximise the opportunities at hand to shape its students.
For example, a leadership program offered in a Christian school
included a lecture that exhorted students to believe in themselves.

Hnrmless Cﬂ(.‘ll]gl"l, pf:rhaps—cspcciaﬂy in l:hC context ofothcr ff!ﬂl:l]j’CS
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of the program that dispensed otherwise sage advice on leadership.
But what should be made of the fact that there would seem to be little
difference between this program and one offered in a public school?
In other words, a fair assessment of the program could only conclude
that it wasn't distinctively Christian.

Of course, this doesn’t mean that the program was of little value.
But you could argue that it presented a missed opportunity to present
the wealth of Christian wisdom on leadc:rship—sc;vant-lcndcrship,
humi[ity, ca]_ling, ctc.—that may have gone on to shapc students’
undcrstanding and practice of lcac[crship, even if thcy didn’t idcntify
as Christians. The point is: character cultivation need not necessarily

be a toxic affair—but nor may it be a Christian one.

The lesser god of utility

In this part we will bring togethcr our analysis, f{:-::ussing on a lesser ng
that monopolises the worship of many today: utility, or usctulness. When
we seamlessly link our identity and abilities to our performance in any
field, we reveal our belief that we have value because we are useful, or
because of our achievements or the contribution we make. It becomes
very casy for thoughts of our utility to consume us and become the
basis of our meaning and significance.

We need to dethrone this lesser god because utility is the informal
culture of our educational system at largc and it can infiltrate Christian
and public school alike. Students from backgrounds that place a high
premium on academic success may be particulnrly devoted to this
false god. (Believe me, I should know). Even aside from such students,
however, its a n:a]jty today that pcrformancc is c:vc:rything. It is used
to rank pupils, rate teachers and compare schools with each other. We
may officially tell students (and now even teachers and schools) that
what matters most is that theyve done their best but the dominance of
metrics-based performance monitoring says something quite different.

Indeed the habitus of the school environment cannot help but link
achievement and value. The pccking order of Emi[y's experience was
determined according to status, material riches and academic success.
Aside from the politics of that playground, think of the distribution of

marks along that bell curve, the furious pursuit of scarce As, teachers
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having to break classroom silence by calling upon (again!) the more
engaged students to advance discussion, the adulation of sporting stars,
the role of the report card in tracking student progress against expecta-
tions. And students are feeling the pressure. Anxiety and/or stress about
school routinely features in the top three concerns of young people in
Mission Australia’s annual youth survey.

Of course, such a preoccupation with usefulness extends well
beyond school. You might even argue that the years spent in formal
schooling that ceaselessly assesses our performance sets us up perfectly
for life in a meritocratic society. A friend who has risen in the ranks of
the public service once observed that its habit of rewarding high per-
formers wouldn’t be out of place at a school presentation ceremony.
Her bosses, she said, knew who worked for them: the conscientious,
former high achievers of school who ‘like getting good marks’ Her
experience resonates with David Brooks’ (2015) observation in The
Road to Character that Western educational institutions spend more
time and resources dcvcloping ‘resume virtues —the skills we bring to
the marketplace—than our ‘eulogy virtues'—the ones worth culogis-
ing: kindness, loyalty, honesty, devotion and courage. We care more
for career success than character.

Which is another way of saying that we demand that people are
useful more than anything else. Thomas Reynolds (2008) argues that
at the centre of the ‘cult of normalcy’—a set of practices and values that
articulate the ‘normal’ body—lies a ‘productive imperative’ that obliges
individuals to be competitive, independent, efhcient and innovative, and
to have high earning capacity and spending power (Reynolds 2008, p. 88).
Indeed, sntisfying the demands of this productivc imperative, cither by

pmducing capital or consuming goods and services, is what it takes to

be a ‘normal’ and valued member of our market-driven society—among
the Federal Governments lifters’ (those who contribute to the public
purse) and not the ‘leaners’ (those who take from it, though this group
is separated into the worthy needy and those who game the system).”
In such an environment, how can people #ot believe that their worth
is bound up with their pmductiviry, their achievements, their contri-
bution to society? How can they #of worship utility?

as dO aﬂ

lesser gods. A worldview based upon it is geared towards exclusion:

The pmblcm with utility, however, is that it fails us
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of the individual who fails to measure up to impossible standards, and
of those—people with disabilities, the very young and the very old,
unpaid carers, and so on—who cannot satisfy market demands for
uscfulness. And this lesser god will eventually catch up with all of us. It
shuns dependence; we will eventually find ourselves dependent. Being
socialised to link our worth with our usefulness leaves us in no posi-
tion to cope with life experiences that directly challenge our culture’s
measures of success. Our identities will be injurcd when our jobs and
livelihoods, our health, are threatened.

But there is more at stake than a crisis of idcntiry. Lives h:mg in the
balance. You can tell the habitus of an achievement-oriented society has
done its work when people at the frail end of life view themselves as
‘burdens’—and on this ground, argue for the legalisation of cuthana-
sia. Rf:garding a person in such terms is df:humanising and dcforming,
and represents the internalisation of market-based thinking since if
someone can no longer contribute they're a drain on resources, time
and money. But we can hardly expect those who've run on the perfor-
mance treadmill all their lives, who've been trained to link their worth
and value with their abiliry to achieve, to SudC[Cl’ll}’ reorient their iden-
tities around something else. And while the worship of utility impacts
cthical matters arising at the end of life, obviously the frail beginnings
of life, particularly in relation to practices aimed at screening out foe-
tuses with disabilities, are simiﬁar]y implicatcd.

If we're going to lose our religion, it might as well be in this false
god of utility. But how ? Elizabeth MacKinlay, a specialist in aged care,
spirituality and disability, says, ... the challenge is to revalue life, so that
being is valued as much as doing’ (original emphasis, 2006, p. 147).
This is a radical statement in a culture that often treats be;’ng and daing
interchangeably. The Christian doctrine of the imago dei, however,
accomplishes such a revaluing of life. The image of God is bestowed on
all, regardless of function, ability or uscfulness, and entails that everyone
possesses an intrinsic dignity and value that remains constant dcspitc
all the changes experienced throughout life.

This status severs, once and for all, the link between worth and
achievement, identity and ability. In claiming that all were made in
the image of God (Genesis 1:27), the Bible writers rejected the beliefs
of their pagan contemporaries that held that only a few (kings or high
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priests) could bear a divine image. In doing so, they ushered in a new
social order where everyone could flourish, not simply the powertul at
the expense of the weak (Middleton 2005:195).

The invaluable worth of everyone, regardless of the strength or
feebleness of their efforts, will both humble the (secretly relieved)
high achievers and encourage those whose accomplishments are more
modest. It should also (in theory at least!) take the sting out of com-
petition since others aren’t threats competing for scarce resources but
are nf:ighbours who simﬂarly bear the image of God.

As such, the imago deiisa distinctively Christian oﬂ:cring that has
the potential to transform the formal and informal cultures of a school.
In light of the pervasiveness of utility-based thinking in our society,
can I encourage you to think of habits that can become part of your
dai]y practice that can affirm in students their precious standing before
God—one thatisn’t df:pendf:nt on their abilities but is wlm][y a result of
God’s grace? What practices can you establish that will encourage the
sports star who'’s just blown a signiﬁcant game, or a diligent but average
student whose achievements can't live up to their expectations? What
small moves can you make, and what new habits as an educator can you
establish, that can show your students and colleagues that you regard
them as a neighbour who bears the image of God? Even something as
small (though admittedly, it’s no minor task) as knowing students (who
aren’t in your class) by name can impress upon them your recognition
of their worth beyond their achievements. And not only students: what
about the maintenance staft? Are they known by name?

I remember a time in kindergarten when the teacher said whoever
could sit up the straightest would be allowed to crase the chalkboard.
(When you're 5 and on the way to becoming a model student, this kind
of task counts as a treat.) It’s only now as I imagine my younger self—
sitting on the floor with legs crossed, arms at 45 degrees to the floor,
straining so far backward I would have toppled over had I not had my
knees in a white-knuckled grip—that I ask what was imprf:sscd upon
me by this trivial moment. Perhaps a belief that those who try really
hard are the ones who deserve to be rewarded.

If such a small act can smuggle in a ‘whole cosmology’, then perhaps

s tabiishjng new habits may wind up making aworld of difference. There
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always remains the possibility that an attachment to lesser idols—like

that of utility—can be overcome by devotion to the real God.

ENDNOTES

1 Not her real name!

2 Former Federal Treasurer Joe Hockey used this terminology. See an abridged
version of his Budget speech in 2014 at heep://www.afr.com/news/policy/
tax/joc-hockey-we-are-a-nation-of-lifters-not-leaners-201405 1 3-ituma
(accessed August 24, 2016).
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GROUNDING CHRISTIAN EDUCATION INITS CONTEMPORARY CONTEXT

7 Bible knowledge

Stephen Renn

The specificity of our identity as Christian religious educarors
is clear when our role is seen as a ministry of the Word and
even more particularly as a service of sponsoring people in their
ongoing formation to live the Word.

T H Groome, Christian Religious Education

have chosen to focus on the process of teaching the Bible in such
a way as to maximise high quality learning outcomes for students.
These outcomes, ideally, should not only be concerned with the
cognitive processing of biblical content, but also with the transformation
of the students’ world and life view, along with the transformation of
their lives. In order to rightly orient such a pedagogical approach, we
need to address two questions: How do students acquire and internalise
knowledge of the Bible? And what does it mean to ‘know the Bible™
Building on this foundation, we'll then consider how best to put these

principlcs into practice in the classroom.

Some philosophical assumptions

Our philosophical starting-point is self-consciously grounded in scrip-
ture. The fundamental truth about human idcnl:iry isdefined b}' scripture
in terms of the so-called ‘Creator-creature’ distinction, derived from
the accounts of God’s creative endeavours in Genesis 1 and 2. At the

core of this distinction is the afhirmation that human beings are totally
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dependent on God for all their knowledge—including knowledge of
God’s Word, the Bible.

By way of contrast, the non-Christian world view is that humankind
is autonomous. Cornelius Van Til, the renowned apologist of classic
Reformed theology in his work, Christian Theory of Knowledge, con-
cludes that, even if the unbeliever were to acknowledge the existence
of God, he is convinced he does not need God to discover any truths
about the universe, whether they be physical, rational or ethical. This
anti-theistic view is coupled with the conviction that God is subject
to the laws of human reason and logic.'

Van Til argues that the only legitimate system and source of knowl-
edge available to humankind is an ‘analogical system’, whereby God is
acknowledged as ‘original’ and man as ‘derivative’? This is another way of
describing the ‘Creator-creature’ distinction: that human beings, made
in the image of God, are totally dependent upon God as the source
of true knowledge and understanding of the world they inhabit. This
includes the acquisition and understanding of the special revelation

God has given us in the Bible.
Reflection point:

These ideas need to be meaningfully and appropriately communicated
to students, without the teacher resorting merely to authoritative pro-
nouncements. For example—assuming the target students have the
developmental capacity to handle such questions—the teacher might
ask the class something like this: Just for the sake of this exercise, suspend
any scepticism you might have about the worth of the Bible, and ask
yourself the following question: If the Bible really did originate with
God, and God is indeed the Creator and Sustainer of the universe and
everything in it, how should I respond to this book?

In The Sufficiency of Scripture, Noel Weeks complements and rein-
forces this perspective of Van Til, when he makes the following claim
about the role and function of the Holy Spirit in the communication
of biblical truth to human beings: ‘It is the Spirit who removes the veil
of misunderstanding and enables a man to understand the scriptures
(2 Cor. 3:14-18).3

The implications of these assumptions about the source and nature

ofhuman I{HDWlCdgC ﬂ!ld undcrstanding arc PIDfOlﬂld .-].Ild l"li'l.\""f,‘ pﬂWCfﬁll
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ramifications for the teaching of biblical knowledge to children and
young people. Such meaningful teaching and learning will be impossible
without the ministry of the Spirit of God. And such presuppositions
will signiﬁcanﬂy shapf: the pcdagogicai assumptions we make, and the
strategies we adopt for the way the Bible is taught in the classroom, and
how our students learn and process that biblical know[cdgf:. We will

now turn to consider some key elements of this strategy.

Reflection point:

As students can only gain a full and transformative understanding
of the Bible’s teaching via the ministry of the Spirit, the teacher is no
longer to be seen as the sole factor in whether or not students learn the
content of the Bible effectively, and have it transform their lives. Rather,
the teacher is at best a ﬁfiﬁmmr for Dptimnl [c:trning insucha process.
To put this another way: no amount of high quality pedagogy—by
itself in teaching a Bible curriculum—will result in a life-transform-
ing spiritual experience for the student. So, as teachers carefully and
praycrfuﬂy prepare their Bible lessons, it will be with the realisation
that this process is pr:'mﬁrify a spirituai, rather than simp[y an intellec-

tual, pedagogical exercise.

What does it mean to know the Bible?

Is our aim simply to instruct our students in Bible content, to develop
lcaming outcomes that involve mcrc:iy the academic processing of bib-
lical doctrines and events? Should the end result of our Bible tcaching
constitute the mere transferring of a body of knowledge, in the same
way one might teach the fundamentals of, say, economic theory, or sci-
entific method? A genuine knowledge of the Bible goes hand-in-hand
with a personal knowledge of God. One cannot be divorced from the
other. To truly know the Bible involves one in an encounter with the
God of the scriptures. How one responds to such an encounter will

have lifelong and life-changing consequences.

Knowing the Bible: the significance of ‘story’

In his book Christian Re[{giau.f Education, Thomas Groome f:mphasisc:s
the fundamental importance of ‘story’ or ‘narrative’ as the foundational

clement of knowledge and understanding of divine revelation in the
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scriptures. To illustrate his point, Groome turns to the account of the
risen Christ’s journey on the road to Emmaus with two of his disciples, as

recorded in Luke 24:13-35. Groome offers the following observations:

I ... see the risen Christ portrayed here as the educaror par
excellence. He begins by encountering and entering into dia-
logue with the two travellers. Rather than telling them what he
knows, he first has them tell the story of their recent experience
and what their hopes had been. In response he recalls a larger
story of which their story is part, and a broader vision beyond
what theirs had been. We might expect the typical educaror to
tell them now what ‘to see’, bur he continues to wait for them
to come to their own knowing. He spends more time in their
company. Surely the dialogue on the road carried over to their
table conversation. Eventually, in their table fellowship together,
they ‘came to sec’. Thereupon they set out immediately to bear
witness to what they now knew.*

First, Groome’s comments refer to Jesus’ own summarising of the pro-
phetic testimony of the entire Hebrew scriptures to the coming of the
Messiah, with whom Jesus consistently identified himself throughout
the Gospel records. We know that Jesus was referring to the entire body
of sacred scripture, for he uses a typical Jewish shorthand phrase to des-
ignate it, viz. from Moses to the prophets’ (cf. Luke 24:27). Groome is
arguing for an overarching narrative from the scriptures that contains
a consistent message that lends a hermeneutical and thcological unity
to both the Old and New Testaments. Second, it may be reasonably
inferred from the statement in verse 31 of this passagf:—'thcir eyes
were opened —that this was a phenomenon not of their own making.
They were enabled to see, know and understand the true identity of
their mysterious companion only via the enlightf:ning ministry of the
Spirit of God.

Groomc g0cs on to arguc:

B}F story, I do not mean sirnplv: narrative. Narrarives are indeed
part of our story, but our story is much more than our narra-
tives ... | mean the whole faith tradition of our people however
that is expressed or embodied. As our people have made their
pilgrimage through history, God has been active in their lives
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(as God is active in the lives of all peoples). They in turn have

attcmptcd o rcsp{}nd to God’s actions and invitations.’

In other words, the term ‘story” denotes a whole body of divinely-revealed
historical events with a clearly-defined and coherent theological matrix.
This phenomenon has been designated in relatively modern times as
the ‘biblical metanarrative, which in f:xpancicd terms refers to the
total panorama of human redemption initiated and implemented by
God alone as revealed throughout the Old and New Testaments. This
‘metanarrative’ is characterised by a series of covenant stages, progres-
sivcly revealed throughout the Bible. Thcy bcgin with the covenant
of creation, and conclude with the revelation of the New Covenant,
supremely manifested in the person and work of Jesus Christ, the
Messiah and Son of God.

Louis Berkhof, in The Pﬂ'nap!es of Biblical Interpretation, under-
scores the importance and signiﬁcancc of biblical metanarrative in
strcngthcning the conviction that the Bible embraces a t:hcoi-::)gical
and conceptual unity. In opposing the notion that the Old and New

Testaments bear no organic relationship to one another, Berkhof asserts:

In opposition to these views, it is necessary to f:mphasisc the
unity of the Bible. Both the Old and New Testament form
essential parts of God’s special revelation. God is the author
of both, and in both has the same purpose in mind. They both
contain the same doctrine of redemption, preach the same
Christ, and impose upon men the same moral and religious
duties. At the same time, the revelation they contain is pro-
gressive, and gradually increases in definiteness, clearness, and
spiritual conception. As the New Testament is implicit in the
Old, so the Old is explicit in the New. Therefore we say that

the Old and New Testaments constitute a unit.®

Armed with these two notions of metanarrative and the unity of scrip-
ture, the Christian teacher is in a much better position to be able to
offer a clear, concise summary of the Bible’s essential message to his/
her students. Popular, superficial conceptions of the Bible as a totally
random and c[ispar:ttf: collection of writings can thus be dispclled,
when the force of these two concepts is fully appreciated. Approaching
the Bible as an org‘.micaﬂy unified body of writings will make it much
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easier for students to acquire a viable overview of the Bible’s message

from the very outset of their study.
Reflection point:

This raises a number of important practical considerations for the way
Bible curricula ought ideally to be constructed. The provision of a detailed
sample curriculum lies outside the brief of this article. However, [ offer
the following series of questions as suggested approaches for classroom
teaching that I trust will provide pedagogical food for thought. I admit

these are lead ing questions; but thcy are dc]ibcmtciy dcsigncd as such:

Do you consciously try to weave the theme of God’s plan of
salvation through each of your lessons, rather than simply

present a random sequence of Bible stories?

Do you attempt to present the Bible as a unified and interrelated

collection ofwritings with an undf:riying and consistent theme?

Do you take seriously the theme of God as Creator and

Sustainer of the universe in your lessons?

Do you consistcnt]y dcpict the narrative accounts of Bible

history as bcing under God’s sovereign control?

Do you consciously seck to help your students understand the
importance of the messianic prophecies of the Old Testament

that point to Jesus?

Do you present the person of Jesus and his work of atonement

on the cross as the fulfilment of the entire Old Testament?

What does it mean for students to know?

Groome writes, ‘Educators usually pose the epistemological question
as: How may knowing be promotcd ? But the answer to that question
is shaped by our understanding of a prior one: What does it mean to
know?’ (Groome, 1980, p. 139)

How do we, as Christian educators, effectively communicate the
knowledge and understanding of God’s Word to the students in our
care? And there is a coroliary question to that inquiry: How do stu-
dents optimally acquire and process such knowledge in the classroom?

However, in this section of our discussion, it is the second, underlying
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question above, that rises to prominence: What does it mean to know?
In a strict sense, the starting-point for any such inquiry like this is an
epistemological one. But focus is squarely directed to the application
of such a question in the pedagogical arena of the classroom. Groome

offers the following response to such a question:

In attempting to find such a way of knowing, it is fitting to
begin with our scriptures. The Bible offers nothing like an
explicit epistemology in the sense of an articulated theory
of knowledge. Yer it speaks constantly abour ‘knowing the
Lord” and about how such knowing is promoted. Thus we
can detect the way of knowing it proposes ... by investigat-
ing what it means by knowing the Lord and how it describes
that knowing process. ... the way of knowing we choose as a
bedrock for Christian religious education must be consistent
with and capable of promorting a knowing the Lord as that is
understood in Scriprure.”

For the next stage of our inquiry, it is appropriate to approach this
question from a semantic perspective, and ask the question, What ter-
minology does the Bible use to convey the sense of ’knowing ? We shall
take two key terms - one from biblical Hebrew, and the other from New
Testament keine Greek. Groome undertakes his own detailed discus-
sion of these two terms, but we shall limit our analysis to a summary
overview.?

Argua!)ly, the most pr{)fouﬂd notion of ‘knc:wing’ in the Hebrew
scriptures is denoted by the Hebrew word yada’. The semantic field
of ‘knowing’ denoted by this verb is broad, but one of its applications
is distinctly relational in denotation. In contexts where this connota-
tion applies, yada" means ‘to know’ in the sense of ‘to have a personal
experience of . And this relational sense clearly implies the existence
of an interpersonal relationship between God and humans—in both
directions, so-to-speak. Examples of man’s personal knowledge of
God—including ‘not knowing” him—are found in Exodus 5:2; Judges
2:10: 1 Samuel 2:12: Hosea 2:22: and Psalm 79:6. And texts that refer
to God’s intimate knowledge of man include, for example, Hosea 5:3;
Job 11:11, and particularly 1 Kings 8:39. It is also evident from these
texts—and others—that the initiative of divine-human knowledge

emanates exclusively from God.?
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In relation to the usage of the Greek term, ginasko, in the New
Testament, there is a formal equivalence with the Hebrew term yada’
I make the point in my Expository Dictionary of Bible Words that this
verb denotes personal knowledge of Jesus Christ, and God, based on
the expression of faith and trust in both Father and Son."

Then, with reference to God as the object of one’s personal knowl-
edge, ginaska refers to knowing him personally in John 17:3; 17:25;
Galatians. 4:9; 1 John 4:7. 1 John 4:2 speaks of knowing God as ‘the
Spirit of truth’" Furthermore, Groome argues persuasively that it is in
the Gospel of John and his letters that we find the richest understanding
in the New Testament of what it means ‘to know the Lord.. In short, it
denotes to love, obey and believe in him."

There is one other meaning in the semantic field of *know’ in the
usage of both yada“and ginasko that is worth pointing out. This deno-
tation encompasses the notion of ‘knowledge’ in relation to sexual
union. For example, Genesis 4:1,25 and Numbers 31:18 both reflect
the meaning of sexual intimacy, a sexual ’knowing;, in the usc of yada.
Then similarly, in the New Testament, ginaska, refers to the act of sexual
union in Matthew 1:25 and Luke 1:34. In summary, therefore, it is
clear that in certain contexts, ’knowledge’ is grounded in the sphere
of intimate human relationships.

John Frame, in his groundbreaking volume on The Doctrine of the
Knowledge of God, distills this motif further: “To summarise: knowing
God is knowing him as Lord—“knowing that [ am the Lord”. And
knowing him as Lord is knowing his control, authority and presence.*?

One practical outworking of this knowledge, by way of illustra-
tion, is to convey to our students the notion of ‘servant knowledge,
which Frame defines as follows: ““Servant knowledge™ is a knowledge
about God as Lord, and a knowledge that is subject to God as Lord.™
In other words, true knowledge of God is never academic, but always
involves and implies a commitment of faith towards him.

This observation, I believe, has a pedagogical implication that can
lead to a more effective teaching of the Bible for the Christian teacher.
In communicating this ‘knowledge of God'’ to students, the teacher can
utilise the illustration of his/her own relationship with the class. The
teacher can express the following attitude to his charges by, for example

saying something like: “Simply knowing about me, is not sufhcient to
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truly know me. In order to do that, I need to show you who I am—
hopetully, a human being who genuinely cares about you, and is willing
to devote time and effort to help you learn to the best of your ability’
This, however, will only ring true if the teacher really does care about
his/her students, and shows them genuine love and compassion inside
the classroom as well as outside. In short, this necessitates the teacher
being willing to cultivate a meaningful relationship with students in
the class. And it must be said, of course, that such a tt:aching strategy
and lf:aming outcome requires time and effort to initiate, dcvclop and
maintain thmughout the entire time the teacher spcnds with a group
of students.

It has become clear, I trust, that the direction of our discussion has
led us to the point ofcmphasising that what lies at the heart of effective
Bible tcach'mg is the focus on dcvcloping mcaningﬁﬂ intcrpcrsonal rela-
tionships between teachers and students. In such an environment, the
effectiveness of a curriculum that centres on the Bible and its message
will be enhanced by two kf:y tcaching and learning strategies. These

strategies will focus on the effective communication to students of:

the Bible's “big story’ - the metanarrative of scripture

the central importance of not simply knowing about the Bible,
but knowing personally the God of the Bible through Jesus
Christ his Son.

In conclusion, here is a quote from Robert Hoffman, the one-time

Director of the West African Christian High School in Liberia, cited
by Edlin in The Cause of Christian Education:

Education, relationship and discipleship are all interwoven
concepts. They are not completely synonymous terms, but
are so tightly connected in their foundations that it would
be mcaninglf:ss to discuss them as scparate and unique enti-
ties. Teachers are disciplers. Disciples are created through
relationships. Relationship is necessary for true and complete

education."”
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Reflection point:

In the light of this final section of our discussion, the following ques-

tions are offered as a means of stimulating reflection on the way you

rclationall}f approach your studcnts in thﬁ classroom:

How well do you pcrsonaﬂy know the students in your class?
How much ofymlr pcrsonal life do you share with them?

How do you answer students’ questions that indicate personal

struggles in their lives?

How dO you react WhCI'l studf:nts E‘ll_! to gl'ﬂSP what you arc

teaching?

Do you allow your emotions to come thmugh in your lessons?

Are you a ‘real person’ to your students?

Do you consistently strive to empathise with your students?
Do you ever pray with your students, either ind ividual[y, or
with a group?

To what extent do you consider yourself as a loving, compas-

sionate teacher?
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GROUNDING CHRISTIAN EDUCATION IN ITS CONTEMPORARY CONTEXT

8 The threat to better
learning in Christian
education

Trevor Cooling

The practice of hospitality constitutes the way in which
Christians should respond to moral disputes in a context of
deep diversity.

Luke Bretherton

hat is the chief threat to better learning that Christian

educators should worry about? There could be a lot of

things: Indifference on the part of the Church? Clergy

who regard preaching from the pulpit as the primary ministry of God's

Pcopic and see schoals as a distraction? Biblical 'Lﬂitf:r:u:y on the part

of teachers? The increasing pressure from parents and government to

focus primarily on results? These are all worthy of consideration; how-

ever, I am fairly confident that if I conducted a survey, the main threat

identified by Christians would be secularist opposition to the notion

of biblical education. We have examples of that in the battles that are

being fought over Special Religious Education (SRE), chaplaincy and
funding for Christian schools.’

I am going to be provocative and suggest a threat that is closer

to home. For the last five years I have led a university-based research
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project that examines how teachers in three church secondary schools
in England responded to a Christian approach to pedagogy called Whar
If Learning. That rescarch has led me to believe that the main threat
to Christian education is a phenomenon that I shall call positivism. I
am going to argue that this is a threat to better learning in Christian

schools that comes from within as well as without.

What is positivism?

Positivism is not, to my mind, a belief system like atheism or Judaism.
Rather it is a mind-set, a way of holding beliefs which can be manifested
by atheists and believers alike. It’s a particular approach that people take
to the know]cdgf: that thcy believe thcy have gainf:d in their life. A clear
example of the positivist mind-set is manifested in the debates around
the tcaching of biblical creationism in Eng[ish state-funded schools.

To cutalong story short: since 2015 teaching creationism is banned.
The government position is that the requirement on schools to providc
a broad and balanced curriculum prevents the teaching of creationism
‘as evidence based theory in any academy or free school’ In a nutshell,
public[y-ﬁmded schools are not allowed to teach creationism as a sci-
entifically valid theory. The British Humanist Association claimed this
as a victory for its feach evolution, not creationism c:ampﬂign.2 This isan
example of a positivist mind-set, which assumes that what it regards
as truth (in this case an atheistic brand of evolution) is true for every-
one and can therefore be legitimately enforced on everyone. There is
no room for disagrecmcnt. In this mind-set, the purpose of education
is to convey true-truths to children and not to distract them by intro-
ducing them to scientific error. In this cxampic of atheistic positivism,
creationism, being considered to be a form of pseudo-science, is con-
sidered to be such an error. For positivists, the educational task is to
make sure everyone knows ‘the facts’’?

The previous paragraph dealt with an example of atheistic, scien-
tific positivism that treats concepts such as objectivity, certainty and
universally acknowledged knowledge, proof and facts as the norma-
tive ideals. It is a model of better lcnrning which rc:gards the scientific
approach as the gold standard and thinks that education should be about
promoting pupils’ understanding of rationally-justified, established
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knowledge. In relation to what we understand by learning well, it is
a ‘one-size-fits-all” approach that sees the professional task as identi-
tying the pedagogy that works using scientific research. The notion
that educational :tpproachcs should embrace a divcrsil:y of idco[ogical
viewpoints is anathema.

A popularised example of this mind-set is illustrated by the BBC
documentary series Chinese School, screened in 2015. In the adver-
tising for the program, it was claimed to be an experiment to prove
whether the British or the Chinese appmach to education works best.
The experiment was constructed around five Chinese teachers who
came to England to teach a group of 50 British teenagers in one school
in the ‘Chinese way. The other students in their year group were the
control group in the experiment and were taught by their usual teach-
ers in the ‘British way'. All the students took the same test at the end of
the experiment. The final program featured the announcement of the
results. The Chinese school won! The implication was that this scientific
experiment pmwed that Chinese tcaching methods worked best. The
British government is now talking about introducing Shanghai maths
into primary schools. This desire to prove by ‘scientific’ measurement
that there is the one way to teach that works for everyone, is a classic
feature of a positivist mind-set. Diversity is anathema. Positivism can
be summarised as a mind-set that knows without doubt what is true
and wants to ensure that everyone else’s learning is controlled so that
they come to know those truths. For positivists that is what secures
better learning.

By now you may well be wondering what all this about atheistic,
scientific positivism has got to do with lf:arning in a Christian school.
The clue for me came when I read a book review in a Christian newspa-
per around a year ago. In it two books were compared, one by a leading
atheist and one by a leading Christian. The reviewer’s main conclusion
intrigued me. Basically he argued that these two books were pretty well
the same except for their respective content of atheism and Christianity.
Both authors were convinced of the rightness of their own position
and the wrongness of the other. Both used evidence and argument to
prove their position was correct and their opponent’s was incorrect.
Both derided the intellectual f:li]iﬂgs of the other. The rcaiity was that

these two authors were both operating within the same mind-set, albeit
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from opposite ends of the belief spectrum. They were both playing by

the rules of positivism, which neither questioned.

Positivism and Christian education

In order to see the relevance of this 'msight for Christian education, I will
return to the research project mentioned at the start of the chapter. This
involved a year’s work with 14 secondary school teachers representing a
range of subject expertise from three church schools in England.* The
rescarch was designed to explore how the teachers interpreted the chal-
lcngc to teach in a Christian way having been givena brief introduction
to the What If Learning approach, which is designed to support teach-
ers in dcvcl{:ping 2 disl:irn:l:iw.[}r Christian pi:t:]ag-:)gj,r.S The researchers
worked with the teachers for an academic year, observing them teach,
holc['mg focus group discussions with their students, rcading the logs
that the teachers kcpt and interviewing them on several occasions. The
result was 14 rich case studies of teachers’ joys and strugglcs in their
classrooms that are documented in a book.? In the research we observed
many fine examples of teachers reshaping their classroom approach in
creative and successful ways in response to the challenge. But we also
unearthed a fundamental issue.

The issue was encapsulated by Dawn, a maths teacher who described
what she was being asked to do in the project as ‘weird; using the word
to introduce the What If Learning lesson to her class whilst also com-
menting to them that what they were about to do was ‘not proper maths.
Further on in the lesson, she told the students that she preferred Sjust
teaching you maths. She displayed a palpable sense of discomfort at
the idea of introducing Christian ethos into mathematics. In her final
interview, she described her experience of What If Learning as ‘shoe-
homing’ and ‘stmng-arming’ God into the mathematics lesson in a way
that is ‘not natural, violating what she regarded as her core professional
task, namely teaching mathematics. Her fear was that the approach
will degenerate into ‘just banging in a plenary’. Fitting Christian ethos
‘with somcthing as abstract as linear cqu;lti{ms' did not seem possiblc
or justiﬁable.

This reaction was nothing to do with antipathy on her part to the

idea of Christian ethos permeating school life as Dawn was the senior
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teacher responsible for this aspect in her school. Indeed, she was very
positive about the Christian pastoral and liturgical life of the school
and advocated, for example, that all lessons should begin or end with
prayer. Her hesitations were, it appf:arcd, down to a sense that the
integrity of mathematics was being violated by secking to teach itin a
distinctivcly Christian way.

This sense of weirdness was also expressed by Charlotte, a geography
teacher. In her case this did not appear to derive from concern about
vi-:}[ating the integrity of gcography; rather for her there was an issue of
profcssional pfdagagim! integrity. The heart of the matter seemed to be
that normally she would lead what she described as ‘completely open
conversation that takes whatever course it takes’ but in being asked to
teach ina distinctivcly Christian way she felt constrained by an obligation
‘to direct the conversation’ and felt uncomfortable that she was to her
mind ‘pushing Christian values. Possibly luridng beneath her discom-
fort was a sense that she was required to indoctrinate Christian values
in a search for conformity rather than teaching to promote autonomy,
which was her professional commitment.

Another dimension to this sense of weirdness relates to the percep-
tion that some of the teachers appeared to believe that teaching in a
Christian way requires felling students Christian truths in all subjects of
the curriculum. This felt over-the-top for most of our teachers; almost
too Christian amounting to, so to spcak, [cvcring in a Christian ser-
monette on sin and salvation between algebra and trigonometry. On
the other hand, we also unearthed a concern in the teachers’ minds
that their teaching might not actually be ‘Christian enough’ to satisfy
the designation of bcing éistinctivc[y Christian. As physics teacher
Paul pondered, ‘How explicitly Christian does the lesson have to be
to qualify as not tokenistic?; adding that "... there’s a sense in which
anything that doesn't see people becoming Christians isn't fulfilling
the ultimate mission’.

My conclusion from studying the rescarch data was the reason
for these teachers’ difhculties with being asked to teach according to a
Christian ethos was that they assumed that Christian faith had to be
taught in a positivist way. In other words, that it was all about telling
true-truths to pupi]s with a view to pf:rsuad ing those pupi]s to accept

these true-truths. In this view the perception appears to be that calling
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of the Christian mathematics teacher, for example, is not to teach maths
Christianly, but rather to use the secular activity of teaching maths to
proclaim Christian truth. In the end the teachers were deeply uncom-
fortable about operating within this positivist pﬂradigm because tf\.cy
regarded it as poor teaching and unethical to behave in this way in a
classroom. It neither honoured the signiﬁc:l.ncc and integrity of their
subject nor did it respect the pupils’ rights to freedom of belief or rec-
ognise the dive;'sity of viewpoints amongst the pupils, their families
and in the wider world. But for some reason thcy felt they were bcing
dislcy:tl to the Christian faith if thf:y didn’t put an cmphasis on the
positivist goal of persuading pupils to accept Christian true-truths.
They seemed to feel that they had to attempt to control what pupils
thought if thﬁy were going to honour the school’s Christian ethos. For
some reason they assumed that to be faithful Christian teachers they
had to be positivist Christians. This is to think in the same c011trolling
way as the atheists who want to ban any teaching which they perceive
as anti-scientific.

This led me to conjecture that the influence of Christian positiv-
ism might be widf:sprcﬂd, if the teachers in our project are in any way
representative of teachers working in English church schools. It seems
that they perceive it to be the normative, required position. This led

me to wonder where this perception comes from.

Where did Christian positivism come from?
A recent letter pub]ishcd in IDEA, the bi-monthiy magazine of the

English Evangelical Alliance, may provide a clue.” The correspondent
wrote: ‘If God is as revealed in the Bible and the Bible is the Word
of God, then the Bible is by implication inerrant. God is the God of
truth and cannot lie, so He is not going to give us as His revealed word
something that is untrue.’ The implication of this assertion is that the
correspondent’s interpretation of what any passage in the Bible means
can be assumed to be exactly what God intended; indeed, that it is
not an interpretation because the Bible always hasa plain meaning. [n
other words, the Bible gives us direct access to Christian true-truths.
When I was a teenager I used to attend a marvellous Christian

camp with a leader determined to be faithful to scripture. So he used
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to insist that all of us boys had a short-back-and-sides haircut on the
grounds that Paul had written in 1 Corinthians that it was a source of
shame for a man to wear his hair long. No argument. Now this was
in the 1970s when cveryone looked like hippics but, in his positivist
understanding, what the text said was plain. So you had your hair cut
or you were sent home. For me the difficulty as a young Christian was
not with being taught to live under the authority of the Bible, but with
the assumption that the meaning and signiﬁcancc of the text was never
open to debate. There was no room for divc:rsity. In this case positivism
led to inappropriate authoritarianism. As young Christians, we were
simply told the truth we should follow. Those who obeyed were seen to
be the excellent learners. Those who didn’t went home. Unfortunately,
we were not taught how to be good biblical interpreters ourselves. To
learn was to be told true-truths.

Christian positivism first emcrgcd as an issue for me when I was
studying for my PhD.* Asa teenage undergraduate, I had been inspired
by the writings of Francis Schaeffer, an immensely influential Christian
apologist who, in the second half of the twenticth century, challenged
the modernist assault on biblical Christianiry. I owe him a hugc debt
for his emphasis on the importance of Christian scholarship and for his
challenging of the secular modernist worldview. However, in returning
to his writing as a doctoral student of Christian education, I became
troubled by his appmach to lf::tming. As [ understood it, his phﬂnsophy
of education was that if Christians argued hard enough, the evidence
for conversion to Christ was compelling. Our task as Christian educa-
tors was, metaphorically, to get the non-believer with their back against
the wall so thcy had no option but to convert or dcspair. He called this
‘loving confrontation’ Diversity was not to be acknowled g-::d. Excellence
in learning was achieved by persuading our students of the true-truth.
Different interpretations were to be resisted, not accommodated.

When I reviewed the data from the research with our 14 teachers,
it took me back to my unhappincss with Schaeffer’s Christian positiv-
ism that was, I felt, reflected in the teachers’ anxicties about how they
thought thcy were bf:ing asked to behave as Christian teachers. Like
them I wondered how one can be distinctively Christian without a sense
of weirdness b-::ing gcncmteé thmugh compromising one’s integrity asa

teacher. The important question is, then, “To be faithfully Christian by
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living under the authority of the Bible does one have to be a Christian

positivist?’ Not surprisingly, my response is a resounding no!

Honouring the Bible as a critical realist

‘There are many biblical scholars who are determined to live under the
:Luthority of the Bible, but who do not take this positivist line.? Lcnsc[y
they can be described as critical realist in orientation, meaning that one
of the key features of their work is that they recognise that living under
the authority of biblical truth entails the fallible activity of human
interpretation. So God Cf:rl:aiiﬂy spcaks through scripture, but some-
times humans do not hear so well. The appropriate response is then,
accorc[ing to critical realists, not to treat my interpretations as bcing
of the same status as God’s word. Christopher Wright argues that this
shift also means no longcr treating the Bible’s :1uth-:)rit},r as like that of a
military sergeant major ba.rkjng orders at us. The Bible is not primarily
a source of true-truths for Christians to extract and imposc on others.
Rather it is primarily a narrative of God’s dealings with humans from
which we learn how to live as people of God."

This changc in perspective has hugc implications for how we con-
ceive of better [ﬁaming in Christian education."! Thcy can in part be
briefly illustrated from the story of one of the teachers in the research
project. Angela teaches Christian studies with 16-year-old students
who take a public exam at the end of the course. One of the modules
is on social issues around the end-of-life. In the research she focused
on teach ing a topic on assisted suicide. The usual question format in
the exam is for students to be asked to give three arguments for and
three against assisted suicide. ﬂngc[:t’s past practice had been to teach
her students to construct these arguments with the assumption that
the Christian view was against assisted suicide and that a secular view
was supportive of it. The three Christian arguments were supported
by biblical text.

In the course of the project Angela started to reflect on the per-
ception that her students were gaining of Christian ethics through
this approach. She didn't like the conclusion she came to, namf:ly that
Christian ethics is primarily concerned with winning arguments by

‘machine-gunning’ one’s opponents with Bible proof texts. Inspired
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by the work of theologian Luke Bretherton on the Gospel's teaching
on how Jesus handled ethical debates, she decided to take an entirely
different pedagogical approach.'” She took Bretherton’s key argument
that the G{:-spf:l writers primary response to ethical disputc was to
seck to offer Christian hospitality to one’s opponent and asked how
this biblical insight might shape the way she taught this contentious
topic. Instead of having students develop ‘three arguments for, three
arguments against: she sought out video material from individuals
who had first-hand experience of these very chaﬂcng'mg decisions and
set students the task of cxp[aining each of their points of view. The
rule was listen before you argue. In that way she hoped that students
would take away the idea that Christian ethics is not primarily about
winning arguments, but is prim:u'ﬂy about showing hospitahry to those
we disputc with in an attempt to reach a God-honcuring conclusion.
Only then did she allow them to undertake the ‘three arguments for,
three arguments against’ exercise.

Angela’s change of heart on her pedagogy exemplifies a shift from
learning framed by positivist Christianity to learning framed by critical
realist Christianity. Both appmachcs seck to teach ina way that honours
the authority of the Bible. However, the positivist way uses it as a source
of ‘true-truths ammunition’ for proving others wrong with the inten-
tion that the students should agree with the presumed Christian line.
In contrast the critical realist appmach recognises the different ways
in which scriptural teaching can be interpreted on a contentious issue
and prioritises a biblical approach to how we behave in the midst of
cthical disputes. Above all, the critical realist pedagogy does not seck
to control the students’ conclusions, whilst still acknow]c:dging that
the Bible is an authoritative source of God’s truth. However, it does
frame their learning experience within a biblical approach as to what it
means to learn well in Christian ethics. This transition enabled Angela
to honour the diversity of viewpoints in the wider world and changed
the focus of her lesson from persuading students to accept Christian
true truths to enabling students to think for themselves. Furthermore,
it offered hera way of bf:ing biblical in her te :Lching through refram ing
her pedagogy rather than through levering-in Christian content. For
Angc[:t, teaching Christianly no longf:r felt ‘weird’
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GROUNDING CHRISTIAN EDUCATION IN ITS CONTEMPORARY CONTEXT

9 Enhancing school culture
for better learning

Ruth Edwards

If there is a contradiction between whart's taught by the formal
curriculum and what’s taught by the hidden curriculum, people
always believe the hidden curriculum.

J Ortberg

hat students learn is not what the teacher has in the lesson
plan, but what they experience as real. At times, that may
correspond to formal curriculum content, but more often it
does not. This experiential learning is known as the hidden curriculum,
which arises from the culture of the school. Culture is the context, the
hidden curriculum is the learning, Culture is constituted of the unstated
assumptions, beliefs and values of all participants, leading them to act
in certain patterns, which are made visible through organisational
structures, relarionships, programs, routines and physical spaces. :
The hidden curriculum has been defined as the socialisation process
f:ofscl‘nc::oling“.2 The important point to recognise is that the hidden cur-
riculum is hidden. It is not the explicit rhetoric of teachers or mission
statements. It is the [f:am'mg that is inferred from the actions and atti-
tudes that students experience.
The design of a formal curriculum is based on beliefs about what

knowledge a society considers worthwhile. Of course, this varies across
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place and time. Since curriculum reflects values and aspirations, it is
usually political and contested.?

The hidden curriculum likewise reveals what a school values. In this
case 1t is imp]icit, not articulated. Because it is learned through lived
experience, it is more powerful and the learning is more permanent
than learning based simply on words or exhortations. Ortberg talks
about the hidden curriculum ‘leaking out’ through unplanned and
unprcmcditatcd actions. He asserts that: ‘If there is a contradiction
between what's taught by the formal curriculum and what’s taught by
the hidden curriculum, pcoplf; :\lways believe the hidden curriculum.™

Therefore, if a school community wishes to teach students to honour
Jesus Christ, it is of utmost importance that its culture is authentically
Christian and truthﬁlﬂy reflects the articulated I:hf:ology or Christian
perspectives formally embedded in syllabuses or school structures such
as chapcl or pastoml care. Simi[:trly, if a school has a denominational
identity such as the name X Christian College, or Y Anglican School or St
Zs Catholic Primary School, what students learn from the culture, that
is, the hidden curriculum, will be interpreted by them as Christianity,
giving them false concepts of the faith if the culture is inconsistent

with genuine Christianity.

The purpose of education

The central role of schools is education. At its heart education is fmding
into a way of life.” It develops skills and knowledge that equip students
to live in their world and, Christians may add, to live in God’s eternal
kingdom. For Christian educators there are two levels to education.
The first is to facilitate students to become competent adults in their
society. The second is to facilitate them to recognise Christianity to be
a relevant and mf:aningful way of life.® When these two aims conflict,
dilemmas are created.

Both the formal curriculum and the hidden curriculum are based

on values:

Before curriculum builders can answer ‘What's most worth
knowing?’ we have to know ‘For what?'.. Most of us would
come to similar conclusions as our great philosophf:rs and
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spiritual leaders: education should help us become wise and

good pe oplc.?

The Bible gives Christians a definition of ‘wise and good’ people.
That definition must guide all Christian teachers. It should be explicit
in the educational philosophy of Christian schools.

“Wisdom' is the fear of the Lord. This means having a right under-
standing that we are creatures in God’s world and responsible to him
for how we live in it. Godly wisdom is interwoven with faith. Faith is
always expressed in actions, as the classic reference to Abraham shows:
‘By faith Abraham obeyed ... he went out® This means that Christians
do (i.c. behave and act) what God wants because they have faith in him.
So wisdom intrinsically means putting knowledge into action; it is not
an intellectual state but is ‘exercising (doing) discernment’”’

‘Goodness’ is loving God with heart, mind, soul and strf:ngth and
loving our neighbours as ourselves. It is treating others as we would like
to be treated ourselves."” To do these things effectively entails knowl-
edge, not just theological knowledge but knowledge of the world into
which God has placed us. So all knowledge disciplines in schools have
value because they enhance the ability to be good and wise.

If we wish the end result of our educational efforts to be wisdom
and goodness, made effective through having a sound knowledge of
the physical, social, creative and spiritual worlds, then it is important
that the hidden curriculum teaches this. That means that the culture

of the school must be consistent with these aims.

Shaping a Christian culture

Culture is not the explicit mission statements that school managers talk
about. Those are what Alvesson calls ‘hyperculture’'! We could simply
call it the ‘hype’ which makes people feel good about their educational
choices. Actual culture is what really happens away from the rhetoric.
The actions that shape culture are closely linked to people’s educational
priorities, their specific interpretations about school routines and col-
leagues, and their views about students and pedagogy.

Culture is self-perpetuating and therefore it is dithcult to change.
When people join an organisation they are moulded into conform-

ity to its culture, often without any conscious decision. If the culture
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seems to be working or matches some of the newcomer’s own beliefs,
s/he will behave in ways that fit in and even will modify previously held
beliefs which appear to be inconsistent with his or her current mode
of professional operation. This applies to school leaders and to other
employees in equal measure: it is myth that a strong leader can march
in and transform a culture.’?

Cultural change requires that a critical mass of participants simul-
tancously alter their beliefs, values and habitual actions. The lever which
may precipitate such a changc is tﬁuching even decper beliefs. Two
potential such levers are teachers’ professional beliefs and teachers’
Christian beliefs. When there are clashes between the school’s articu-
lated public values and actual experienced culture in these two realms,
teachers are liable to be frustrated, either pmfcssiﬂnaﬂy or spirituaﬂy,
and so will be open to making changcs. Indeed, they will be nctivcly
pushing for changf:, if the message of the hidden curriculum under-
mines commitments they hold deeply.

Of course, there is a strong argument that best professional teacher
practice corresponds to applying Christian virtues to education in all
the areas of epistemology, pedagogy, management and relationships.
Such virtues are integrity, altruism, justice, truth, honesty, respect, dili-
gence, humility, discernment.

At the very least, the two realms of professional beliets and Christian
beliefs interrelate with each other, each pr{woking and stimu[ating the
other. Committed Christians can use this nexus to help others to con-
sider changes which will bring school culture into better alignment
with Christian ideals.

I have identified ten domains of school life in which there may be
conflicts between a purportcdly Christian idf:ntity, with its goa] of learn-

ing goodness and wisdom, and the message of the hidden curriculum.

1. Christian culture & values

It is usually assumed that in schools with a denominational or Christian
idf:ntity, good values based in Christiﬂnity will be practiscd and incul-
cated into the students. However, in many cases, there is nothing
particularly Christian about the values at all. Most schools, including

state ones, share some universal values which may historically have
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derived from Christianity, but which now have evolved into generic
democratic values of respect and decency.

Problems really arise for a so-called faith school, though, when its
culture endorses values which are actually unchristian. A common one
is associated with charity drives which, unlike true Christian generosity
that gives in secret, are pr{:-mntf:d as competitions to earn house points
or carn prizes. ‘School pride’ can encourage snobbery and conceit.
Families may treat education as an instrument of blatant material-
ism, a means to gain moncy and power. Pastoral care can be reduced
to programs, while the more wcighty markers of Christian love, such
as individual care, understanding and encouragement are neglected.
Students may perceive favouritism given to church families or to peers
who idcntify as Christians. Then it can appear that honcsty or spirimal
doubt excludes them from God’s love.

In addition, often indcpcndcnt schools expect much of teachers,
but give them little in the way of Christian care in return, an inconsist-
ency with signiﬁcztnt ramifications for their interactions with students.

Of course, many denominational schools live out Christian values
very well; it is one of their most attractive qualities. But not all do. When
secular and humanist values take over or, even worse, are presented as
if they are the essence of religious faith, what students take from the
school is a hidden curriculum presenting a deficit model of Christianity.

2. (hristian culture & the academic curriculum
As previously noted, Christian educators have two broad educational
goals. The goal of encouraging students to respect Christianity as a rel-
evant and meaningful way of life can casily be neglected. If a dichotomy
develops between spiritual knowledge and the claims that only knowledge
in the academic discipiincs is valid and provablc, then rcligious under-
standing is marginalised into the category of feel-good superstitions.
Academic ]m-:awlf:dgf: itself can be subordinated to the technical
success of passing exams so that students never internalise their studies
to develop personal meaning. Academic success can be so glorified that
holistic human development is suppressed. Sometimes schools swing
to the opposite extreme: they do not meet the goal of equipping their

students for mainstream society, but instead indoctrinate them into
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narrow religious views, or emphasise social or spiritual aspects to the
detriment of good academic outcomes.

By contrast, a consistently Christian school culture will value
high qualjty education, inrcgral:ingaﬂ aspects and subjccts holisticaﬂy,
stimulating students to think, equipping them to critique popularist
assumptions, valuing all truth as God's truth and encouraging a faith
which is expressed by loving God with their minds."

3. Christian culture & religious education

Rcligious Education needs to be well taught, meticulousiy programmed
like other subjects, integrated into the curriculum, rational in its
empbhasis, assessed rigorously, resourced properly and taught by com-
mitted Christians with strong pedagogical skills who themselves are
immersed in Christian l:hinking. Otherwise, 'mcvitabiy, students will
consider that Religion is second-rate knowledge, irrespective of how
many public pronouncements are made about the importance of faith.
Religious Education also needs to be given the same time allocation as
other subjects, as Roman Catholic schools always manage to do and as
Protestant ones, for some reason, always fail to do.

If students are not to be turned off by non-educative indoctri-
nation, they should be encouraged to explore varied religious and
non-religious interpretations of life, presented within the framework
of a clear Christian worldview, which values truth, is self-critical and
is respectful."

There are different theological views about salvation, but the
classroom is not the place for using positional power to force faith

commitments which will later cvaporate.

4. Christian culture & chaplaincy
Schools have differing models of chaplaincy, with local ministers, dedi-
cated ordained chaplains or even the whole staft filling the role.
What is essential, regardless of the model, is that those publicly
identified with the Christian church live out the faith authentically and
challenge unchristian priorities. Chaplains should be publicly endorsed
as Christian leaders and contribute to executive decisions. They should
be effective educators who win respect and are able to make meaning-
ful connections between Christianity and contemporary life, both in

their pf:rsonal interactions and in pub]jc worship SCrVICES.
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Christian worship is a fraught area because most of the student
participants will not have a faith commitment. Therefore services need
to be appropriately missional without forfeiting the opportunity to
expose students to the richness of Christian [iturgy, an experience even
more central in this visual and experiential era, and which has been a
pathway into active Christian engagement for many.

Unthinking repetition of the formulae of the past, sermons which
do not cicariy articulate the Christian gospf:i, moralistic talks ignoring
the person of Jesus Christ or reinterpreting Christian worship as a social
celebration of school cohesion or of sporting triumphs will all give a
message that Christianity is merely an irrelevant ritual. Conversely, dense
doctrinal theologising will pass over students” heads or lead those who
understand and are approvcd to self-satisfied Pharisaism.

Finally, if Christianity is important, chapf:i will be compulsory
for all members of the school. Once people can opt out, the message
of the hidden curriculum is clear: our principles about religion take

SﬁCOﬂd PiIlCC to yours.

5. Christian culture & sodialisation

]dcnﬂy a Christian worldview will rich[y inform all poiicics, dai]y prac-
tices, organisational structures and relationships. When this happens,
while there may be little directly religious talk, everyone is socialised
to Christian ways of thinkjng and living, unobtrusively but meaning-
Fully applicd.

But positive expression of Christian spirituality can be undermined
in many ways. Instead of faith being a relevant and meaningful way of
life, it is too often the case, cspcciaﬂy in iong-cstab]jshcd schools, that
it is a marginal activity, confined to arcane chapel rituals, or used as an
embellishment to ceremonial occasions. Frequently truths about Jesus
Christ are rarely referred to, leaving the impression that spirituality is
no more than ‘bf:'u}g decent. Sometimes references to Christian moral-
ity are used to shore up purely expedient local regulations. Supposedly
Christian schools may so conform to this world, that materialistic, self-
centred, secular philosophies of life dominate their culture.

Then there are those ultra-Protestant or conservative Catholic

schools where the presentation of faith is uncompromisingly dogmatic
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and rigid, with religious references forcibly inserted through simplistic
proof-texting or formulaic doctrinal assertions.
Both of these extremes teach a hidden curriculum of spirituality

which is far from the balance, bcauty and incarnational engagement

of Jesus Christ.

6. Christian culture & community

Independent schools present themselves as places of belonging. When
Christian ethics underpin communal life, a sense of community is a
strong, attractive and powcrful witness. It binds students and their
families in loyalty to the school, opens them to considering the claims
of Christianity and is a valuable marketing tool into the bargain. Such
genuine community will be marked by the fruit of the Spirit — love, joy,
peace, patience, kindness, goodness, faithfulness, gentleness, self-control.”

It is, however, very hard to achieve when non-Christian members
of the school do not value these qualitics, or when Christians them-
selves, especially those in leadership positions, do not exhibit them.
If such attitudes are only demonstrated sclcctivcly, divisive and frag-
mented subcultures arise between departments or between different
religious factions.

There is a fine balance to be achieved between respecting diver-
gent religious opinions and allowing non-Christian ideas to undermine
communal Christian virtues. All dcalings with families should be
rcspcctful and caring, cngen&cring a genuine experience of community
and inclusion. The Christian basis of community should be explicitly

articulated to them.

7. Christian culture & enrolment policies
[tis important that enrolment policics confirm the Christian character
of the school and enable families to participate in it. This is an area of
contrasting approaches among Christian educators. These are duc to
different educational philosophies, such as whether the school is seen
primari]y as an extension of the Christian home, a p[:u:t: for outreach
into secular society or as a valid social institution in which Christians
should engage.

Nevertheless, some principles can be applied to all schools.
Expectations need to be clear before enrolment forms are signed; par-

ticipation in Christian activities must be -::ompu[sc-ry if the school is to
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maintain its distinctive identity; personal beliefs of enrolling families
should be treated with respect; and there should be consistency and
transparency with no special deals. If a student cannot be enrolled in
gcmd conscience, this should be cxpiained clf:ar[y and he[pfuﬂy. Once
a student is accepted, what has been said must be acted upon so that

the h-:::-nf:sty and integrity of the school is uphdd.

8. Christian culture & principalship

If the principal of a Christian school is not committed to following
Jesus Christ there is little hope that the hidden curriculum will endorse
Christian wisdom and goodness. The role is absolutely critical in deter-
mining priorities, managing staff and modelling Christian behaviour.
Knowing Christian doctrine and talking about Christian faith is not
f:nc:ugh. It is imperative that the principal also implcmcnts a sound
Christian-based educational philosophy, treats people well, encour-
ages chaplains and Rcligious Education teachers cﬁcctivcly, chooses
staft who can implement Christian goals and demonstrates winsome
servant leadership in all aspects of the work.

When schools choose principa!s who do not have these priorities,
it is not long before the culture is marked by rc[igious nominalism,
managerialism or sterile professionalism, with Christian proclama-
tion, virtues and relationships taking second place. While principals
cannot change an entrenched culture casily, they are the single biggest

influence on it.'

9. Christian culture & staff

While gender is often the preoccupation of research on the hidden
curriculum, even more important is the hidden curriculum of rc:ligion.
It will leak out’ thmugh the actions and attitudes of teachers. If staft
members are to encourage students to respect Christianity as a relevant
and meaningful way of life, both employment policy and professional
development need consideration.

First, the ideal is for every staff member to be an excellent teacher
and a committed, well l:hought out Christian. Of course, in rcu.]ity,
schools have to employ human beings who, by definition are sinful and
who are in various stages of spiritual growth. This should not prevent
them giving strong positive W-::ighting to ﬂppiicants who can under-

Stﬂﬂd i]ﬂd IidVﬂﬂCf! Christian goais. ﬂlﬁ[ﬁ arc dl":]WbﬂCkS to mandatcd
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theological treatises for applicants, which can put off capable Christians
or be manipulated by shrewd applicants, but more than vague references
like ‘supporting Christian ethos’ is required. Perceptive questioning at
interview is an art which Christian leaders need consciously to dcvciop.

Conversely, employing fine Christians who are poor practitioners
1S countcr»pmductivc. If a school is good at prosclytis'mg but poor at
educating, it misleads those who entrust their children to it.

Second, teachers need ongoing formal and informal opportunities
to better understand Christianit}' and the practice of Christian educa-
tion. Thcy should be c:)cplicitly shown how to deal with &ivcrsiry within
a Christian worldview and should collaboratively explore positive ways

of modelling Christian behaviour and explaining Christian concepts.

10. Christian culture & mission statements
One opportunity for enhancing school culture which is too frequently
ncg[ectf:d is the school motto and mission statement. While these remain
as ornaments on crests or links on websites, they have little impact.
Instead, a meaningﬁli Christian motto and mission should be the
guiding basis of all school life and used as the measure of all peiicies
and f:vcryda}r actions. A good, usable mission statement is not bland
motherhood assertions, but is clearly related to Christian theology and
principles, is relevant for contemporary life and is incisively worded.
To have impact it will be referred to frcquendy, applicd c!car[y and
used in all strategic planning and publicity.

Conclusion

When a school culture is marked by positives in each of these ten
domains, overt Christian messages will be positively reinforced by the
hidden curriculum.

To move Christian schools closer to this cultural ideal, leaders will
engage in informed change management. This is a complex, nuanced
process of awareness raising, which addresses deep levels of organisa-
tional assumptions. Effective changc agents listen carf:ﬁjﬂy, enunciate
mcaningﬁﬂ narratives and model new behaviour, all of which unite
coherently to build different corporate attitudes and actions. 'ﬂlrough

listening they understand what resonates with stakeholders’ dearly held
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professional or Christian beliefs and can make connections between

these and the desired cultural shift.

Ultimately, culture and its corollary, the hidden curriculum, change

when all participants changc the beliefs which inform their habitual

actions and attitudes. That happens when change agents are authentic,

consistent and ‘appca[ to hearts and minds."”

When both explicit and implicit learning is genuinely Christian,

then lcaming will be transformational through the renewing of minds."®
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GROUNDING CHRISTIAN EDUCATION IN ITS CONTEMPORARY CONTEXT

10 Evaluating your school’s
culture: practical
applications

Ruth Edwards

ulture by its very nature is implicit and nuanced, so it is not
susccptiblc to statistical aﬂalysis. Black and white ﬁgures may
mislead through assumptions about their meaning. The fol-
lowing suggestions are based on qualitative research methodologies
which are at the heart of cultural research.
Those interested in investigating the hidden curriculum need to
be careful not to define it through the interests and prejudices of a
few individual students. Dniy when perceptions of normal behaviour
are consistent across a group is there any certainty of a reliable trend.
The following are some suggestions as to how a teacher or school
may audit the hidden curriculum. I focus parti-::ularly on ideas which
an interested teacher may wish to explore, before perhaps requesting

the school leadership to look into it more deeply.

How intensively can you inquire into culture and the hidden
curriculum?

I suggest three levels of inquiry:

First, anecdotal inquiry. This could be undertaken by an indi-

vidual being intentional about conversations and observations.
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The danger is that data may not be extensive enough for valid con-
clusions. However, anecdotal inquiries are a starting point which
often identify areas for more intensive research, and which can be

USCd as lf:Vt‘.I"dgC EDI' cnceumging iﬂﬂdC[S to ll['l(;f:l'takf: thf: next ICVCL

Second, informal inquiry. This is a more extensive investigation
with a large enough number and variety of participants to estab-
lish valid trends. It may consider a whole year group or target a
representative sample of different ability levels, interest levels and
age levels. It will use at least two methods for collection of data,
perhaps student comments and staff observations, or questionnaires

supplemented by focus group or individual interviews.

Third, systematic inquiry. Inquiry at this level will need to be
activc:[y driven by the school lcadcrship. It involves comprchcnsivc
data collection across all year levels, and input from students, parents
and teachers. It is best undertaken by an outside analyst or team
who can conduct interviews and focus groups without appearing

to represent any particular position or power group.

How can you bring to light what is hidden?

The simplf: answer is to ask! Ask students, ask staff, ask parents. But
not so simple, is how you ask. This is critical for getting accurate, valid

information.

First, ask students about themselves in a way that gets accurate
information. Student responses to surveys are notoriously unreli-
able because the kids are often simply not interested in doing the
survey scriously and frequently are presented with it in compro-
mised, rushed or incompatib[c settings. Moreover, in respect to
culture which is a corporate phenomenon, individual responses
may be mislcading and oniy reflect the idiosyncmsif:s of the par-
ticular participant. Honest, thoughtful answers will be given only
if participants trust those requesting information and trust that

their responses will not be used against them.

Therefore, my recommendation is that student responses be gained

through indirect questioning in a natural setting, and preferably in
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a group situation. Pastoral care groups, home room groups or Civics
or values lessons are places where questions about students’ experi-
ence of the culture and hidden curriculum would appear natural. It
should be treated as seriously and given as much time as any normal
comparable classroom activity. Ideas and explanations need to be as
fully explored and clearly documented as possible. Students could
present their ideas in formal oral presentations, reports or graphs
which draw on skills rcquircd by curriculum, thus integrating the

knowlf:dgc and also gIving it Seriousness and V:Llic[ity in their eyes.

Second, ask teaching staft about students without extrancous
matters being involved. Intentional elicitation of their observations
about student responses and interests, about their own priorities
and about how thf:y perceive Christianity bcing cxpn:sscd at the
school, reveals much; sometimes what is not said is as significant

as what is said.

Staff members will only respond fully if there are no power relation-
ships involved. This can be done through talking within your own
network, with the obvious disadvantagc of possiblc bias. Parental
complaints or comments can be seen as trigger points to explore
why teachers have acted in certain ways, and what assumptions
or misunderstandings on both sides may underlie conflict. When

fl.SSlll‘nptiDl'lS arc Fll'tiClliIltt‘.d, you arc gﬁttil’lg ClOSC to l'ﬁﬂ.l Cultll['f:.

Anonymous surveys can be useful to identify areas of tension or
disharmony. They are most useful when Professional Learning time
is given to fill them in, so that a good take-up rate occurs. Surveys
should give opportunity to comment and explain. Follow up dis-
cussion in safe circumstances where teachers can cxplain their
perceptions without danger of disapproval is invaluable for both
understanding and gaining ownership of any changes. A template

is suggested below.

Third, listen carcfully for reasons behind presenting parental
comments. Listen to what they say in P & F settings, parent-teacher
interviews, complaints, suggestions and informal discussions. Look
for the reasons underneath the presenting comments. This shows

where r,hcy are ‘coming from’, and indicates assumptions, beliefs
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and cultural expectations or experiences. Especially consider any
descriptions of how their children react to school situations. Surveys
and focus groups can be informative, but sample size and breadth

of representation are critical.

How can you find out what students experience?

In this section I deal only with students, but the ideas could be adapted

for other groups.

First, anccdotal inquiry. An approach at this level would be fora
teacher to raise some of these issues with students with whom s/he
has a good relationship, perhaps when the content of a lesson lends
itself to the issues, or simply in informal conversation. Supplementing
this would be thoughtful observations of how teachers act and the
preoccupations they talk about, and student reactions to the sort
of situations raised in Chaptcr 9. For frxamp[c, discussions about
academic attitudes might spring out of preparations for standard-
ised testing or school exams; discussion of specifically Christian

idcas COU_ICI takf: 'llp comments StlldCl’ll'S ﬂ’lﬂkﬁ about Ch‘.lpf![ or RE.

Second, informal inquiry. One approach would be to encourage
groups of students, preferably those who feel comfortable together,
to discuss scenarios that reflect the overt values of the school. Some
samp[cs are given below, but variations are best devc:[oped in the
context of the school, perhaps focusing on potentially controversial

areas alrc:ady identified th:ough anecdotal inquiry.

Third, systematic inquiry. A systematic inquiry would build
on the suggestions for the other levels, but be a whole school or
whole section project, with time allocated to it, and teachers with
the skills and interest, given time to prepare groups sessions and
questionnaires, to brief participating teachers and then to analysc
results. It would also include perspectives from parents and staft

a.nd pOSSiblY SChOOi £0oVCrnors.
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Sample scenarios for informal or systematicinquiry into student
perceptions

These sample scenarios are based around the ten domains identified in
Chapter 9. These should be adapted to fit the priorities of the school
and of the teacher doing the inquiry.

Allow students adequate time for exploring each scenario. I is
the discussion around the ‘why’ which is most likely to yield insights
into what students see as normal behaviour at the school. Any teacher
running this sort of inquiry will need to concentrate hard, take notes
and gently probe students to bring out exactly what they mean and

examples that influence their views.

Running a scenario-based discussion. Give students some
background about the purpose and importance of the discussion.
Exp]ain that thﬂ}’ need to discuss each scenario (or the ones the
teacher determines to be focus areas), work out what most of the

group think and the reasons for this.

Inquiry question for each scenario: Would this be an odd or a

normal thing to happcn in this school? Why?

Values

A class member who is not a Christian talks positively to his
mates about a Christian teacher.
A class member with family problems shares them with adules

or senior mentors WhO are not part 'thiS;‘th[ fl’lfl’ldshlp gl'OLlp.

Academic

A class member gets very depressed or feels bad because s/he
doesn’t do well in the exams.

A class member feels confident to ignore teasing from his/
her mates and spf:nd extra time with staff getting on top of

dithcult topics in a subject.
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Religious Education

A class member prefers to attend Religious Education (RE)
class to h:wing their music lesson or setting up for asscmb[y.
A class member spends as much time on an RE assignment
as a maths one.

A class member argues an atheist viewpoint in an essay and

gets high marks.

Chapel and chaplains

Some class members defend the chaplain and what he said in
a chapel service when others criticise it.
Class members argue together about the value or purpose of

the Christian tcach'mg prf:scntcd n chapcl.

Socialisation

Class members bring up Christian views in a History, English,
Sports or Art lesson.

Some class members pretend to attend church often at the
time of prefect elections.

Some class members say that the most important l:hing in life

is to earn hcaps Of monecy.

Community

Class members act kindly in the playground to somecone whom
they don't know.
Class members arc keen to share with their pastoral care group

something important that has happened in their family.

A tCﬂ.ChﬁI’ RPOngiSCS to a studcnt f{}[ 1 mistakf: thﬁ mﬂdf‘:

disciplining him/her.
Principalship

The Principal teaches Religious Education.
The Principal leads or preaches at the chapel service.
A student comp[&ins to the Principﬂl because there was too

much talk about Christianity na history class.
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Staff

A teacher of a non-RE class makes comments about C]n’istianity
that the student finds interesting.
Some students make fun of a Christian teacher because s/he

is hopeless at explaining the work.
Motto/mission

The school motto or mission is referred to by house leaders.
The school mission is discussed and cxplaincd in civics lessons/

chapel/pastoral care group.

Some open-ended questions for student discussion

What teacher here would you want to be like? Why? (This
indicates the image the teachers project, values and behaviour
that students find admirable, and may indicate who has what

influence.)

Is time spent on chapel the best use of time? Why? (This should
bring out student priorities and whether chapel engages them

at all, or what aspects do, if a proper discussion gets gﬂing.)

Which students get treated best at this school? What makes
you think that? ('This shows any implicit favouritism.)

In this school, would it be better for a student to cleverly
download some material for an assignment and get a good
mark or to slog through it himself to onJy get an ordinary

mark? (This shows attitudes to the academic curriculum.)

Would you feel like recommending your friend/cousin be a
Christian like the Christians in this school? Why not? (This

shows how thc:y perceive Christian students and staff.)

Questionnaire for staff

These are sample questions for a simple Yes/No questionnaire based
around behaviour and values of teachers. Vary and develop further
questions for your context and priorities. Then use the results as a

Spl'i_ﬂgbﬂﬂi'd to Pl'OiJC ful'thﬂ[.
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- Doyou talk informally with students about their family, friends
or interests at least once a week on average?

- Do you feel confident that there are people among your
colleagues who understand your stresses and support you
practically?

- Are there certain types of students here who receive particularly
positive treatment?

- Are there regular connections between chapel ideas and your

own interactions with students?

- Isahigh ATAR and a good career the main aim of this school

for its students?

- Concluding open-ended question: Are there any comments
or explanations you would like to make about the values or

culture of this school?

Conclusion

There are few simple answers to the hidden curriculum but it you don't
ask, you will not even begin to know. Please contact me if you would

like me to facilitate a cultural review of your school.

Ruth Edwards: redw7191@uni.sydney.edu.au
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11 The uncommitted and a
school’s Christian stance

John Collier

.. whatever is true, whatever is noble, whatever is right, whatever
is pure, whatever is lovely, whatever is admirable — if anything
is excellent or praiseworthy — think about such things.

Philippians 4:8

ny educator in Christian schools can assume that many of
those whose children come to our schools have this question
in mind: Why bother engaging with the school’s Christian
stance? This chapter suggests what might usefully be conveyed to them.

What thinking might be behind this question?

The question may proceed from the notion that religion is outmoded,
irrelevant clutter. To many, religion is mostly about being good, and as
one can be good without religion, it seems to them to have no place.
Others see rcligion as a collection of boring lit‘urgif:s and rituals, which
may have been mf::tn'mgﬁll in the cighl:ccnrh century, but have little to
say in the twenty-first century. Others, perhaps influenced by the New
Atheism of Dawkins, Dennett, Hitchens, Harris, Onfray and Grayling,
have accepted the proposition that religion is toxic; after all, it starts
wars, doesn’t it? (My answer as an historian, is no, it doesn’t, or not very

much - the causes are mostly political, economic and social, although
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these can be masked because factors can coalesce around the veneer of
religious tribal loyaley!)

Some argue that within a pluralistic society, to advance the notion
that any belief system is true is offensive. This relativistic position is not
one by which any of us can actually live; maintainingand living in accord
with some beliefs is necessary to actunﬂy function in the real world.

Still others maintain that religion is essentially a private matter,
which has no placc intruding into the public square. Some take the
ostensibly noble position that children should decide these I:hings for
themselves, forgcrting that without information and perspective, children
are simply left with the default secular humanism which is the main-
stream, often unexamined, cultural norm of our society. In fact, secular
humanism presents itself as neutral, whereas it is anything but, positcd

ona hOSt Of’.:ISSlll’llptiDl"lS, Whl{:h arc 0&61’1 lHlCXFll’lliﬂf!d b':{ w¢ deCfﬂS.

What place does scholarship have in authentic Christian
education?

Christian schools vary considerably, so it depends a lot on the school
under consideration. For argument’s sake, let us assume it is not a fun-
damentalist Christian school, but rather an open and inclusive school
that welcomes students and families of all Christian denominations,
of other faiths, and of no religion. This comprises many Christian
schools. Such schools generally accept and respect that ideas are con-
testable, and that different people will form different views. They do
not seck to indoctrinate, but rather to engage students in deep ques-
tions about meaning.

A few people may still argue that the role of schools should be
restricted to teaching the ‘3 Rs. This view is outmoded. Increasingly,
schools are vﬂlagf: centres, mark-::tplaccs for discussion of ideas in shaping
the young. Their mission is more than producing disconnected intel-
lectual achievement, vital though that be. Rather, it is to seck to invest
holistically in young people’s lives.

Such schools have a deep respect for scholarship. For this reason,
their presentation of Christian faith secks to be robust and well informed
by biblical sclmlarship. Their use of the Bible relies on an u:}dcrstand'mg

that it comprises various genres; their approach to historical works will
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differ from an application to poetry, metaphor, allegory and symbol; they
will not force the latter categories through the grid of literalism. Hence,
they seck understanding, meaning and valid, considered application.

What of other religions? Such Christian schools are open, not
closed. The curriculum at various points explores other faiths, and other
philosophies. In doing so, they seck to present them in their fullness,
not in caricature.

Such schools want students to think deeply and to critique ideas.
Some will adopt a Christian position, while others will not. That in
the end is their choice. Such schools want their experience of Christian
thinking to be authentic, in the sense that the ideas presented are well
thought through, allow students the opportunity to examine conflict-
ing ideas, and to respectfully put contrary arguments in an appropriate
manner.

Schools so described have a high view of learning and the exalted
place of the study of the whole universe, broken down into the academic
disciplines, in a sweeping conception of what it is to be human. This is
expressed beautifully by the apostle Paul in his letter to the Philippians:
... whatever is true, whatever is noble, whatever is right, whatever is
pure, whatever is lovely, whatever is admirable — if anything is excel-
lent or praiseworthy — think about such things. (Philippians 4:8). This
is a veritable charter for quality education, flowing from a Christian

cpistcmology and a Christian aesthetic.

What place do values have in authentic Christian education?

Central to such schools’ ethos are our Christian values. These are well
f.:xprcssed in the words of the apostlc: Paul in his letter to the Galatians:
love, joy, peace, patience, kindness, goodness and self-control. (5:22).
Who indeed does not want these values uphcld? An important aspect,
then, of Christian education is character education. However, contrary
to the expectations of some, such schools do not sever Christian values
from Christian beliefs, believing that the values without the beliefs will
not thrive for 1011g. My view is that history supports this contention.
Christian education is therefore about rather more than simply
being nice’ At its best, it encourages the development of a world view

which secks to think coherently about the whole cosmos. It encourages

139



140

j BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN CHRISTIAN SCHOOLS

students to think for themselves, as the apostle Paul urges so strongly
in Romans 12:2:'Do not conform any longer to the pattern of this
world, but be transformed by the renewing of your mind.” Applying
this to the world of the teenager is an encouragement to think outside
the strictures of peer group conformity.

Part of our quest to make Christian education authentic is to
ensure it is grounded, that is, it is expressed in more than words; in fact
acc-:::-mp:mi-::d by actions. For this reason, such schools seck to equip and
encourage students to serve, knowing there is a great lineage of those
who have served asan expression of Christian faith, right through from
the Salvation Army, Wilberforce and the slavery emancipation move-
ment, Elizabeth Fry and Lord Shaftesbury in prison reform, Florence
Nightingalc and the provision of medical care to soldiers and, on our
own shores, Caroline Chisholm and the shcphcrding of convict women.
While those of us who know our history will be aware of such 19th
and twentieth century antecedents, and of the Christian social work
of Anglicare, Caritas, World Vision and the Salvation Army, to name
just four of them, many will not be aware that the largest providers of

social welfare in our society are still the Christian churches.

What place does knowledge of culture have in authentic Christian
education?

Authentic Christian education assists our students to understand the
culture from which they have emerged. Although Western society is now
very secular, this is a dcvclopmcnt which has only been prcdominant
since the second half of the twentieth century. Prior to that, Western
civilisation for 2,000 years has been shaped by Christian concepts. It is
not possible to understand a vast range of literature, history, philoso-
phy and scientific endeavour without 1mdcrstanding Christian doctrine
and its impact on civilisation. Any failure to acknowledge this impact

is akin to ds:vcloping cultural amnesia.

In conclusion ...

Many of our students bring to school considerable negative feeling or
even prcjudicc against Christian faith. When unpa-::kcd, their views

are often reactions against the failings of organised religion, atrocities
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committed in the past in the name of God (Medieval Crusades feature
largely) or a response against what is often a stunted understanding of
Christian teaching. Rarely is their reaction against properly understood
Christian teaching or against the life, work and teaching of Jesus; more
commonly, it may be against the failings of individual Christians or
institutional Christi:mity. What we hopc thcy will do in their journey
through the school is to examine these assumptions. If we expect that
of them, those of us who are entrusted with teaching them, whether

tﬁﬂChC[S or pi’lICﬂtS, can hﬂl’dly dO lESS.
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12 Integrating academic
knowledge and

life experience

The twin classrooms

of deep learning

Peter Wilson

You never know how much you really believe anything until its
truth or falschood becomes a matter of life and death to you.
C S Lewis

stood before an expectant group of over one hundred teenagers,
average age 16 years old. This was my first opportunity to share
with them publicly since my wife’s death. With some trf:pidation
but a deep sense of conviction I had chosen to reflect as follows on that

journey with them:

Over thC thSl'. WC]VE months I hElVC bCEl’l in two diﬁrﬁrﬂﬂ[ c]assrooms.
One hﬁ.S bﬁﬁﬂ thE at SChOC}[ II.Ild thC O'Ehf:r hEIS I}CEH EhC Cancer
Care Centre. In Clﬂ.SS Wwe hﬁVﬁ bCﬁﬂ EXPlOl'iﬂg l'.hf: blg qllCSti.Dl"lS

that every religion and indeed every human being secks to answer.
Qlir:stions such as:

What is the meaning of life?

Why is there evil and suﬁ‘cring in the world?

Is there life after death?



144

j BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN CHRISTIAN SCHOOLS

Is there a God?

At one level such discussions can be simpl‘},r phﬂ-:}sophicai and aca-

demic. But for me they have become acutely personal and compelling,

Author CS Lewis wrote two books around the theme of pain and
suffering. The first, The Problem of Pain, addresses these issues from
a theological and philosophical point of view. The second, A4 Grief
Observed, addresses them in the context of the death of his wife
from cancer. They are very different works. One is intellectual and
analyricai. The otheris gut wrf:nchingly frank in its wrf:stiing with
the depths of grief and loss.

Today, I want to examine these questions in the light of my own

experience of grief and loss.

To begin, I offer you a quote from CS Lewiss A Grief Observed:
“You never know how much you rcaﬂy believe anything until its

truth or falsechood becomes a matter of life and death to you.’

As your chaplain, it is perhaps rightly assumed that I am ‘paid’
to believe. In a sense it is my job to be a person of faith. But the
rf:a]ity is that my faith has been and is tested just like that of any
other person. In the context of current events it is not enough to
pay lip service to a set of intellectual ideas. Such an approach is
insufficient and unsustainable in the light of deep pain and great
loss. It is precisely at this point that some people abandon their
faith as sirnpl_istic or inadcquatc. If it is unable to stand the test of

such agony and anguish then what substance does it really have?

Twin classrooms

Each of us learns in two classrooms. Whether we are a student or a staff
member this is the case. In an age of giobaljsation and terror this rcaljty
'mcn:asingiy impinges on our educational endeavours in many unprec-
edented ways. Basic features of this world are rapid change, increasing
complexity and rising uncertainty. Modern media and technology con-
tribute to a b[u:ring of the boundaries between our private and pub]jc

WDI]dS and bf!t.'Wf:CI‘l our pcrsonal i]ﬂd gi{)bﬂ.l WOI’idS.
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The "big questions’ mentioned above are not simply religious’ ques-
tions to be limited or relegated to a course such as Christian Studies
or Studies of Religion. They are questions which underpin the whole
human quest for knowledge and understanding. As such they are con-
stantly present in the two classrooms in which students and teachers
spcnd their lives. As such we do well to be aware of them in the direct-
ing and shaping of student learning experiences. For example, it is
commonly acknowledged that students are more motivated to learn
when they have some sense of the relevance of what they are learning
to their lives. This is a question of meaning,.

The question of meaning is foundational to a sense of human hope
and future but is under significant challenge in contemporary society. In
astudent survey which I conducted the top question students wanted
answered was, “What is the meaning of life?’

If you are a fan of The Hitchhikers Guide to the G:zfdx_y you will
know its answer to this question is 42. The number represents the
sum of the dots on two die. It is a pfay on words suggesting that life
has no meaning, We simply live then die. We live ‘to dic’. This is a view
commonly held by many teenagers. It is also popularly presented in
numerous pop songs. In the words of the apostle Paul it plays out as:
‘If the dead are not raised, “Let us eat and drink for tomorrow we die™
(1 Corinthians 15:32). It is the way that many people choose to view
and live their lives.

In contrast, Jesus Christ offers a very different view of life. It is a
view which is foundationally relational. It can be summed up in the
response of Jesus to a rich young man wanting to know what he had to
do to inherit eternal life. Jesus responded by directing him to the two
great commandments of scripture, which are to love God and to love
people (Matthew 22:37-40). Love is at the centre of our reason for
being alive and the reason for which we were created.

Yet contemporary society offers us a range of alternative answers
to this question. For some pcaplc, there is no meaning. Life is futile
and pointless. It is to be endured or enjoyed but ultimately it comes to
nothing. For others, it is about the pursuit of pf:rsc:na[ p[f:asurc: ‘Tfit feels
good, do it". For still others it is about material success and achievement.
While we cannot prescribe an answer for our students we can make

them aware of the biblical understanding and the alternatives, which
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are presented. These questions about meaning-making are present in
subjects as diverse as English and Environmental Science, Music and
Sport. They shape the priorities given to the natural environment, to
unborn children and to the politicai and economic phﬂnsophif:s which
shape our governments.

I have been confronted at a profoundly personal level by the ques-
tion, “Why is there evil and suffering in the world?” But I am not alone
in this. Many of the students whom we teach have also been confronted
with this question cither pcrsmmﬂy or through the media onsiaught
which presents human suﬁ‘ering touson a daily basis.

Traditional Christian teaching identifies the answer to this question
in terms of human sin and separation from God and the presence of evil
incarnated in the Devil and systemic human structures. I believe that
such tcaching is truthful in so far as it goes. But it tends to be offered
from the safcty and limitations of an academic or intellectual frame-
work, which is detached from a current and intimate acquaintance with
miﬁ:ring. Simplistic answers to this question are likcly to alienate or
isolate students who observe the complexity of a world in which chil-
dren are the victims of terrorism and war with sickcning monotony.

In addressing students on this subject my short answer to the
question is, ‘T don’t know’. My longer answer is, ‘I really don’t know.
Now before my fellow believers disown me, I am not suggesting that
the traditional answers are untrue. But I am suggesting that the way
in which they are offered does not necessarily answer the deep and
hearttelt questions, which are below the surface of that which is asked.

Like CS Lewis, I know and can articulate many of the explanations
for the existence of evil and suﬂ‘cring. But when the person suﬁering 15
someone that you love deeply and you feel utterly helpless to stop the
suffering, it is a different matter. Similarly, for anyone with a sense of
justice, the unfairness of the modern world is glaringly obvious to the
point of being obscene.

It is therefore important to help students to pursue ‘deep knowledge’
across the curriculum rather than offer or expect simplistic answers. In
the case of suffering I suggest that students need to consider, “Where
is God in the midst of this suffering?’ This offers space to examine the
power of God’s presence in our lives and the importance of our pres-

ence in the lives of others in times of distress and difhiculty.
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So, the opportunity and challenge for contemporary Christian
educators is to engage students both academically and experientially
in reflecting on the complexity of the world in which they live. There
has been a growing awareness of the need to do this in terms of inter-
disciplinary study across subject areas and faculties. But an even broader
appmach is needed. Student lc:trning needs to facilitate an abﬂity to
integrate and make sense of academic, experiential and religious knowl-
cdgc in a way that empowers students to live with and engage in the
complexjty of modern society.

Without it we face the dangf:r of pﬂlarising or disintcgrating the
academic, experiential and religious dimensions of knowledge. This is
not simply a better approach to learning: it is also a better way of living,
The learning frameworks, which we offer students, will shape the way
in which thcy perceive and engage with the world.

A fragmcntcd or scgmcntcd approach will be reflected in dis-
integrated people whose lives echo the cognitive dissonance of the
know!cdgc which they have acquircd. In contrast, a biblical approach
to knowledge is that it gives us an integrated perspective on ourselves,
our Creator and the world around us. This is sometimes referred to as
a Christian worldview, although it is generally agreed, such a world-

view has many versions.

Expanding our understanding of the ‘hidden curriculum’

For many years, educators have acknowledged and discussed the nature
and importance of the hidden curriculum which is part of every educa-
tional institution. This covers the range of informal learning experiences
which occur outside the classroom and beyond the scope of the man-
dated academic curriculum. It also encompasses the various aspects of
a school’s culture and ethos.

However, there is an increasing need to broaden our understanding
of the hidden curriculum, which shapes our students” knowledge, inter-
pretation and synthesis of information and integration of it into their
academic pursuits, consideration of faith and life values and choices.

This can be illustrated by examining how students’ accessing and

processing of knowledge has changed from that of a decade or so ago.
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Previously, the school acted as a gatekeeper for much knowledge
through the choice of textbooks, library acquisitions and media choices
viewed within the school environment. The growth of the Internet and
digitai media saw the rise of school based software to ensure the safcty
of students in accessing content within the school setting.

The advent of smartphones, Facebook, YouTube etc. have created a
constantly changing world in which the variety and scope of informa-
tion students can access is beyond the practical control of even the most
dﬁigf:nt school or parent. Incrcasingly, student “knﬂwing” 1S shapcd and
informed by a range of personal and global factors, which go beyond
the school and previous notions of hidden curriculum. But just because
we cannot control them doesn’t mean that we should ignore them.

Factors such as globalisation, refugees and asylum seckers, climate
changc, terrorism ctc. are dominant realities which influence the implir.:it
and cxp[icit assumpl:ions our students make about the nature of the
world and its future. They also shape their hopes and fears, aspirations
and apprehensions and their formed or unformed responses to the big
questions of life mentioned at the beginning of this chapter.

An increasing number of people in the Western World declare them-
selves to have no religion. Traditional religious notions of believing in
God to avoid Hell and enter Heaven have little appeal or connection.
This corresponds with levels of doubt about the reality of any kind of
life after death or the supcmarum[ in gcncra]. Fundamentalist rcligiﬂn
is often viewed as the source of much violence and terror in the world.

But at the same time our whole society is confronted on an almost
daily basis with the fragility and uncertainty of life. This may be reflected
in another terror attack, refugee drownings at sea, the casualties of war
or a natural disaster. Similarly, within our families and school commu-
nities we experience the consequences of a broken and sinful world in
the lives of those around us. However it comes to us, we cannot escape
or deny this broken world.

So, how are we to n:sp-:and to it in ways which will empower and

guide student learning?
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Responding to the hidden curriculum

Christian schools have long struggled with the tension between being
educational institutions committed to academic excellence and places
of Christian nurture and f:vangclism. At one end of the spectrum the
confessional approach takes the authority of the Bible and the Christian
teaching as a given. The faith is taught and students are encouraged to
rcsp{md with pcrsonai nllcgiancc to Christ. The inclusion of alterna-
tive viewpoints and cspccialiy tcaching about other rc[igions is either
avoided or framed in terms of the absolute claims of Christianity.

At the other end of the spectrum is the treatment of religious faith
as a sct of phenomena to be observed. This approach claims a degree of
neutrality and objectivity by suggesting that it is possible to indepen-
dc:nl:ly observe rf.:[igious faith. This approach frowns upon any attempt
to engage students in a personal response as inappropriate for an edu-
cational setting. However, in the context of our complex and rapidly
changing world both approaches are inadequate.

The concept of life after death may appear to have little relevance
to many students who adopt a nihilistic worldview, which assumes that
‘once you're dead that's it. But matters of life and death related to war,
terror, refugees, suicide etc. are significant and confront them regularly.

What we need to establish and work within is a ‘contestable’
framework where the validity of Christian worldview(s) and truth are
not assumed to be accepted by students but nor are they denied. The
truth claims of Christianity are unapologetically presented alongside
the alternative truth claims of modern society and other religious
idcologics. These claims need to be tested not simply in terms of reli-
gious education but as a part of the inter-disciplinary dialogue and
the broader social, po]jtical and cultural context of the world in which
students participate.

There is also a need to reframe the conversation in terms of con-
temporary questions without abandoning eternal truths. For example,
issues of meaning, hope and freedom are major concerns for most
students but are not often defined in terms of heaven, hell and sin as
traditionally expressed. This is not to deny these basic Christian truths.
But it is to say that thcy may not be pcn:civcd as relevant entry points

for discussion or debate.
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The rise of new forms of fundamentalism, which suggest or request
unthinking allegiance to ideologies based around ecology, gender iden-
tity, the war on terror, refugees, climate change etc. are also noteworthy.
Political correctness and reactions to it may both suppress genuine
dialogue and debate. It is important that Christian educators are not
comp]jcit in Fostc:ring an unthinking support ofany idcnlogy, rcligious
or not. A thoughtful ownership of one’s beliefs and values and respect-
ful diaioguc with those who differ is much more [i_kf:[y to pmducc an

intcgr:ttcd and proc[uctive person and contributor to society.

The place of wisdom

Knowled ge without wisdom can be burdensome. The wcight of ‘knowing’
without the wisdom or discernment to make an appropriate response
can be ovcrwhelming for both adults and children. Compassion fatiguf:
is an acknowledged phenomenon resulting from the detailed presen-
tation of human suﬂ:f:ring which confronts us through the media and
not-for-profit organisations. It can result in increased levels of anxiety,
cynicism and paralysis. We ‘switch oft” both literally and metaphori-
cal]y to the plight of rcfugccs, victims of war or the homeless in our
own back yard.

Knowledge without wisdom can also be seductive. It can produce a
confidence in the capacity of humans to manage and control our world,
which is unwarranted and dcccptive. The promotion of science and
technology as the ultimate ‘gods’ of our society can suggest or imply
that we no longer need God. A recent poignant example is that of a
stranded Everest climber who could speak to his wife via satellite phone
while dying but couldn’t be rescued.

Knowledge with wisdom and humility can be empowering, both
pcrsonaﬂy and corpomtcly. This is an important balance to achieve.
As Christians and educators we are not called to create a dichotomy
between the pursuit of knowledge and the pursuit of God as if they
were mutually exclusive. Instead, we are to foster an educational ethos
in which our minds are renewed and transformed by our knowledge of
God (Romans 12:1-2). Within this context, all truth is assumed to be
God’s truth (Psalm 24). Thus, we can pursue truth fearlessly across all

fields of study and encourage our students to do so as well.
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Alongside this approach we need to understand and discuss the ways
in which students acquire and prioritise the knowledge they access. In
particular, we need to assist students to evaluate the often unthinking
levels of authority which are given to sources of truth and knowledge
which are questionable.

Similarly, we need to encourage and equip students to develop a
framework for engaging with the globalised and terrorised world in which

we live which avoids and addresses the foﬂowing unheipﬁﬂ reactions:

Narcissism—typiﬁcd by the ‘selfie culture’ which leads to a self-
indulgent lifestyle and limits its pursuit of truth to trivialities

Nihilism—the cynicism and despair that is overwhelmed by
too much knowledge with too little hope

Nationalism—whether to a nation or a caliphatf.: etc. which
fears and rejects ‘the other’ in the name of a nostalgic return

to ‘the good old days’ or a fear based siege mindset.

The ultimate purpose of Christian education

Fina[l}', we need to examine and interrogate the undcrlying assumptions
which shapc our priorities and processes for engaging students in acquir-
ing and processing know[f:dgc in our information rich world. What are
our underlying assumptions about the place and purpose of knowledge

and [caming in the biggf:r picture of students’ lives and futures?

Some 'Df thﬁ commaon rcasons fDI' cducation iﬂClleC:

Academic success. This is an inevitable and valid assumption
held by parents and educational authorities. However, it can
become the dominant or exclusive purpose under the pressure
of the market driven challenges faced by some private schools.
Parent expectations and educational integrity in delivering out-

COmeces rnakc thiS a Cﬁ‘l"ltl"di ﬂﬂd ESSC[ltiﬂl f&CtOl’.

Economic contribution. Productive participation in broader
socicty is also a part of enabling students to make a meaningful
contribution and gain useful f:mpﬁoymcnt. Personal fulfilment
and social contribution are both consistent with a biblical under-

standing of work. This perspective can be distorted when high
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academic achievement is promoted primarily on the basis of

pursuing the most financially lucrative professions.

Global citizens. Living as members of a globally connected and
fragﬁc world is a further valid perspective to incorporate into
student understanding and the framework which shapes their

pursuit of knowledge.
Agents of God’s Kingdom. While not all students will embrace

faith during their time at school (or even afterward) it is possible to
present them with a vision of biblical shalom as a reflection of the
gospel of Jesus Christ. All students can be encouraged to understand
and pursue the kingdom values articulated by Jesus in the Gospels
and summarised in Luke 4 and Isaiah 61. Such an approach needs
to go beyond moralising or social activism to a deep understanding

of the character of God as both a God of justice and love.

It is important to note the validity of the tensions associated with
bahmcing cach of the above educational purposes in the shaping of

educational strategies and phﬂosophif:s and the resultant practices.

Conclusion

The greatest chaﬁcngc for lc:ﬂrning in the twcnryaﬁrst century is not
the acquisition of knowledge, cither academic or religious. Nor is it
just the evaluation and synthesis of this knowledgf:. chond both is
the challenge to live as integrated persons whose knowledge and beliefs
shape our response to the ‘life and death’ realities of our personal and
global world.

The way in which knowledge is pursued within the school’s frame-
work will in itself be an educational exercise. It will either model an
intcgrated approach to the complf:xjtics of academic, cxpcricntial and
religious realities or it will suggest a fragmented and compartmental-
ised approach to life and learning. Identifying and engaging with the
hidden curricula of student lives can assist them to grow into confident
and compassionate contributors to society and potential reflections of

Christ’s love and service.
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13 Human knowing and
the disciplines

Tony George

Ours is a culture in which there is the sharpest of contrasts
between the rigor and integrity with which issues of detail
are discussed within each specialized discipline and the self-
indulgent shoddiness of so much of public debate on large and
gencral issues of great imporr.]

Alasdair MacIntyre

his chaptcr cxplorcs the rf:lationship of the disciplinf:s and
the concept of worldview to our understanding of human
knowing and the practice of education. It also explores the
relationship of religious knowing and wisdom and the significant role

of Biblical Studies as an academic discip[inc for Christian education.

The disciplines

The academic disciplines that form the basis of knowledge with which
our school curriculum is concerned are collectively known as science
(from the Latin scientia, meaning knowledge). While we tend to think
of science as rf:fc:rring spcciﬁca[ly to the natural or physica[ sciences,
the general term ‘science’ simply refers to knowledge, including the
process by which knowledge is constructed, within the context of any
academic discipline. This is because science is a particular approach

to human knowing that emphasises evidence and experience, and is
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different from either rcligious or phi[osophic knowing that tend to
cmphasisc faith and reason rf:spc:ctivcly.

The rise of the discipiincs has assisted grc:ttly in the organisation
of knowledge and has contributed to the significant growth of disci-
p[in:try based knowlcdgf: as cxprcsscd in spcciﬁc disciplinar}f based
language, methods, theories and models. This growth in disciplinary,
or scientific, knowlcdgf: has resulted in a p]cthor:t of new and varied
disciplines, together with their associated educational programs and
courses. While this has enriched the educational offerings of schools,
colleges and universities, it has also contributed to the compartmen-
talisation of scientific knowlr:dgc: and the emergence of academic silos
with cpistcmoiegicai barriers between them.

Further, while we might order our scientific knowledge within
the context of our academic disciplines, reality itself is not so ordered.
While our modern practice of education is simplified with its reli-
ance on discipiinﬂry based knowlcdgc, our experience of rcaiity is far
more complex. A significant challenge for educators is how to inte-
grate knowledge from across the disciplines to form a coherent whole
while respecting the integrity of each discipline. For example, while
neuroscience, psychology, education and theology all have an interest
in the notion of ‘mind; each discipline has a different understanding
(construct) of ‘mind’. Christian education as a philosophy or perspec-
tive that attempts to bring a unifying Christian emphasis across the
various disciplincs will imwit:tl:ol},r and fr:‘.qucntly encounter this cross
discipiinnry tension.

Christian education, with its interest in Christianity and the Bible,
has a rich history in secking to understand the relationship of religious
knowing to the disciplines. While this has resulted in various attempts
to integrate Christian perspectives and biblical content with discipli=
nary based curricula, ranging from science to histcary to literature, we
do well to remember that the discip[inc:s are scicntiﬁcaliy constructed

human knowledge.

Worldview

As social bcings we construct meaning in the context of others, within
our communities. Conscqucntly, our individual internal workjng models

and worldviews will no doubt be influenced by, and bear considerable
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resemblance to, those with whom we live. Further, it is natural for us
to develop narratives with those around us as we seck to make sense
of our world together. This is our natural religious activity as humans,
our propensity to construct shared belief. We develop narratives, rites,
rituals and symbols to provide explanatory power for our experience
of rca[ity, our world and each other. The purpose of rcligi{:us knowl-
edge is to construct a shared sense of meaning and belonging. Thus, the
dcvc[opmf:nt of our own worldview will never be comp[ctcly individual
or alone: it will carry the marks of the community in which we live.

As Christians, we have our own narratives that inform our own
particular worldviews. However, just as there have been many Christian
communities over time and in various placcs, so too there are many
Christian worldviews. This presents a chaﬂf:ngf: for Christian educa-
tion as we enculturate one generation to the next, for any Christian
worldview will be spf:ciﬁc to its particular Christian community.

This is not to deny the importance of developing a Christian
worldview, for a pa:rson’s worldview providcs a signiﬁc:tnt c:xplanaa
tory narrative for integrating our religious, philosophic and scientific
knc:wicdgc. Worldviews are never static, but d}rimmic and shifting.
Thus, teachers play a significant role in the development of a child’s
worldview, but perhaps more from a “bespoke’ approach than a ‘cookie
cutter’ approach, in that each worldview is uniquely and personally
constructed within the mind of each student.

At the very heart of worldview thinking is that of identity and our
particular community’s common wisdom. This kind of knowledge is of
who we are and how we relate to one another. It is religious knowledge,
and this becomes all the more important as we experience the increasing
societal pressures of globa[isation. Conscqucntly, worldview tﬁinking
is far more relevant in today’s heterogencous cosmopolitan world than

it was in the homogencous village world of our ancestral past.

Christian education

Human knowled ge exists in the mind and is constructed, primariiy
I:hrough narrative, in response to God’s revelation, both direct and
indirect. God’s direct revelation, also known as special revelation,

comes to us through the person of Jesus Christ and the scriptures, while
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God indirect revelation, also known as general revelation, comes to us
through God's creation, including human culture. This is not to say that
human knowledge is invalid or untrue, but recognises that it is human
and therefore prone to error, even though it has been constructed in
response to divine revelation.

A signiﬁcant tension for Christian education is that while human
knowledge is constructed in response to God’s revealed truth it is also
fallible. As we seek to understand the rc[ationship of our rc[igious
knowing with our phi[osophic and scientific knowing, attempts to
integrate our faith with either the discip!inf:s or our worldview ought
to experience this cpistemic tension.

However, religious, philosophic and scientific knowing should
work coi[:tborativcly in the enterprise of human knowing, each from
1ts own particular frame of reference or perspective. Rf:ligious knowing
functions from the perspective of faith, ];)hjlosophj,.r from that of reason,
and science from that of evidence.

Our attempts to integrate our Christianity with discip[inary
knowledge and our worldview for coherence is important. This is the
iterative nature of the rclation&hip between rc[igious, philosophic and
scientific knowing. Should either disagree with the other, we do well to
explore and reconcile the differences from the respective frame of cach.

Thus, it is not that we subject philosophic and scientific knowing
to the espouscd truth of our rciigious knowing, but that our rciigious,
philosophic and scientific knowing ought to work together coher-
ently and collectively under the authority of God’s revealed truth. For
all truth is God's truth, wherever it is to be found, whether religiously,
philosophicaﬂy or scicntiﬁca[ly, and so it is important that we recog-
nise and affirm the collaborative roles that rf:ligious, philosophic and

scientific knowing play in the enterprise of human knowing,

Human knowing

Knowledge is fundamentally the human phenomenon of belief that
exists in the human mind for the purpose of enabling us to navigate our
world socially, physically and spiritually. Yet, while we are born with a
capacity for knowledge, we are socially dependent upon the commu-

nity into which we are born to develop a competency of knowledge,
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including our language, beliefs, values and attitudes. It is the relational
context of our attachment to our parents, teachers, and others in our
community that enables us to become knowledgeable.” We have all
been prf:»progmmmcd with the culture into which we were born with
its presuppositions, biases and paradigms. This is the basis of the human
cultural phcnomcnon of rcligion—our collective beliefs, values and
attitudes as expressed in rites, rituals, symbols and behaviour.

Thus, human knowing bcg'ms with faith, in our rc[ationships with
those in whom we trust.? This is the reality of bcinga dcpcndf:nt social
bc:ing. We may have all the potcntialiry of ]}ccoming a know!f:dgcab[c
human, but we do so a-posteriori, not a-priori. We come to knowledge
after the fact of having been enculturated into a particular human
culture, with its particular [zmguagc and presuppositions. We :tppmnch
the enterprise of human kn-::}wing, inc.iuding ph iloso ph ic and scientific
kjmwing, having been prc-programmcd rcligiﬂus]y. Human knowlcdge,
then, begins religiously, as a religious phenomenon. We may then reason
such imowlcdge philosophica”y and seek to validate it scicntiﬁcaﬂy,
however it begins religiously in the cultic beliefs and practices of the
pnrticu[ar community into which we were born.

However, having asserted that human knowing begins with faith,
we need to clarify what we mean by faith. While opponents of reli-
gion may deride faith as superstition, the term is better understood as
a relational term, to have faith in someone. For cxampic, if we say we
have faith in our students, we are making a positive statement that we
trust them, and presumably because we have good reason to do so. Few
teachers would offer to express their faith in a student or colleague if
there was good evidence to the contrary. Thus, faith isa positive rela-
tional expression of trust, not mere superstition or vain hopf:. Scientists
demonstrate faith in this way when they cite the work of colleagues,
for in doing so they are making a public statement of trust in someone
clse’s work. Consequently, religious knowing is characterised by trust,
by faith in others. Hence, we are more inclined to believe someone if
we trust them. This is the nature of religious knowing, our human pro-
pensity to construct shared belief based on faith.

The modern tendency to define religion in terms of a beliefin God
or gocis confuses rcﬁgion with theism. Rcligion is a human cultural phc-

nomenon, as is philosophy and science. While a religion may include
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theistic beliefs, there is more to religion than simply its belief content,
such as rites, rituals, and laws. To define religion merely in terms of its
belief content is also problematic with respect to our understanding of
philosophy and science. For neither phiiosophy nor science is defined
in terms of their content but in terms of their function in the enterprise
of human knc:wing. Therefore, if we are to consider rf:[igi{m in terms of
its relationship to philosophy and science, we would do better to define
it in terms of how it functions in the enterprise of human knowing.
C{msequcntly, consider the rc[:tti-:}nship between rcligious, phﬂ{)=

sophic and scientific knowing as follows:

religious knowing as the human propensity to construct shared

beliet with respect to faith and trust;

phi[osophic kn{)wing as the human process of framing and

critiquing our beliefs with respect to logic and reason; and

- scientific knowing as the human activity of investigating and

validating our beliefs with respect to evidence and experience.

From this understanding, humanity is essentially a believing creature,
and it is our commonly held beliefs within our various communities
that identify who we are and how we relate to each other and the world
in which we live. This is the common functional characteristic across
all human religions. Religious knowing is the default epistemological
standpoint of i}cing human; we believe stuff, which in turn allows us
to form internal models of our world and to form groups beyond our
immediate family based on a common identity rather than merely
genetics. Consequently, religious knowing with its priority on faith has
a distinctly relational approach to human knowing, philosophy with
its priority on reason has a distincti}r cognitive :tppmach to human
knowing, and science with its priority on evidence has a distinctly

experiential approach to human knowing.

Wisdom

While truth is an essential go:ll of human knowing, it is not nf:c:f:ssarﬂy
of primary importance. Wisdom is of primary 'unportancc.'ﬁ For in the
pursuit of truth, as in the absence of truth, we need wisdom. It is the

common wisdom of a community that regulates its affairs, including
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its laws and practices, whether or not its beliefs are true and justified.
Truth secking is important for wisdom, but as its faithful servant, not
its taskmaster.

With the development of philosophic and scientific knowing, pri-
ority has shifted away from that of wisdom, to that of truth secking.
Whether or not this trend in post-classical Western philosophy is
a result of its growing anti-theistic prejudice, the shift has left our
understanding of wisdom greatly impoverished. Indeed, post-classical
Western philosophy needs to deal with this anti-theistic prejudice if it
is to meaningfully engage with the human reality of religious knowing
and its role in wisdom setting.

Some philosophers and scientists, with their assertion that knowl-
edge must be justified true belief, invariably characterise religious belief
as superstition. Yet, Aesop’s Fables were written in order to learn wisdom
and arguably constitute a form of knowledge, though perhaps not
philosophic or scientific knowledge. This is also true of the Bible, as
evidenced, for example, in Jesus’ use of parables—whether or not there
really was a Good Samaritan is hardly the point. Jesus’ teaching in the
parable is not voided if it were demonstrated that the Good Samaritan
was a fictitious character. This is not to say that the events and people
of the Bible are fictitious. It is to say that the Bible is important for
human knowledge, even though it may not present as philosophic or
scientific knowledge.

Science provides us with a rich and varied toolbox of disciplines for
investigating and validating human knowledge. However, science is no
more the determinant of human knowledge than a plumber’s wrench
is of repairing a leaking faucet. The tool is only useful in the hands of
a skilled craftsperson. The more tools available, the greater the choice
and nuance of skill. However, if a plumber has only a screwdriver, they
will be significantly limited despite their skill. Similarly, when it comes
to investigating and validating human knowledge, we need to use the
right discipline for the job. For example, using the physical or natural
sciences to look for an immaterial God is like using a flashlight to look
for an idea—it’s the wrong tool for the job.

Consequently, wisdom exists 2-priori to philosophical knowledge.
Further, philosophy with its predilection for knowledge as justified

true belief has struggled to define wisdom, for it attempts to do so
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with respect to knowledge. This is rather ironic given that philosophy
is the ‘love of wisdom’ and yet philosophy has become enamoured with
knowledge at the expense of wisdom.” Rather than seck wisdom, phi-
losophy secks knowledge.

Yet, herein lies the contradiction. Philosophic and scientific
kﬂowing in their pursuit of knowlcdgc as justiﬁcd true belief have con-
vinced our ever believing world that our problems are to be solved with
knowlcdgc rather than wisdom. Yet, dcspitc the ever driven quest for
the mastery of scientific knowledge, the solutions to our ever present
complex problems, such as poverty and climate change, continue to
elude and frustrate us. Christian educational communities, however, as
religious communities engage with God through his Word in the power
of his Spirit to seck wisdom (sapientia). Then, from a perspective of
Christian wisdom, Christian educational communities as phﬂosophic
and scientific communities engage with the world to seck knowlcdgc

and understanding (scientia).‘

Biblical Studies

The Bible prioritises wisdom and relational knowled ge with very lictle,
if any, attention bcing given to phi[osophic or scientific kno".w.fit:clgt:.T
Further, any attempt to use, apply or integrate the Bible with a purpose
for which it isn’t intended would seem misplaced, and potentially divert
or distract attention from its intended purpose. Thus, it is important
that our students are encouraged to understand and use the scriptures
for the purpose for which they were intended and to see that modelled
in our school communities. Unfortunately, too many school communi-
ties and practitioners of Christian education, while well intentioned,
invariably misuse or misappropriate the scriptures in their attempt to
integrate the Bible with their curriculum or worldview.

If we are to include biblical references in our curriculum, then we
need to be prepared to handle the scriptures well. For while a teacher’s
original intention may have been a limited engagement with the scrip-
tures, in my experience, students are capuble of takjng class discussion
into areas that continue to cha[lcnge biblical scholars and thcolc:gians.
Thus, educators who include biblical references in their curriculum need

the wisdom to refrain from expertise extrapolation (going beyond one’s



CHAPTER 13 Human knowing and the disciplines |

area of expertise) and encourage students to follow up on their enquiries
with those who have the relevant disciplinary expertise. Otherwise, they
would do well to clearly distinguish between their religious opinions
and the reasoned and validated views of biblical scholars. This, however,
is not unique to the use of the Bible in the various disciplines, as all
discip]jncs at some point will stretch across the disciplinary divide and
transgress other academic tribes and territories. Economics, for example,
can casily move into geography or history or psychology.

This is the tension of disciplinary knowled ge. While we might
want to integrate knowled ge from across the disciplincs, that thcy are
humanly and fallibly constructed will inevitably frustrate our attempts
to do so. Hence, it is perhaps better to embrace the fragmentary nature
of the discip['mf:s and hold them togcthf:r in tension but with integrity,
and to seck wisdom rather than presume mastery.

We do well to remember that the authority of scripture stands
alone, independently of human enquiry and validation, for the purpose
which God intended, namf:ly, that we would know and worship him as
God through a personal relationship with God in Christ. Let us allow
the scriptures to spc:lk for themselves and to heed their wisdom. It is
this wisdom that frames our understanding of our experience of reality
and the knowledge we construct in response. Thus, the knowledge we
construct is human knowledge not divine knowledge, even though it
may be divinely inspired. When we come to God and read his Word,
let us seek to do so on his terms rather than our own. Let us allow God
through his Word to set his own agenda and purpose rather than seck
to appropriate God and his Word for our own agendas and purposes.

In practice, a priority on Christian wisdom may s'rmpl}' be the provi-
sion of a Biblical Studies program that encourages and equips students
to engage directly with the text of scripture. As Christian educational
communities, Christian schools may best seck to articulate a clear,
biblical meta-narrative that members of the community are able to
reflect upon as thcy dcvclop their unique worldviews in the context of
the various disciplines they have chosen to study. Rather than attempt
to prcscribe a particular worldview or formal curriculum, Christian
education may simply honour God and his Word through a Biblical
Studies program that inspires students to engage with the Bible and

equips them to understand its historical, social, literary and biblical

161



162

j BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN CHRISTIAN SCHOOLS

contexts, regardless of their own personal faith perspective. Further,
we might help students recognise their human propensity to construct
a worldview and the importance for it to be coherent in framing their
undcrstanding of the disciplincs.

However, as Christians, we believe that it is God through his Word
and Spirit that transforms minds, so let us do our best not to getin the
way but encourage our students to seck wisdom. Let us focus on provid-
ing an open and inclusive biblical litf:racy program for all our students,
;lﬂowing them to encounter the claims of Christ in the Bible and to
make up their own minds, for which thcy will need both the knﬂwlcdgc
and language to do so. While such a program may be experienced at
the disciplinary level of Biblical Studies, it will inform the educational
community of the school, just as Marthematics informs numeracy and
English informs literacy. In this way, the Bible may be presented with
integrity and on its own terms, rather than bcing framed by another

academic discipline, such as Biology or Geography or History.

Conclusion

We do not come to the truth unsullied, but belief stricken. The process
of lc::u'ning is not so much enquiring of sr.}mf:thing new and strange but
of recalibrating, critiquing and validating that which we already believe,
at least in part. For any learning of knowledge requires that we have the
language to encounter and engage with such knowledge. Thus, learn-
ing is an expanding from what we know to what we do not yet know,
rather than being teleported to a foreign land. We move from the known
to the unknown, from the believed to the reasoned and verified. The
very nature of presuppositions is that thcy are beliefs. Only the bold
would suggest that we come to knowledge as an unbiased blank slate.
However, rather than see thisas an impedimcnt to knowlc:dgc, it is the
natural way by which humans come to knowledge.

Consequently, if we understand that we arrive at philosophic and
scientific knowing after the fact, a-posteriori, the default epistemic frame
ofan}' community isa prcdomina.nt[y prcdsuppositional frame. Hence
the need for wisdom. For the d:mgcr of a prcasuppositional frame is
that of either ignorance or arrogance, and yet the community is in need

of epistemic self-regulation as it both reasons and validates its beliefs,
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moving from a position of epistemic humility to one of possibly epis-
temic confidence. What we are saying here is that wisdom is necessary
for knowledge, and that religious knowing is necessary for philosophic
and scientific knowing. Beliefs precede knowledge; we need to believe
stuft before being capable of knowing stuff. Thus, it is important for
any community’s beliefs to be regulated by its common wisdom as it
secks to reason and validate its beliefs as knowledge, justified true belicf.
Our philosophic and scientific communities would not be possible if
it were not for the religious communities of faith and wisdom, which
give rise to them in the first place.

The goal of Christian education is to create and foster an educa-
tional community of Christian wisdom in which our students may
engage with their teachers and each other in the study of the various
scientific disciplines of their curriculum in order to construct a biblically
informed coherent Christian worldview for the purpose of engaging
wisely and knowledgeably in God’s world. Thus, we grow people; wise
and knowledgeable people.
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OVERVIEWING THE NATURE OF CHRISTIAN
SCHOOLS AND CHRISTIAN COMMUNITIES

14 Bible-shaped learning

Ruby Holland

If one story can judge another through its contrasting shape,
then the distinctive contours of biblical narratives may call
into question the stories of life which implicitly underpin the
school curriculum.

DI Smith & J Shortt, The Bible and the Task of Teaching

once led a group of English teachers from four Independent

schools in their development of a model unit to demonstrate the

application of Christian thinking to the teaching of English. As
their chosen short story involved angf:ls, one of the participants had
scoured the Bible for every text on the subject in preparation for incor-
porating at least some of these into the unit. I was then prcscntcd with
adilemma: how to respect the young teacher’s desire to use the Bible in
her tcach'mg while guiding the group into a rather more sophisticatf:d
use of the Bible. What she was suggesting appeared to me to cross the
boundary between English and Biblical Studies, probably involving
decontextualised quoting of verses and a diminution of focus on the
text of the short story.

This is a dilemma faced by many teachers in Christian schools
and their solution is often to restrict the role of the Bible to the formal
aspects of the school’s ‘r-::ligious education’: Biblical Studies, chapcl,
community service etc. Unfortunately, students are likely to learn

from this dichotomy that belief and religious faith are not relevant to
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the ‘real work’ of school and hence life. But there are other ways that
are not so margina[ising of faith and undcrgird the claims of a school
to be ‘Christian’

For I contend that a school is ‘Christian’ to the extent that it allows
the Bible to govern it in every aspect of its practice. This mldcrstand'mg
extends Cooling’s ‘A Christian school should be a gospel community’
with a method for nurturing that commlmity'. It recognises that the
whole educational offering, including core beliets, values and vision,
contributes to the formation of a school culture. In turn, students are
formed by this culture in accord with that view of human flourishing.
For the Christian school, that vision of ‘the good life’ is based on the
Bible, the proclaimer of the gospel. That of course leads naturally to the
question of how we relate the Bible and our school in the most valid
and effective way. If quoting decontextualised Bible verses is neither
educationally acceptable nor effective for promoting student learning,

then how do we allow the Bible to ‘govern’ a school’s practice?

How does the Bible shape the educational process?

Any exploration of this question involves certain hermencutical
assumptions, grounded in a belief that the Bible is God’s Word and the
ultimate authority for Christian belicf and practice. However, there are
few direct references to education in the Bible gcncmﬂy and none to
schooling as we understand it in the twenty-first century, so how to do
this has proved quite problematic for Christian educators. Confronted
with anti-Christian sentiment in the mainstream culture, schools are
incrcasingly recognising that dualistic approachcs, with their secular-
ising tendencies, are insufficient to educate resilient leaders, confident
in the (often anti-Christian) public square.

A key hermencutical debate influencing attempts to allow the Bible
to govern schooling relates to the Bible as either pmpﬂsitional or nar-
rative truth. It can be seen in the sort of questions we pose as Christian
educators. Emphasising principlr:s and propositions may lead us to
ask: To what extent can we align our purpose in Christian education
with biblical principles, given the role of the State? What role should
repentance, f{)rgivcncss, retribution and mercy play in student disci-
pline? What values can we derive from the Sermon on the Mount for

our school community? Lovers of narrative hermeneutics might ask:
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How can we follow the model of Jesus as teacher? What role does the
school have in the Kingdom of God? Is a theological framework such
as Creation, Fall, Redemption, Consummation a sufhicient and valid
framework for curriculum? How can a student’s identity and charac-
ter be formed by the story of Jesus Christ? Such questions will give us
very different answers as to the link between the Bible and the school.
However, both are necessary it we are to apply the Bible to the educa-
tional process with any validity, as theological concepts and propositions
are always embedded in narrative, namely the ‘big story’ of Jesus Christ.

Smith and Shortt pursue such issues in their analysis of how the
Christian school might be ‘biblically informed’* They go beyond Greg
Clarke’s observation, ‘If you have grown up in a Western culture ... you
will be walking around in something of a fog unless you have some basic
grasp of the Bible.” They contend that having the Bible as an object of
study (as perhaps our young English teacher was suggesting above) while
of value, does not allow it to authoritatively influence the educational
process itsclf. But the Bible is not a literary text like any other. It is as
dangerous and demanding of commitment as its central character: the
living Son of God. To open it as a cultural-heritage artifact may allow
the Holy Spirit the opportunity to develop faith in those who study
it. Smith and Shortt’s emphasis, though, is on a more general ‘shaping’

function of the Bible, suggesting four ways in relation to teaching:

1. The Bible can form people who are spiritually mature and
incarnate the gospel. This is essentially a devotional use of the
Bible, aimed at the affective aspect of the teacher. It is of primary
importance that we support the spiritua.] maturity of our staff.
As Smith and Shortt state, “The Bible shapes people and it is
pcoplc who educate.® However, it is not in itself ﬂdcquatf: to
shape other aspects of the school and often results in a dualistic
approach that erodes the attempts of those incarnating the gospel

to live it out f:tithﬁlﬂy in their classrooms.

2. The Bible can form propositions by exploring the links
between the Bible and the disciplines. This is csscntinlly a
theological use, aimed at the cognitive, understanding aspect of

thf.' teachcr Ilild SLlI:)S(fIqL!t:I'ld}r thﬁ Stlldﬁllt. FOCUSCd on tiICD[OgiCﬂJ
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concepts, it can tend towards the cerebral and abstract. However,
John Hattie’s work on the most effective interventions for boost-
ing student achievement may offer some encouragement for the
effectiveness of this shap'mg of education by the Bible.

Hattie found that the average effect size of all the interven-
tions he studied was 0.40, his ‘hinge point’ Any factor that rated
above this point was considered as ‘what works best” for student
lc:ﬂrning. ‘Mctacngnitivc stratcgics’ and ‘conccpt mapping' both
scored above 0.57 and are focused on abstract thinking and deep
1mderst:tnd'mg of subjf:ct matter. His ﬁnc[ings on con-::cpt-bascd
interventions affirm the effectiveness of teaching specifically to
this aspect of cach subject, yet in a way that is focused on the
sclf-cfﬁmcy of the student and the tcaching of spcciﬁc thinking
skills. This m ight include the skill ofknowing how to bring the
Bible to interrogate the conceptual framework of each subjcct,
especially perhaps in relation to its understanding of people, as

suggcstcd by Graham Cole?

The Bible can providc a framework for interpretation by
means of its metanarrative. This pcrspf:ctival use focuses on

story shape’ according to Smith and Shortt:

If one story can judge another through its contrasting
shapc, then the distinctive contours of biblical narrartives
may call into question the stories of life which implicitdy
underpin the school curriculum.®

This critique does not seck to promotea triumphaljst hf:gcm=
ony of the Christian grand story. Rather, the Christian story is
how the school interprets the world, setting all beliefs and facts
in context. The central focus on student meaning-making in
curriculum documents such as the NSW BOSTES Syllabus for
English K-10 should alert us to the importance of this emphasis
on interpretation. However, taken alone it does not seem to give

rise to strategies for tcaching.

The Bible can suggest metaphors that promote transference
of their web of meaning into educational situations. This

imaginative use includes metaphors of ‘map, story, garden’ and
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perhaps, ‘centre, leader, compass, yeast, shaper, foundation, per-
spective, soil, director’” Smith and Shortt claim, ‘Metaphor can
join faith to practice through the medium of imagination’® This
is a rich conceptualisation, helping us to sce ‘what this (Christian
education) looks like’ However metaphors and stories can
involve us without the necessity for rigorous conscious thought.
To effectively shape teaching requires rigorous thinking that

exp[orf:s the cognitive claims of mctaphnr.

We see above devotional, thcol{:-gical, perspcctiva! and imaginative
applications of the Bible to teaching. Each of these has strengths and
weaknesses as a means of shaping. Each is complemented by the rest.
To consider in more depth what exactly is shaped by the Bible, we will
go bf:yond tcaching, while kf:cping the holistic ic:u’ning of students
in mind. In accord with a biblical account of the person, the spiritual
nature at the core of their being is a priority. A recent analysis of their
spirituality by Australian sociologists will be used where relevant to
evaluate the pcssiblc impact on our students. Given that our practice
is driven by vision, the shaping of our purpose in Christian schools will
be examined in some detail. Examining these different visions should
alert us to the responsible freedom we have in Christ as culture-makers.
A broad range of factors will influence us to develop different theories
but within what Wolterstorft calls ‘control beliefs, which are in turn

derived from the principles and metanarrative of the Bible.”

What are the key objects of the Bible’s shaping process in
education?

1. The Bible trains for service in the Kingdom of God: edu-
cating for shalom. The cultural mandate to steward the carth
in Genesis 1:28ff provides a purpose for education as cultural
formation; although it has been criticised for a tcndcncy to
triumphalism. When taken with the other two propositional
‘mandates’ (the evangelistic mandate of Matthew 28:18-20
and the moral mandate of Matthew 22:37-40) it provides an
holistic sense of purpose, centred on the priority of living justly

and promoting God’s shalom, ushered in by the Resurrection
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of Jesus Christ. It may not be a relevant purpose, however, for

non-Christian students.

The Bible nurtures in a primary culture. Deuteronomy 11
and Ephcsi:ms 6 paint a rich picture of the nurturing of one’s
children into a relationship with the one true God, done with
respect for their personhood. It is an articulated faith lived out
in daily life: nurture in the primary culture of the family.

This is in no way negated by the state’s control of schooling
in a pluralist secular democracy; but it does present some chal-
lenges. In particular, accusations are often made by secularists of
brainwashing and intolerance in claiming truth as originating
in Jesus Christ. Increasingly, the right of parents to educate in
a faith tradition is bf:ing called into account and therefore the
schools that act ‘in loco parentis. Mary Eberstadt in How the
West Really Lost God affirms the essential role of the family ina
way that is relevant to this purpose in education. She claims that
family and rcligi-::m form the ‘double helix of society’, dcpcncL
ing on each other for strf:ngth and rf:pmc[uction. “The decline
of the family has contributed to the decline of Christianity in
more ways than one."’

In his masterly analysis, Elmer Thiessen refutes liberal charges
of indoctrination and supports the view of sociolog}r that it is
inevitable and necessary to nurture children in their primary
culture. It is from that perspective that one learns to critique
both one’s own culture and that of others. Accordingto Thiessen,
nurture in a faith has as its goa[ commitment to ‘a rf:asonably
plausible and morally efhcacious worldview’. The result is an

individual well able to contribute happi[}' to a civilised society. &

The Bible provides guidance in character formation. References
abound in the Bible to training in wisdom and general moral
devc:lopmcnt. Trevor Cairney: ‘Education as its kf:y purpose
must seck growth in wisdom that is evoked by God’s wisdom,
a challenge to the foolishness of worldly knowledge.* This
approach is more often focused on pedagogy rather than cur-
riculum content and therefore can tend to minimize Christian

educational distinctives. However, it has been cc:amplf:mf:ntcd
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recently by an assertion of the priority of affectivity by JKA Smith,
that certain cultural practices form students into a particular
pre-theoretical attunement to the world and their purpose in it.”
Student character is thus formed by the ‘liturgics', school practices
that are focused on a particular understanding of the good life.

This approach may present a balance for the Gen Y under-
standing of ‘spirituality’ Defined as ‘a conscious way of life based
on a transcendent referent;, they hold it to be self-constructed
and self-nurtured and appear to be oblivious to the formative
nature of many of their cultural practices."* However, as an
object of biblical shaping, this purpose would seem to address

only one aspect of education, its moral purpose.

The Bible can educate for informed belief or unbelief. A
particular version of the moral purpose of education is worth
considering separately, namely that of Nel Noddings, Professor
Emerita of Education at Stanford University. For her, education
is ‘for inthigf:nt belief or unbelief’ and involves a considera-
tion of the big existential questions of life, along with narrative
approaches that help form ‘moral people’” It is important to
note that her recommendations refer to education generally
within both secular and faith-based schools. The metanarrative
of the Bible is crucial to this purpose in the Christian school
and its strcngth is in the recognition of student autonomy and

freedom of response within the educational setting.

The Bible provides criteria from which to evaluate a phi-
losophy of education. Christian education is grounded in
philosophical and l:hf:ol{)gical commitments. This is f:spc:cialiy
so in the area of anthropology. A clear, Bible-based understand-
ing of students will radically affect how we conceptualise and
practise education in all its aspects but especially our teaching
and lf:arning. The cnc:rmously influential instrumental/ prag-
matic views of John Dewey present a contrary example. He
rejected the transcendent, ultimate, fixed reality of the creator
God, replacing it with person-focussed social experience as
the ultimate, ev:::rachanging rcaiity. Thus knowicdgc 1s soci:diy

constructed and cvcr-changing and pcdagog}r is inquij'y into
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problems, beginning with student interests and conducted with
student-focused activity. Without allowing the Bible to shape
our understanding of people, we assign them a meaning-making
role that goes bcyond rcsponding to the meaning inherent in
a created universe and thereby places too much responsibility
on our students.

Alternatively, we might describe students as:
created, not a ‘god’
‘rcljgious', scckjng order and meaning in life
fallen from grace, but potentially redeemable

valued and purposed to live in an imaging relationship

with the Creator/Redeemer God

serving by living justly with others

gendered male or female

both an individual and a member of community

a StCW&l’d Gf thC C‘J.l'th as GOd,S rcprcscntative.

This rich biblical m1throp0]0g}r counters the ‘individualisa-
tion’ that has ‘transformed human identity from a given into
a task’ with its consequent uncertainty and Insecurity for our
students.'® It should also provide criteria by which to develop and
evaluate our pedagogy. If we are not seeing real understanding
of the issues and a maturing of student identity, warning bells

Sh(]llid l'il'lg {01' us as CdllCiltD['S.

The Bible provides the plausibility structure for a coherent
curriculum.

The biblical metanarrative contains a sub-text suggesting a
vision of the flourishing life while maintaining its main focus
on Jesus Christ, the meaning giver. Its vision of reality is at once
beautiful, rational and comprehensive, inviting our appreciation,
understanding and commitment. It accommodates Frankels
‘fundamental human drive’ for meaning, an understanding of
which correlates clﬁsely with life satisfaction."” And it should
be evident as the cohering story of our curriculum offering, for

every curriculum promotes a worldview. Although it involves a
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subjective commitment, the Bible claims that the meaningfulness
of human life is objectively true and holds ethical implications.
With God as the source, students uncover and respond to their
mcﬂningfu[ world, dcvcloping ‘a frame of reference within
which I can assign meaning to my experiences. This life story
is infused with ideas and beliefs that frame our interpreting of
experience. If shaped by the biblical metanarrative, it provides
a cognitive structure ofim:cliigible order and meaning, security
and signiﬁc:mcc.

We have seen prcvious[y how important ‘mf:aningamakjng’
is to (mostly constructivist) twenty-first century syllabi. Mason
ct al helptully couple worldview with cthos, the fecling and
dcciding that infuse knnwing. It involves tone, character, qualiry
and aesthetics, c:xprf:sscd in values, attitudes, motivations and
habits. Aithough usua.lly by self-evaluation, it is important to
track student ethos, both individually and corporately, for its
interaction with student worldview and impact on lcarning.

The necessity of attending to curriculum as well as peda-
gogy can be further understood by the concept of “plausibility
structure. This is ‘a structure of assumptions and practices
which determine what beliefs are plausible and what are not.
Increasingly, Independent schools operate in a culture that no
longer accepts Christendom as this structure so that the default
position of students is incredulity and scepticism. It can also be
seen as an opportunity to bring the Bible to bear in a way that
forgoes hegemony and clitism and focuses on engaging every
student in examining the vah'dity of biblical assumptions and
practices. The story that your curriculum tells will either support
the plausibility structure that is the biblical metanarrative or
deconstruct it, leaving students with a curriculum structure that

lacks a coherent, imaginative, hopeful and captivating heart.
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The Bible provides the values that ground the school as a
community.
It is sufficient to state at this stage that biblical instructions (eg.
to love one another), biblical accounts of personal experience
and the overarching story of Jesus Christ are amongst the many
sources of values for the school as a Christian community. It has
been said that story takes us from rules to virtues and so figures
largcly in promoting a Biblc-govcrncd culture. Please see other

chaptcrs in this book for a more comprf:hc:nsivc coverage.

The Bible prompts us to ask key questions about our practice.
It interrogates us as we read it and as educators we need to be

open to its posing of challenges such as these:

To what extent is a secular :tgf:nd:t driving our phﬂosophy,
policies or practice?
What role does prayer for my students have in my daily

practice?

Are the dithcult questions of truth and belief overlooked
in our subjf:cts? How is my pcdagogy catering to the

spiritual core of students?

What is the role in education of the Holy Spirit and/or
conversion? How do we balance nurturing with critical

thinking at each stage?

What impact does our school have on student iden-
tity? How can teachers truly critique secularism while

living within a perspective-forming secular culture?

What strategies effectively address the tendency for stu-
dents to view issues of belief as bf:ing marginal to their
aspirations, concerns and lives? How might we educate
cffectively in a pluralist, secularised society without
appearing to support authoritarian, sectarian and fun-

damentalist claims to truth and morality?

What does it mean to teach in a Christian learning

community?
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Conclusion

The different purposes that we have examined are not mutually exclusive
nor do they preclude purposes from other sources such as the state-
sponsored economic purpose in education. They do however represent
work by Christian educators who are personally formed by the Bible,
see the world through the gospel story and seck to have its grand story
and principles impact on their professional life.

The -:}bjccts of the Bible’s shaping represent kf:y areas for rigorous
thinking and planning if we wish to accord the Bible its rightful place
in the Christian school, for the impact of these areas spreads widely
in the school community. The means by which this is done will vary
according to area and issue, although I suggest that none of these
objects of biblical shaping is exclusively linked with any one means of
shaping. The Christian school that aims to be faithful will seck other
opportunities to creatively extend and develop biblical wisdom over
every arca of its activities for the sake of the inevitably holistic learning

DfthSE cntrusl:f:d to our care.
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OVERVIEWING THE NATURE OF CHRISTIAN
SCHOOLS AND CHRISTIAN COMMUNITIES

15 Finding an effective
model of Christian
proclamation in schools

John Collier

The habir of teaching religion in a separate compartment from
secular knowledge fail(s) to create a natural relationship berween
Christian belief and the routine of daily life.

Ronald Conway

he classic model in long established church schools is one

where the spiritual enculturation of young people was the

responsibility of the Chaplain. His (it was invariably a he)
main instrument was the preaching and liturgy of school chapel ser-
vices, conducted in the physical chapel. This was closcly associated
with a catechal understanding, where students were in effect taught
incontestable Christian credal truth. Christendom was intact; the
tacit assumption was that all believed, apart from the rare renegade
or dissident who challenged this orthodoxy. This transmission model
was posited on effective listening to oral teaching, unembellished by
PowerPoint presentations and multimedia! It was aided and abetted by
a similar model in the local church, Sunday school or youth group, to
which most young people in church schools, it was with good reason,

were assumed to belong.
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Do these models and these assumptions work post-Christendom,
in the twenty-first century? Can we afford to put all our eggs in the
basket of the Chaplain’s weekly or fortnightly preaching in chapel, as
our main or even sole strategy for bringing young people to faith? At
heart is this question: Will young people believe, simply because we tell
them it is true? Some, enlivened by the Holy Spirit, will. What about
the rest? Following are some reflections on this issue.

Preaching repentance and faith is an essential and ongoing part of
our practice. It is manifestly necessary (Romans 10:14-15). This occurs
mostly in chapel, but also opportunistically in Christian Development
classes and elsewhere in the school as the opportunity arises. It also
occurs at Crusader (CRU) camps. No-one to my knowledge has sug-
gested that it lose its primacy.

Why preaching needs strategising and supplementation

Expf:rif:nc-f: (minf: and othc:rs') suggests that such prf::tching, of itself,

needs both strategising and supplementation. This is because:

grasp of the basic concepts and necessary language of faith is
increasingly lacking amongst the post-Christian young, such
that pre-evangelistic teaching is necessary to build a scaffold.
Professor Trevor Cooling's work in the early 1990s entitled this
‘concept-cracking™ as Christian teachers and preachers break
open new ideas by gradually building a cognitive structure,

from what is known, into what is new.

simple repetition of the same message at frequent intervals is
likely to ‘inoculate’ students against faith; if it lacks nuance
and development, it bores or irritates them. A St Andrew’s
Cathedral School (SACS) example is as follows: in 2012,
a Year 12 Chapel I attended featured all of the following: a
competent address by one of our chaplaincy staff; extensive
inattention by students, who variously checked messages on
their phoncs; thcy whispcrf:d to one another behind their
hands; they dozed; they cleaned out their wallets. Tutors,
rostered on to attend but not necessarily being personally
committed to the message, found it easier to ‘turn a blind eye’

than intervene. When I asked one of our student leaders to
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explain to me privately why the attention was so poor, he said
it was because Year 12 had heard the same message preached
in the same way every weck for six years and most had stopped

iistcning years ago! We have 'merovec[ our df:!ivc:ry since!

over-zealous approaches which appear bombastic, or dismissive
of other possible views in controversial areas, often lead in
Christian schools to the strident objection by students that
‘rc]jgiml is shoved down their throats’ In this society, beliefs
are contestable, and students want the opportunity to interact,
which is difhicult to achieve if preaching is exclusively our

mode of presentation.

didactic modes are less effective than in the past. This is because:

(i) students’ modes of engagement with the world are increas-
ingly interactive and multimedia;

(ii)  attention spans have noticeable shortened. Young people
increasingly expect to be stimulated or entertained if they
are to be engaged;

(ii)  many students have mastered the art of polite inattention,
where they are physically present, not disruptive, but
mentally absent; and

(iv)  unlike at church, where people are mostly there by choice
(apart from those dragged there unwillingly by spouses),
students are there by compulsion, sometimes resentfully.

This creates a quite different mindset.

It is for these reasons that I have been keen to complement (not
replace) our chapel and camp preaching. After all, half an hour of
chapel a week and an hour of Christian Development class corresponds
to about 3/65ths of the school week, or, if we include an average of
before school, after school and Saturday sport activity, about 3% of the
school contact time. It is too easy for students to switch their mental
switch to ‘oft” for this time, and if that is our only Christian penetra-
tion mechanism, it is too easily ignored.

This concern is supportcd by other perspectives:

Dr Beth Green’s research? at the Gateshead School in England,

a school with a Christian council, executive and theological
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base, was devastating. She found that, as faith was confined
to proclamation in chapel and Religious Education classes, it
existed only at the periphery of the school, didn't penetrate
its core, and so was dismissed by students as irrelevant to life

and totally unimportant.

Dr Ruth Deakin-Crick’s research,” also in England, has found
that schools which do not penetrate the curriculum with faith
will, in a gcncration, become indistinguishabif: from secular

SChG{)lS.

If we are to penctrate student consciousness in major ways, the
Christian message should percolate through the whole school,
as if it were seeping from every pore, and be unavoidable. This
is what Trevor Cooling (1997)* calls making Christian faith
the primary culture of the school. Students should comprehen-
sively understand the claims of Christ, as a counterpoise to our
increasingly pagan culture (Romans 12:2, 2 Corinthians 10:5).
We need to influence therefore how students think about the
world. This is why teaching Christianly is so important. It is
part of our total evangelistic presentation, which runs for 13
or six years for most of our students, depending on whether
they join us in Kindergarten or Year 7. As the proportion of
our staft who are Christian steadily increases, and we train our
staff further, this approach becomes increasingly viable. It is

a way of going from the 3% Christian contact presentation

towards 100%.

Latest writings in the field by James K (Jamic) Smith and
David Smith, both professors at Calvin College in Michigan,
USA (recent books Desiring the Kingdom’® and Teaching and
Christian Practices)® stress the need to create liturgies of desire’
Their essential point is the vital nature of Christian teachers
encouraging faith over time in patient work with students
which commends the gospel by revealing its wholeness and
‘the aroma of Christ. In this way, spoken evangelism sits in, and
is effective because of a relational context. Professor Alistair

McGrath made a similar point: for people to believe the gospcl
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they need first to want it to be true. This requires the effective,

and usually ongoing, witness of credible Christian people.

An integrated versus a separatist model of Christian proclamation

When I arrived at my last school as Principal in 1997, I entered a
context where the gospel was preached quite aggressively, and there
was extensive resentment and push-back from students and parents. I
encouraged staff to scaffold their presentations in the knowledge that
they had 13 years to work with most students in that school. Through
God’s grace, the adoption of faith increased markedly, and many who
showed little interest while at school have come to faith in succeeding
years after graduation. It is important to deal with students sensitively,
respectfully and well (1 Peter 3:15), so that, if not yet Christians on
graduation, thcy remain open to faith, not antagonistic. Sometimes
our role at school is to sow, and others will reap later.

Our integrated model at that school was very different from the
separatist mode] followed in many church schools. Indeed, some Heads
advocate a different approach, which is, that faith does not go past the
classroom door, except in Biblical Studies classes. Some say that every
teacher is to enter the classroom as a functional atheist.

This is classic dualism: that God’s bit is chapel and Biblical Studies,
the ‘religious bits, where God has an office (the Chaplain’s), but the
rest of the world is secular. To me, this is giving the game away, and
abandﬂning the field of piay. It is racitly, if not activc:ly, encouraging
the situation Beth Green found at the Gateshead School, where faith
was driven into irrelevance at the margins of the school. Their view is
that the subject matter of curriculum is neutral, and the integrity of
the subjcct will be dcstr-:}ycd by intmducing a Christian worldview. My
contention is that the default position is secular humanism, which is
not neutral. Left to itself, the curriculum is secular humanist, and pow-
erfully undermines the spiritual message of the Chaplain, which gets
so little ‘air time’ comp:u’cd with the rcgular curriculum. That is why
teaching Christian]y includes equipping students to critique the secular
humanist assumptions and undcrgirdings of the New South Wales

matriculation credentials, the HSC and International Baccalaureate
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Diploma curriculum, and equips them to challenge the secular gods
of hedonism, consumerism, scientism and technology.

When some schools aim at such a small footprint for faith, it is not
surprising that thf:y seem to have little spiril:ua[ impact. The Australian
writer, Roy Williams, in Post-God Nation says:

Going to a private school is no guarantee of a decent religious
education. Certainly, most students who go to these schools
do not leave them with any sort of living faith. About a third of
all Australian children go to private (mostly ‘church’) schools;
yet, as we have seen, only a small fraction of graduates emerges
from them as regular churchgoers. Indeed, according to one
study, ‘... there is little evidence ... that attendance at a religious
school has an effect over and above the influence of the religious
beliefs and activities of parents.

Why? There are several reasons.

The wealthiest independent schools do little more than pay lip service
to religion. True, most employ full-time chaplains, who are qualified
people. But they hover in the background, their talents under-utilised.
For the rest, religion is barely mentioned except on specified occasions.
In the words of Ronald Conway: “The habit of teaching religion in a
separate compartment from secular knowledge fail(s) to create a natural
relationship between Christian belief and the routine of daily life.”

This is aided and abetted by the insistence of so many schools of
Christian foundation on employing teachers with no consideration of
whether they are people of faith. This enables non-Christian staft to
undermine the message of the Chaplain when they shut the door of
their classrooms, or to model lifestyles antithetical to faith. To assume,
as some Heads do, that the juggernaut of secularism can be sufhciently
countermanded by a 20 minute sermon in Chapel once a week or once
a fortnight is naive.

Other church schools have abandoned any serious engagement
with faith, and descended into more tokenism. The critique of 1995

Churchill Fellowship recipient Dr Tim Macnaught is withering:

It should not be concluded that all meanings attached to the
spiritual are uplif{ing. In some British schools there is a perni-
cious reductionism at work whereby the spiritual is reduced
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to the conventional sentiments of civic religion, promoting
only values such as self-control and respect for property—the
values that might domesticate the feral young and persuade
them to submir to the invisible hand of the rational economic
order. Even in Australian schools of Christian foundation, sheer
pragmatism and the thought-world of commerce dominate
most proceedings, with the spiritual dimensions valued for
that touch of gloss, or class, like the photo of stained glass in
the prospectus.”®

What then is to be done? It is my contention that comprehensive
engagement of students with Christian faith is necessary in order to be
effective. Such engagement will include chapel preaching (in schools
which have chapcls) and the building of a theological scaffold of under-
standing through Christian Development (Biblical Studies) classes. Also
necessary will be the winsome, caring ministry to students of Christian

staff, and the Christian worldview exploration of curriculum subjects

which seek to acknowiedgc the Lordship of Christ.
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OVERVIEWING THE NATURE OF CHRISTIAN
SCHOOLS AND CHRISTIAN COMMUNITIES

16 Doing justice and loving
mercy in our schools

Stephen Fyson

And whar does the Lord require of you? To do justice, and to

love mercy, and to walk humbly with your God.
Micah 6:8

Setting the scene

he principal sat on the lounge, head down and breathing slowly.
If one looked closely, the welling up of tears could be seen
almost running down the forlorn face. His wife gently asked
if he wanted to talk about whatever was on his heart and mind. The
response was muted. He was looking for the words to express what he

was thinkjng and experiencing. The attempt went somf:t:hing like this:

lam feeling for one of my staff members. She has a good heart,
but there are also considerable difhiculties. When I or others try
to f:xplain these I:hings, she does not—cannot—understand it.
I am going to have to probably re-structure things around her
to keep her here ... and then she will go through pain—deep
pain. She cannot see it coming. I can see it clearly. My heart
is aching for what is coming for her. Doing the right things

for the school and doing the right thing for her! It is so hard!
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A second scene: The teacher was bumping around the staff room in
a noisy manner. This was not her normal approach to matters in that
space. A friend wondered about it, and decided to sec if something
was on her mind. She braved the question: ‘Are you OK? You seem
frustrated or something!” The response was in the form of a torrent of

words, and went sc-mf:thing like this:

How am [ expected to be all things to all people? When I disci-
pline a student, the parent complains! When I don’t act, other
people complain! And the boss is constantly bringing out new
polices, and then the deputy wants to change all the procedures
for handling those kids who need extra help, or are just plain
naughty! Not that we can call it naughtiness anymore! It is ‘a
call for help; or a ‘symprom of his upbringing'—anything but

just being naughry! It is so hard!

A third scene: The teenager was floating around the lounge, while her
dad was reading a newspaper. The pattern of her movement suggested
to the dad that this was not a random circuit. So he took a punt and
asked her if there was something on her mind. Her response went

somf:thing like this:

Now I don’t want you to get angry Dad. But you really need to
see this. Sometimes you are really confusing. I never know how
you arc going to react if [ do somc{hing dumb. Last night you
went off at me for being late. The other day you defended me
to Mum for the messy room. But when there is anything with
dear brother Brad, you do the ‘mess up the hair routine} and
say something really lame like ‘And no more lad ... So what's

the gozl don’t feel safe because [ just don’t know what you will
do ... and God knows how hard that is!

The common struggle

In each of these scenarios, the person in authority has been trying to
do the right thing. But the strugg[f: is that someone thcy care about
(an individual or group) is being hurt. This tension—between doing
what is right, yet caring for others—is so much of the tension of life

whenever one has responsibility for another.
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In some literature, this is called the dynamic tension between
the ‘One and the Many’! It is a bread and butter part of teaching life.
Teachers are expected to manage a whole class, yet meet the needs of
cach student (and sometimes, their parents as well). Faculty and section
heads want to see their area grow and flourish, but must compete with
the other ﬁu:ulry and section areas. Pr'ulcipals must watch that the vision
and mission of the whole community is faithful to its mandate, while
dcaling with all the particuiar student, staff and famﬂy 1ssucs.

This tension is probably most kccnly felt in dealing with the two
issues of serious discipline, and meeting signiﬁcant needs. When should
a leader give a family a reprieve with their financial commitments, and
when should she keep to the regulations, for the sake of the whole com-
munity? How many opportunities should a student have to demonstrate
that he is going to improve how he acts?

These dynamic parts of school life are why the issue of justice is con-
tinuously relevant. If we think of justice as ‘doing the right thing; and
thus when mﬂking a mistake, ‘gf:tting what we deserve, then rcﬂf:cting
on what it means, biblically, is important for us if we desire to become
more mature—that is, to become more Christ-like in how we act in

these types of situations.

Our heart tendencies

Before looking at some of the biblical principles about justice as part of
Christian life, it may be helpful to consider some reflections about the
tendencies of our hearts with reference to justice. As Micah 6:8 reminds
us, the complement to justice is mercy. The use of the term ‘complement’
is intentional, because many would construe the two as opposites, or
dialectic, or even in paradoxical relationship with each other.

Micah 6:8 (and its subsequent expressions in scripture) does not
allow this. We are not called to do one or the other. We are not called
to pit one against the other. We are called to do one, and love doing the
other. And we are called to do them both humbly before God.

Yet while a part of our t:hinking might agree with this clear admo-
nition, experience tells us that at different times, we tend to have a

tendency towards one or the other. At times, we tend to be much more
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focussed on ‘doing justice; and at other times, we cannot let go of the
‘mercy at all costs’ type of thinking,

Martyn Lloyd-Jones’ reflections are most helpful in this regard.?
His comments came while considcring the import of the start of 1
John 4. He saw that the start of this chapter was a contrast to the end
of the previous one. The end of 1 John 3 has as its focus the profoundly
personal experience of knowing Christ through the wonderful and
mysterious experience of having God’s Holy Spirit within us.

However, r.:haptcr 4 starts with a blunt admonition to test the spirits.
Lloyd-Jones asked the seeming fair question about why the apostle
John presents both aspects of reality when describing our Christian life.
He noted that the way this section of scripture presented this duality
was the typical lvf:)nirraorn:linzu'y balance’ when studying the Bible, as
cxprcsscd in the two consecutive sentences in this part ufscripture: ‘By
this we know that he abides in us, by the Spirit which he has given us.
Beloved, do not believe every spirit, but test the spirits to see whether
they are of God.

What made this balance more remarkable for Lloyd-Jones was his
wisdom in undcrstanding the difﬁculty we humans have in kcc:ping it,
even in our church life. He saw that much controversy and bitterness
could have been avoided if God’s called people had taken such teaching
more to heart. He explained the seat of the problem this way: ‘But the
trouble with us as the result of sin is that we always seem to de[ight in
extremes, and we tend to go from one extreme to the other instead of
maintaining the position of scriptural balance™

Does this relate to our topic of considering justice for our schools?
Yes, because as we have noted above, many tensions, and yes, even
bitterness, can arise from our dispurcs. One person will believe thcy
have done something which is right, and another will challenge them
(often based on their personal experience or their emotions) that they
were too soft or too harsh. Lloyd-Jones believed these tensions reflect
a deeper and fundamental difference we tend to carry amongst us in
our Christian communities: ‘the problem of the respective places of
experience and doctrine in the Christian life: experience, doctrine and
the Holy Spirit’’

That is, we tend to want to push too hard on one side of our rc:tliry,

and not only ignore the other, but become critical of those who want
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to push their side as hard as us. Thus, those of us who are passionate
about doctrinal correctness and debating the fine points of secondary
theology become heartless in our legalism. Those of us who are insistent
on interpreting all l:hings through our pr:rsonal spiritua[ experiences,
become chaotic in our licence.

Justice (and its complement, mercy) in our schools can therefore
swing between a ‘correct harshness’ and a ‘sentimental softness. Yet, as
Lloyd-Jones noted, the two are essential.® Is our difficulty a new phenom-
cnon, brought about by the loss of formal authority of the church in our
society, or a post-Reform:ttim} argumentative spirit? No, it would seem
that scripture attests to the need for both justice and mercy because of

our basic human natures.

Justice and mercy—a biblical pattern

Two theologians have used patterns within the Bible to describe how
and why this human dynamic—of choosing justice over mercy or mercy
over justice—is part of our lives. Brueggemann (1982 & 2015)" used
the Old Testament to construct an educational model of community.
He described how the biblical constructs from the Old Testament are
central to understanding the Judeo-Christian concept of community,
as immediately below.

The ethos (justice and righteousness) of the ancient Israelite
community set the character tone for the community, because it was
founded on the disclosure of God’s purposc for and manner of engag-
ing with his people. It was represented by the disclosed written laws
(the Pentateuch), and was sure and undoubted, and was the basis for
the consensus of the community. The pathos (mercy and compassion)
allowed the new needs to be responded to and stemmed from fresh
revelation which ‘shatters the consensus’ (p.133) to avoid oppression.
It was founded on the disruptive word of the prophets. The logos (or the
wise words received humbly from Yahweh) allowed for the relational
certainty of everyday life to be focussed on something greater than the
individuals within it. It was an ‘ordering which leads to responsibility
and freedom’ (p. 133), and which required wisdom to discern it and
which led to responsibility (each one knew what his/her obligations
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were), freedom (each one knew what he/she could do), mystery and
awe (because logos could not be reduced to a formula or contract).

Thus, Brueggemann’s work highlighted that, in Christian commu-
nity, we need to know what is good and true but we also need spirirua]
discernment that disrupts any misplaced sense of control. This discern-
ment also calls us crcativcl}', under God, to know what is right according
to the heart of God in the light of the heart and needs of the people
for whom we have rcsponsibi]iry.

This is reminiscent of the account of Solomon, who, when asked by
God what he wanted to rule the people, replied, ‘So give your servant
a discerning heart to govern your people and to distinguish between
right and wrong, ™ The first justice situation that is then recounted
shows that Solomon acted in a way that bmught justice to bear on a
case Dfdisputcd motherhood, but that it was done in a way that mer-
ciﬁlﬂy saved the life of a baby.g

This pattern—of doing justice but loving mercy under God—was
also noted in the seminal work of Paul Hanson.!® Hanson’s work was
based on a review of community in the Old and New Testaments, and
it confirmed the basic structure of Brucggcmamfs work. His thcory
of community was based on a vision of being called as God’s people.
For those who identified with the community based on this calling, it
enabled diversity within unity, because of a focus beyond self and the
collective. The basis of this unifying impact, claimed Hanson, comes
from recognising certain principles of the biblical picture of com-
munity, including the same relational triad of its social structure that
Brueggemann identified.

Hanson described how the righteousness (justice in the moral life) of
the community set the responsibi[itics of the community. These givens
also provided the standards for community justice and responsibility to
which individuals committed themselves. Compassion (mercy) expressed
how the community embraced individual needs against oppression,
for rightcousness was not supposed to be a heartless affair. Worship
(literally service) was the dynamic belongingness that identified the
community and maintained mcmbcrship focus (daily commitment)
outside of self and the collective.

This worship &ysmmic was central because of the realities of human

nature, which at times can take relational norms to extreme positions
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(as noted by Lloyd-Jones above). Hanson noted in his study of each
book of the Bible that when the community reached an extreme point
on any one of the three aspects of community life, that which started
out as helpful can become destructive. Thus, Hanson’s description
explained from his case study how the need for order could harden
into rigid administration rather than rightcousncss. Co:wcrscly, the
assertion of human passions could lead to sentimental permissiveness,
which could encourage social chaos. Spiritual warship that was not
connected to daﬂy life led, ironicnlﬁy, to idolatry in conduct.

We can see these dynamics sometimes in our schools. We can see
that a mature educational community understands the need for justice
and mercy before God, and will work to speak of these things, pray
about them together, and make their thinking clearly known to the
community. However, an immature community will not admit justice
when rhf:y are promoting mercy, or mercy when justice is bf:ing ciung
to. Worse than this, an immature Christian school community will not
invite reflection before God but will call on prfffdmt or sentiment or
abstract spiritual homilies (cach of which are a maladaptation of justice,

mercy and worship) as their basis of rightcousness.

What of justice and mercy in the New Testament?

For some Christians, the thought of any form of justice recalls the legalism
which Jesus taught so strongly against, as recorded in the Gospels—
see, for example, Matthew 23 and the corresponding Gospel passages.
As has been noted above, however, there is a pattern throughout all of
scripture of the need for mercy to be understood within a context of
justice. As Wolterstorff described it: “‘Love that perpetuates injustices
is malformed love.” That is, love without justice is chaotic; and justice
without love is heartless.

Wolterstorft, in his deep biblical and historical analysis, noted the
different ways love has been considered even in the interpretation of
love’ (agape). After (among other things) describing how a conception
of justice is central to the New Testament,'” he linked the concept of
care and justice: ‘Care combines secking to enhance someone’s flour-

ishing with secking to secure their just treatment.”
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Consider this question: How do you know how to help someone, it
you do not know what is right? If you see someone in a difhculty—either
because they are a victim of a circumstance, or they have perpetuated
a difficulty for someone else—how do you know how to help them?
The three scenarios at the start of this essay were examples of this very
dynamic, which is common to our cvcryday lives in schools.

Someone may say: ‘But what about Paul’s letter to the Galatians?
What about chapter 5:14—“For all the law is fulfilled in one word, in
this: “You shall love your neighbour as yourselt ™ # Bill Dumbrell made

this hf:lpﬁJl clarification about this part of Christian community life:

But fulfilment (5:14) does not mean the literal expression of
every detail, but rather requires that the true intention of the
law, which is love, be maintained ... This does not signify that
love totally replaces law as the motivation and expression of

Christian conduct, for love requires specific guidance to operate
in its Mf?frapfrson-fmrred way ... It is often overlooked thar
Paul is condemning the application of Jewish moral, civil and
religious principles derived from the Ten Commandments
and not the Commandments themselves.'* [emphasis added]

This consideration takes us back to the need to know God and his
will in us through the guidance of his Spirit, and to test out that Spirit
of discernment against God’s revealed will for our lives—the balance

between experience and doctrine, as Lloyd-Jones expressed it.

A biblical case study

There is a fascinating case study that can help us as teachers (and parents
and pastors) understand this necessary relationship between justice and
mercy within God’s will. It comes from Genesis 4. In this account, God
is tcaching Cain how to deal with an issue. We recommend that you
take time to read through the account afresh, and as you do, allow your
imagination to place God as the teacher, and Cain as the fifteen-year-
old student. Also, keep in mind the question, ‘How does God (who
is the perfect teacher and parent) instruct Cain, warn Cain, and then
administer justice in love?

Within this account is a picture of God's justice, mercy and love. I

suggest that thereisa pattern in this story that reflects God’s character.
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We can learn from this wisdom if we desire to do justice and mercy in

our ministry of Christian schooling. Here is the pattern: &

. The “Teacher’ [God] recognised the heart of the student and

spokc: to it by askjng opcn-cnded questions to invite a response:

'\Why are you angry? And Why has your countenance fallen?
(verse 6)

. The “Teacher’ gave encouragement, and then instruction, in
the consequences of good versus bad choices: ‘If you do well,
will not your countenance be lifted up? And if you do not do
well, sin is crouching at the door; and its desire is for you, but

you must master it. (verse 7)

- The student decided to ignore the advice (from the Creator

of the Universe no less!) and used deception to murder his

brother (verse 8).
. The “Teacher’ knew exactly what happened (sce verse 10).

He did not come in and pronounce judgcmcnt; nor did he
lecture—no, the “Teacher” asked another question that went
to the heart of the matter, to invite the student to repentance

and ongoing relationship'*—"Where is your brother?’ (verse 9)

- Sadly, the student denied that this had anything to do with
him—T do not know. Am I my brother’s keeper?’

. The “Teacher’ then did the fo[lowing:

> he implcmcntf:c[ justicc—thc student received clear and distinct
consequence (verses 11 and 12); and
> healso showed mercy, ensuring that the student did not receive

more than what was deserved (verse 15).

The same pattern can be seen in chapter 3 of Genesis, with the parents
of this ‘student’. At each occasion, God desired to be the near God, and
invited his people to intimate working relationship with him'"—this is
his grace which no-one deserves. Note that God was relating personally
to Cain, even outside of Eden. Each time, despite their self-interested
actions, God invited his pcoplc to kccp the rc:lationship going b}f asking
them a question that could lead to repentance and restored relation-

ship—this was also gracious. Each time he administered what was
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required in terms of people receiving what they deserved (i.c. justice is
acted upon). And yet, he also helped them in their need, even within
his justice—that is, he was merciful.

This is the Micah 6:8 pattern which Hanson described—ijustice
and mercy within God’s will. This is the balance between knowing what
is right, but not lctting it make us so comfortable that we do not see
the needs of those around us, as described by Brueggemann. This is the

wisdom for which Solomon praycd, and for which we too should pray.

How can we slow down and remember all of this?

Schools are busy places. Yet through fellowship with others, we can
encourage cach other to soften our hearts, renew our minds, and
experiment in acting differently when doing justice and loving mercy
before God. We have not had time to cxplc-rc the n:iatinnship between
grace, justice, mercy and love in c[f:pth. Nor have we described how our
different Christian traditions can sometimes have an impact on how
we practice justice and mercy. There is also the deeply profound yet
pragmatic issuc of the relationship between repentance, forgiveness,
different kinds of disciplinf: and punishmcnt, and reconciliation, as
thcy all relate to justi'::c:.”3

However, we can perhaps remember the following personal and cor-
porate spiritual disciplines to build into our routines when it comes to

practising godly justice and mercy in our Christian school communities:

The more serious the situation, the more we should pray.

Do we prayerfully rehearse the invitational question to ask
when we meet with the other person, and then listen hard

to the response? (This reflects walking humbly before God.)

Have we communicated well what is expected in our school
and why, and what an act of injustice normally deserves? (This
reflects justice.)

Do we know any needs of the person before us, so that we can

offer help in that situation? ('This reflects mcrcy.)

May we all learn to walk humbly with God, doing justice and !oving

mercy as we go, in grace and truth.
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OVERVIEWING THE NATURE OF CHRISTIAN
SCHOOLS AND CHRISTIAN COMMUNITIES

17 Censorship and the Arts

John Montgomery

What a Christian portrays in his art is the totality of life.
Francis Schaeffer, Art and the Bible

n Schaeffer’s view the Christian artist sees no division between the

sacred and the secular. All of life is relevant to arti,stically cxplorf:,

express and reflect in the context of a fallen world that God is
graciously redeeming. However, many great artists are not ideologically
aligned to a Christian worldview. So should dramatic art that does
not reflect a Christian worldview or biblical values be censored in our
schools? How should we approach great artists and our student artists
whose work is not sympnthctic to a Christian worldview ? What is -:::-k:ty
to study and perform in our schools and what is not?

The censorship framework and review process this chapter pro-
poses is dcsigncd to assist teachers, principa[s and school communities
to make well considered decisions in dcvclc:ping an appropriatcly broad
and balanced Drama curriculum that is proactively rather than reac-

tively designed and defended.

Protectionist versus exposure

An ana[ysis of the ccnsarship literature exposes a p(}[;lrity between the
protectionist and exposure viewpoints. The ‘pmtf:ctionist’ position
focuses on keeping children and institutional reputations guarded

from potentially harmful ideas and experiences. This position is aligned
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to a generally conservative ideology.! Blaxland reports typical views:
‘I send my kids to the school I do because their philosophy is in line
with mine. I don't want my kids to read books that don't reflect my
value system.” A librarian at the Sunrise Christian School in Adelaide
says, We avoid books that have anything to do with witchcraft ... The
school has a clear policy in line with the Bible that witches are always
bad ... we avoid books in which a witch is seen to be good, even popular
books like the Harry Potter series.”

The other pﬂmdigm, the ‘cxposu;c’ position, originates from a
liberal ic[cology, that students should be pcrmittcd freedom to access
age-appropriate ideas. It argues the obligation of education is to provide
young people with exposure to the market place of ideas where they can
be tested through quaiity educational f::r;];z«-::riv.:'ﬂlcc:s.-1r Blaxland reports
a typic:tl view of this pamdigm: ‘I would question whether I wanted
my kids in a school that banned Harry Potter ... If you're going to get
into political correctness you're going to have to eliminate an awful lot
of good books, including Shakc:spnf::u'f:.’4 Credaro sums up this pﬁi[cr
sophical dichotomy: ‘If education is to be founded on the principle of
exposure to diverse ideas, then it is almost m:u*:dﬂtor}' that exposure to
controversial material is possible. However, if schools should be a place
for transmitting community values, then censorship becomes almost
compulsory.” The censorship framework proposed later in this chapter
1S dcsigncd to assist schools wherever they sit on the protectionist-
exposure continuum.

Age appropriateness is often central to decisions in schools when
considering the suitability of material for particular students. Delaying
access 1s not dcnying access. Many schools recognise the transition
from child to adult that occurs during the high school years and sce the
need for a dynamic and evolving approach to questions of censorship
as students approach adulthood. A teacher in Blaxland’s study notes:
‘Over thirteen years of education there is very little we can’t bring to
them.” In the later years of high school many classic and contemporary
BOSTES prescribed texts contain mature content with occasional con-
tentious ideas and themes. So how should a Christian school decide its

standards and process for censorship?
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Sources of authority in determining standards and values

The New South Wales Board of Studies Advice to Schools Regarding
Content® implies that a philosophical or theological position on stand-
ards of censorship for HSC student showcases of art works is a matter
for each school community to decide for itself.

There are four significant sources of authority influencing stand-

ards and values in Christian schools:

A first source of authority is traditions. Traditions include the
history of thought and practice of the Church in general. It also
includes historical traditions of the educational institution and
the specific church that owns and governs the school or college.
In non-denominational Christian schools these traditions can
often be traced back to the Dutch-Reformed influences on the
carly Christian school movement in Australia and the charismatic
church traditions that also strongly influenced the second wave of

the Christian school movement.

A second source of authority is scripture. Martin criticises both
‘dogmatic’ pr{)of texting and ‘impn:ssionistic’ interpretation. The
‘grammatico-historical method’ that is the exegetical orthodoxy in
biblical scholarship Martin sces as a reasoned, rigorous and robust
method of scriptural intcrprf:tation.g' However, also signiﬁc:mt in
cstablishing biblical authorir}' in a Christian school is whose heuris-
tic interpretation within the school carries most wcight. Persuasion

by position and personality play a significant part.

A third source of authority is community expectation. Community

StﬂkﬁhOldCTS—St“lﬁ: studsznts, Pﬁl’ﬁl’lts ofsrudents, él[llﬂ'l_'lli Rﬂd pl'D'

spective parents—can carry signiﬁcanr authoriry in the df:ﬁning of

values and expectations on questions of censorship.

A fourth source of authority is institutional directive. Values are
central to such bodies as school boards, Christian Schools Australia
(CSA), the Catholic Education Office (CEQO) and government
bodies at both state and federal level. All have authority to formulate
policy in Australian Christian schools. Blaxland quotes a librar-

ian in Broome Western Australia: “We have a strict buying policy
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for books here which comes from the Catholic Education Office
... No books with heavy swearing, or those supportive of lifestyles
against the teachings of the Catholic Church such as homosexual-

ity, books which promote abortion, etc.'?

Defining values and standards

Values and standards shift over time. Jenkinson’s ten-year study on
challenges to school texts between 1982 and 1993 found that profan-
ity was the most popular reason for challenges, and in the later survey
profanity had moved into fifth place and witchcraft had moved into
first place. Schrader concludes that the time frame by which standards
and values shift within a school community can be quite rapid: "... some
issues may take years to catch the public eye, while others might arise
overnight. Blaxland observes that some ‘material used to be accept-
able but is now considered racist or sexist.'' Blaxland suggests that any
process devised for managing text selection should be responsive and
reflective of current contexts. Current events, emerging information
and communication technology, and the media probably all play a sig-
nificant role in shifting and shaping community sentiment.'?

In Australia, the national Office of Film and Literature Classification
(OFLC) is the most organised and substantial censorship body in
Australia. The BOSTES Advice to Schools Regarding Content references
the OFLC standards which includes an age appropriate framework
that is well understood by the wider public. This reflexive standards
framework provides a broad common understanding for school com-

munities to discuss and communicate censorship standards.

Self-censorship and fear

Sc]f-ccnsorship due to fear of criticism is identified as the most prf:v:tlf:nt
source of ccnsership of texts in Australian schools. Mnody writes, ‘ The
most insidious form of censorship is self-censorship ... even librarians
who consciously do not agree with censorship ... may in fact censor
subconsciously, or even consciously when potential personal threats are
perceived.”® Moody (2005) and Bunn (2015) argue that the ubiquitous
and silent nature of this type of censorship is of considerable concern.

Moody sees ‘personal threats’ to teachers stemming from a perception
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of potential conflict with the wider school community and school
management. Credaro confirms that this pressure creates a climate
of fear in school communities: ‘Australian survey results suggest that
this climate of fear is greater in secondary Church affiliated schools.**
Jenkins observes that problems tend to arise in situations when chal-
lenges are dealt with in an ad hoc manner where formal procedures or
polices are not in place.

The reasons for sclf-censorship are philosophically complex and
awash with practical problems because of its generally undeclared
nature. For many teachers self-censorship is a convenient way to deal
with problematic texts, artworks and performances to avoid the focus
of undesirable attention: ‘In such cases schools submit to censorship
pressure without any incident bcing recorded, and pcrccivcd future chal-
[engcs are bcing avoided by prc»cmptivcly removing pmblcm resources,
or by failing to acquire them.® Cossett-Lent & Pipkin also recognise
this chilling effect as a significant problem: “This form of censorship
can be especially dangerous because teachers, fearful of censorship, try
to predict what may be challenged and keep only the safest books ...
Students, as always, are the losers in this situation.™®

How can our schools best deal with fear? To move from reactive
fear-based censorship to a proactive ideological basis for a school’s cen-
sorship policy and practice, stakeholders must engage in open fear-free
discourse. The results of my rescarch demonstrate that such a discourse
between teachers, school management and parents in a safe and open
environment can be difficult to create. However, the rich outcomes this
discourse can produce are well worth the effort. Christian school prin-
cipals should endeavour to create a safe space for discourse amongst key
stakeholders in school communities. A safe space for discourse should be
purposefully designed to reduce fear for teachers and to allow focus on
creative censorship solutions based on the ideology that is the school’s

basis for standards and values.

Principles for a censorship framework

The diagram below attempts to express how school communities can
approach the question of curriculum censorship. The process starts by

defining the ideological basis for censorship in the school. The school’s
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censorship basis focuses the dual lenses of beliefs/values and educa-
tional merit through which the school community views potentially
contentious material. By applying a defined set of criteria and stand-
ards, a (:f:nsorship decision is made. These standards are defined by the
OFLC ratings that are reflexive to the Australian context and inclusive
of age-appropriate sensitivities.

Figure 1. Conceptual framework for managing censorship in schools

/

PAELNT WFLLENTED

BELIEFS/VALUES

el

This -::onccptual framework is opcrationaliscd thmugh the review

process described below.

School principals are responsible for school curriculum and ensur-
ing school values and beliefs are uphcld dwough the dclivery of quality
school curriculum. The school’s censorship policy should be ideologically
based and emerge from the school’s values and belicefs. (Sce Figure 2)

Schools should acknowledge in their censorship policy that they
recognise the rights of parents and individuals to present concerns over
instructional material and activities. The policy and process should
allow for most concerns to be resolved informally through discussion
with teachers. Formal censorship occurs, following a prescribed proce-
dure to minimise reactive censorship and to allow all views to be heard
and considered before a censorship decision is made. The censorship
policy and process should require complainants to have read or viewed
in its entirety the resource, text, artwork or pcrformmncc: thcy wish the
school to censor. The complainant should suggest a solution and not
just request for the text, artwork or performance to be removed from
the curriculum. As an example of this framework in practice, the final

section of this chaptcr s a suggcstcd ccnsorship policy for the New
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Figure 2. Proposed censorship review process

Teaching staff provided with clear school \
censorshio policv. criteria and standards

Alert principal or delegate of contentious
material for discussion

Material not
approved

Material not ‘ ' Material not

approved formal

approved
challenge lodged

South Wales HSC Drama context. This po[icy and framework could

be adaptcd to any other curriculum area in any Christian school.

HSC Drama censorship—an example of a proactive process

1. Managing HSC Drama individual projects

The New South Wales Board of Studies issues a list of prescribed drama
texts for the development of HSC Drama Individual Projects. Some
texts on this list may be challenging for some students and school
communities. When dctf:rmining senior student access to these texts,
teachers should be sensitive to the emotional maturity and sensitivi-
ties of their students. Texts that may cause harm to a particular student
should be withheld. Any text with strong language; strong or frequent
sexual content; illicit c[rug use; gratuitous and graphic violence; dis-
criminatory, narrow or salacious content should be provided with great
care, consulting the principal or her delegate and the students’ parents

before pmviding the text.
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2. Managing the group performance

Group performances are devised by students. The content of these
performances is based on the students’ research and interests. Students
should be supported to develop pieces that are theatrically sophisti-
cated, topica[ and insightful of the human condition. The teacher, in
accordance with the school’s censorship policy and standards, should
censor content that depicts or condones racial, religious, ethnic, sexist
or homophobic discrimination, or incites violence, or any portrayal of
a person in a demeaning manner. Careful consideration should also
be given to content that includes strong language, strong or frequent
sexual content, illicit drug use, graphic violence, or is discriminatory,
NAITOwW, ovcriy biased or salacious. If there are concerns, then a discussion

between the teacher and the principal or her delegate should resolve this.

3. Public performances and showcases
Students may stuc[y and present their HSC Drama pcrf{)rm:mccs and
projects for the Higher School Certificate Examination. However, they

may not be considered suitable for public showcase events if they contain:

Offensive language, that is, language likely to cause outrage
or disgust;

- Violence, cither real or perceived;

- References to the use of illegal drugs;

. Sexual references.

4. Themes considered inappropriate for a general audience

The school should endeavour to provide performance/showcase oppor-
tunity for students whose works are not suitable for a general audience.
This may be through informing audiences of the OFLC standard of
the performance and the nature of the mature content that the per-
formance or project depicts. Other solutions could include modifying
the work or presenting these works at an alternative venue or time, or
through other creative solutions that may be employed that the school

ccnsnrship committee approves.

5. Managing texts for the HSC Drama written examination
The New South Wales Board of Studies issues a list of prcscribed
drama texts for the study of two topics for the HSC Drama written
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examination. When determining student access to these texts teachers
should be aware of the maturity and sensitivities of their students and
select texts that they believe are most suitable and appropriate for the
needs, interests and abilities of their students. Much care must be taken
in selecting topics and texts that will be appropriate for all students in
a particular class. Any text with strong language, strong or frequent
sexual content, illicit drug use, gratuitous and graphic violence, that is
d iscriminatory, Narrow or salacious should be manﬂgcd with great care
and involve consu]ting the pr'mcipal and parents before seif:cting the
text for the students to study as outlined in Figure 2.

For potentially contentious texts, the school may provide opportu-
nities for parents and senior students to ‘examine’ the material and how

it will be cxplorcd before a decision is made. This process could include:

providing copies of the proposed texts and teaching program

for review

convening a parent/student meeting to discuss the text and

how it will be approachcd

provi&ing copies of the school’s review process and ccnsorship
policy including ways to appeal censorship decisions made

by the school.

This provides a process for an informed censorship decision in ‘partner-
ship’ to be made and may avoid a text, artwork or pc:rformancc bcing

unnecessarily censored or self-censored due to fear of potential threats.

ENDNOTES

1 Cours, Evans, Webster, 8& Haxton, 2013; Kallio, 2014; Leahy, 1998; Lent &
Pipkin, 2013; Whelan, 2009.

2 Blaxland, 2000b, pp. 20, 21.

3 Courseral, 2013; Kallio, 2014; Leahy, 1998; Lent & Pipkin, 2013; Whelan,
2009,

4 Blaxland, 2000c, p. 21.
Credaro 2001, p. 7.
6 Blaxland, 2000a; French, 2003; Reichman, 2001; Schrader, 1996.
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7 Blaxland, 2000a, p. 13.
8 Ofhce Board of Studies, 2005.
9 Martin, 1977, p. 220-247.
10 Blaxland, 2000b, p. 21.
11 Schrader, 1996, p. 77; 2000a, p. 13.
12 Enright, 1997; Narayanaswamy & Weaver, 2013; Nimon, 2005b.
13 Moody, 2005, p. 4.
14 2001,p.7.
15 French, 2003, p. 25.
16 Cossett-Lent & Pipkin, 2013, pp. 25-26.
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OVERVIEWING THE NATURE OF CHRISTIAN
SCHOOLS AND CHRISTIAN COMMUNITIES

18 Imagination and its place
in the Christian school

Richard ] Edlin

As created beings, one of our greatest treasures, perhaps the
dearest fingerprint of God in us, is our ability to imagine.

Michael Card

reative imagination is a part of the very character of God,
graciously bestowed upon hum:mity, his image bearers.

Letus ':XP]G[’E human imagination in its biblical context:

- from its glorious divine origin in God’s creation story in
which God gifts this capacity to humanity, the pinnacle of

his imaginative creation,
- through its distortion and idolatry because of the Fall,

- through its redeemed character because of the Cross of Christ
and in which God’s people are challenged with imagination’s
renewal and the opportunity to use of this divine attribute
rightly,

- and through to the glorious restorative completion at the

return of the Lord Jesus.

Imagination, I believe, is ‘our minds working with our hearts and hands

to be inventive and creative (in obedience or disobedience to God’s
y

creation norms)
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Imagination through a biblical lens

The term ‘imagination’ or ‘imaginings’ occurs up to 36 times in the

Bible, 35 of them in the negative, onc of which is Genesis 6:5-8:

The Lord saw how grear the wickedness of the human race had
become on the earth, and that every imagination of the human
heart was only evil all the time.

Given such strong biblical negativity, some Christians have con-
cluded that imagination is a sinful characteristic and should be shunned.
Christian musician Michael Card (2011) comments, ‘As created beings,
one of our greatest treasures, perhaps the dearest fingerprint of God
in us, is our abi[ity to imagine. But in-::vitably, whenever I spcak about
the “biblical imagination” someone will object, “Isn’t the imagination
a bad thing? Doesn't the Bible say our imaginations are “evil”?’

But does the Bible really view imagination as inherently evil? I
suggest not. The one positive reference to imagination from among its

35 biblical appearances occurs in Paul’s letter to the Ephesians:

Now to him who is able to do immeasurably more than all
that we can ask or imagine, according to his power that is at
work within us, to him be glory in the church and in Christ
Jesus throughour all generations, for ever and ever, Amen.

(Ephesians 3:20)

There is not a hint of condemnation of imagination in that passage.
Furthermore, the entire Bible itself is full of glorious imaginative lan-
guage. Rather than coming to us as a step-by-step systematic theology
instruction manual, God has chosen to reveal himsclfbiblicnﬂy through
powcrﬁ:l, imag&ﬁllcd literature. As justone magniﬁccnt f:xamplc, take
time to re-read Psalm 23 as a glorious passage of imaginative writing.
Also, consider the power of the parables of Jesus—imaginary stories he
told to emphasise key concepts during his carthly ministry. The parable
of the Good Samaritan is just onc case in point (Luke 10:29-37). On
the other hand, we have the true account of God’s own people, the
Israclites, constructing a golden calf, a God-replacing idol of their own
imagination, as just one demonstration of the truth of Genesis 6:5-8

quorcd carlier. This is imagination as a tool of the devil.
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How do we reconcile this apparent contradiction wherein the Bible
is claimed by some to condemn a mode of communication (imagina-
tion) that the Bible itself liberally uses in order to communicate? The
answer provides a salient lesson in ensuring that we avoid out-of-context
proof-texting, and recognise the integrity and metanarrative (i.e. big
story) of the Bible as a whole.

All was initially created good by God. In what is called the Cultural
Mandate or the Creation Mandate (Genesis 1:28 8 2:15, Psalm 8), God
gave to human beings the unique capacity to explore and shape these
characteristics. The characteristics are not evil in themselves, but what
fallen humanity has done with them has debased them. Wonderfully,
the glorious gospel of Jesus Christ makes possible their redemption—
implemented in the light of the Cross through the sanctified activities
of Christ’s followers in this epoch between Christ’s ascension and his
second coming.

The picture being described here is often referred to as the Creation-
Fall-Redemption-Renewal (CFRR) schema. It is based upon a worldview

which takes the whole Bible into account when understanding any

part of it.
God’s Big Story (the biblical metanarrative)

CREATION T FALL =¥ REDEMPTION ™™ RENEWAL
How God How humans God’s restoration | Christians
intended for have mucked through his son as gospel
things to be itup Jesus Christ ambassadors

until Christ's

return
Crearional Humaniry’s Christians as Separation of
order for: abuse of: God’s shalom God’s people from
Agriculture Agriculrure representatives in: | everyone else;
Family Family Agriculture The Great
Sexualiry Sexuality Family Judgment;
Government Government Sexuality Heaven
Educarion Educarion Government Hell
Law Law Education
Imagination... Imagination... Law

Imagination...

Fig 1. Creation-Fall-Redemption-Fulfilment (CFRR) Motif

The CFRR motif provides us with a focusing concept (underneath

cach heading in the figure) in each stage of the schema. As expanded in
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Fig. 2 below, these concepts give us biblically faithful insights into the

nature of imagination at cach key stage of the biblical metanarrative.

Imagination from the perspective of a CFRR biblical metanarrative

from Genesis to Revelation

norms)

Imagination: Our minds working with our hearts and hands to be
inventive and creative (in obedience or discbedience to God’s creation

Creation

Creator God made humanity in his image. He displayed
imagination in his creativity. He gave that imagination to
humanity, and blessed our use of it (Genesis 1, Psalm 8)

i §

Fall

Along with all of our God-given capaciries, sin has
distorted and warped our imaginative faculties so that
though still useful, imagination has become a tool of self-
aggrandisement, autonomy, despair and hopelessness. This
is unregenerate imagination. (Genesis 6; Romans 1)

{

In Christ, brought under his Lordship and through

his redeeming work on the cross, imagination is

Rederaption restored, capable once again of flourishing within
i God’s initial glorious character and purpose.

M Make every imagination obedient to Christ. (2 Corinthians
10:5) This is regenerate imagination, and is what we strive
tor as Christian educators. (Romans 12:2). In the ‘now-and

Renewal

not-yet’ period of history as we prepare for Christ’s glorious
return, Christians have the dynamic calling to share the
fullness of the gospel in all of life. (2 Peter 3; Revelations 21)

Figure 2. CFRR model applied to the concept of Imagination

A full biblical metanarrative shows us that in the Bible, there is no

conflict at all about imagination.

Imagination, as a dc[ightfu[ aspect of the very character of God
himself, was endowed by God as a gift to humankind as a part of our
being made in God'’s image. It was given to enable us to carry out the
Cultural Mandate by imagining names, creating cultural structures etc.,

as we excrcise stewardly dominion over God’s creation. Imagination

g[oriﬁcd God and brought plf:asu_re and satisfaction to humanity.

With the disobedience and fall of Adam and Eve into sin, evil
entered the world and all of God'’s creation became fractured and dis-
torted. The imaginations of human hearts became sinful, a period of

human history that the 34 negative biblical references df:pict, concern-

ing the evil imaginings of human hearts, minds and hands.
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God’s glorious plan for the world in general, and for humankind
in particular, has not been to leave us in the despair of the Fall. God
so loves his creation that he sent his only son, Jesus Christ, to pay the
penalty for our sinful rebellion against him (John 3:16). Now, through
the substitutionary sacrifice of Christ, and his bodily resurrection, the
power of sin and death have been defeated, and the possibility of a
restored relationship and created order has been made possible. Those
who put their trust in the finished work of Jesus on the Cross are now
holy partners in God’s great restorative plan. Among other things,
a regencrate concept of imagination once more becomes possible,
championed by the people of God. Our calling is to engage with the
culture, proclaiming and living the Good News of salvation in Christ

n f:vc:rythiﬂg.

Imagination as explored by Christian writers

In recent decades, some biblical scholars have begun re-exploring imagi-
nation in creative and God-honouring ways. Goheen and Bartholomew
anchor imagination’s value in God by rightly claiming that ‘Part of being
made in the image of God is that he has graced us with something of
his own capacity for creativity. Francis Schaeffer exclaimed that, “The
Christian is the one whose imagination should fly beyond the stars’
(1973, p. 61). Schaeffer introduced a new generation of Christians
to the value of the arts and imagination as tools to interpret culture.
The work of Cal Seerveld, in particular his 1980 Rainbows for the
Fallen Warld, gave increased impetus to this resurgent interest among
Bible-believing Christians in imagination, as did Seerveld’s comments
on the reality of the imagination in 4 Christian Critique of Art and
Literature. Leland Ryken from Wheaton College has reminded readers
that the scriptures, rather than beinga step-by-step instruction manual
for Christian living, in reality form a rich, metanarrative where God
guides his people by the use of an abundant panoply of tools including
metaphor, story, poetic love language, and other imaginative literary
techniques. Veith and Ristuccia also frame an understanding of imagi-

nation within the context of a biblical metanarrative.
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Uses and mis-uses of imagination

Children’s Story Bibles

Many efforts have been made to unpack the biblical metanarrative in a
way that children can understand. Sometimes, the Bible is depicted as
aseries of individual morality stories about people in particular places.
In essence, however, the Bible is not about Noah or Joseph or David or
Samson or Paul. It’s about God and his faithful plan to make a people
for himself and to draw that people back to himself. Essentially, the
Bible is God’s big story centering in the incarnation and the redemp-
tive work of Jesus, and we human beings are privileged to have a grand
role to play in that story.

Some examples of children’s story Bibles
that present this imaginative and faithful view of
God and the Bible are Sally Lloyd-Jones™ The Jesus
Storybook Bible (2007) and Jonabh, illustrated by
Kurt Mitchell (1981). The only text in Jonah is the
NIV version of the book of Jonah. The illustrations

imagine Jonah as a mouse, and the city of Nineveh

as a city of cats—an image that describes the horror that Jonah must
have felt when God commissioned him to take a message of repent-

ance to thESﬁ W‘.—]}’WRL’C[ pCDplC.

Joseph and the Amazing Technicolour Dreamcoat

In 1968, Andrew Lloyd-Webber, partnered with
Tim Rice to construct a musical entitled Joseph and
the Amazing Technicolour Dreamcoat. It has since
been performed by tens of thousands of groups,
including many Christian schools, all around the

world. Its catchy tunes, its variety of musical genres,

and its mixture of pathos and humor, have caught
the imagination of millions of pcoplc.

True, Joseph is an example of the creative use of the imagination.
Superimposing Elvis over the character of Pharaoh, the contrasting
musical styles such as calypso and western pop music, the appeal to
naive mnnocence thrc:ugh the use of child pf:rformcrs and choirs are

some of the imaginative features that give the show its appcal.
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However, Joseph is far removed from a faithful re-telling of the
Bible story. The message of Joseph is that whilst we are all searching for
meaning and purpose in life, any form of escapism, such as the drug
culture (how else did you get amazing technicolour dreams in the
1970s?) or eastern mysticism, can satisfy this eternal desire. In direct
conflict with the exclusive message of the Bible, Joseph’s songs stress the

notion that ‘any dream will do’

The Imaginative artwork of Thomas Kinkade

Famous artist Thomas Kinkade was a self-confessed Christian universalist

who painted and franchised popular, idyllic, Disney-like scenes, where

trouble and disturb-

ing concepts are _a

¥
l'ﬁi'!'lOVf:CI fl'Dl"ﬂ oncs

visage. Christian art
critic Dan Siedell

offers a critique of
Kinkade’s work:
“These images seem
to say, the world
isn’t so bad, faith
isn’t so hard, grace
therefore not so desperately sought ... Kinkade’s desire to depicta
world before the fall is Christ-less Christianity in paint.”

Implications of a redeemed imagination for Christian schooling

Here are some introductory discussion points for Christian schools
based on the imagination perspective presented in this article. Each
one 1s wort:hy of further discussion and critique by stakeholders in

Christian school communities.

There is such a thing as a Christian imagination. Imagination is
not inherently evil—it is a part of the very character of God that he
has graciously giftcd to human ity. The rcsponsibilir}' of Christian
school communities is to cxplorc all sub}ccts—includ ing the way
imagination contributes to every key learning area—from a bibli-

cally faithtul worldview or metanarrative perspective.
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Celebrate the imagination and the aesthetic. Do not allow school
curricula to be swamped by economic rationalism and its prioritisa-
tion of science, technology, engineering and mathematics (STEM).
While important, they are not the sum of the curriculum. When we
allow an economic rationalist STEM perspective to dominate to
the dcgrf:f: that aesthetic sub}ccts are squc:czcd out, or imaginative
approaches to subjects are replaced by cerebral ‘teach-to-the-exam’

routines, we are practising unfaithful ?cdag{)g}’.

Allow imagination to permeate content material and pedagogy.
As teachers we should feel liberated enough to allow the surprise
of imagination to adorn our content material and our pedagogy.
When teachers (cither parents at home or educators at school)
balance trusted nurture with the imaginative and joyﬁli surprise
of the unexpected, the potential for meaningful learning increases

E]lDmellSlY.

Music and the performing arts, like all other subjects, are
religiously committed. Gloria Stronks comments that ‘A deep
appreciation of the world around us, of music, of art, or of poetry
will not make one become a Christian. But Christians who have
developed a knowledge and appreciation of these aspects find that
their faith deepens because they have richer ways of responding to

their Creator.”

The perspective of a comprehensive biblical metanarrative is
vital. Imagination-rich learning, based upon a CFRR approach or
similar iterations, can provide children with a realistic but hope-
filled undcrstanding of the world and their placc:s and task in it
(Hebrews 1:3). As Kropp commented some decades ago, imagina-
tion, ‘[and] the visual arts are a way of serving God ... Christians
are called to use these special gifts and activities to proclaim the
gospel which includes the despair and distortion of sin as well as

thf! IDVC and gracc ofG{:c[’.-‘

Learning about aesthetic subjects should be rigorous, not some
‘fill-in’ activity late on Friday afternoon. Rigour and delighttul
creative expression are not enemies. A careful investigation into

imaginative art, music, acting and literature should co-exist with
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a playful, hands-on interaction by children with creative expres-
sion, and the display of such works on classroom walls, in school
magazines, and in musical performances and science fairs. Roques
describes an cxamplc of this W['lf:rf:b}' children in a French languagc
class wrote and performed a drama in French that was entertain-
ing, full of imagination, and cxhiiarating, ‘where children who

normally claim to hate French [were] loving it’*

Intellectual aspects of imagination in music and the performing
arts could be nurtured by surrounding students with examples
of imaginative works. In terms of art, for example, Stronks (2014)
recommends that prints of selected artists be hung in Christian
school classrooms and corridors, so that even the background

environment can foster critical awareness.’

Construct an annotated list of appropriate music and visual
arts artifacts/productions suitable for the Christian school.
This could be done in conjunction with like-minded teachers from
other Christian schools, and made available to all Christian schools

as a vital service to them.

Find linkages with other subjects. Every history teacher requires
students to exhibit good grammar and sentence structure in their
exploration and written discussion of history. Conversely, every
language teacher requires some content material to teach grammar,
paragraphing, ctc. Progressive schools often construct integral
curriculum patterns to allow complementary key learning areas
to benefit from this holistic realisation. Blomberg artfully encour-
ages Christian educators to adopt an 'mtcgra] :lizfpl'-:):;.-::h.‘5 For their
part, teachers of visual and performing arts can enhance students’
learning and enrich imaginative instruction by cooperating with
teachers of other key learning arcas and approaching skills and
content instruction in a manner that enables the visual arts to

CI]}IH.DC'E Othffl' arcas ofiearning—anc[ vice versa.

The possibilities are endless. Science classes can be enhanced by
using artistic imagination to diagram relationships or illustrate
concepts. Roper (1980, p. 161) reminds us that home economics is

COl‘!.CCIllEd not jllSt about hOW to ﬂlill(f: paiatable PI’OdUCtS {:01' Cﬂtiﬂg



CHAPTER I8 Imagination and its place in the Christian school | 215

and drinking, but it requires vision and imagination to create foods
that look interesting, and which appeal to the culturally bound acs-
thetic of taste preferences. Steensma and van Brummelen (1977,

p- 75) make a similar point in the arca of literature.”

Therefore, don’t restrict imagination to the visual and perform-
ing arts. In Genesis 2:9, when God made trees, the imaginative
God did not just have utility in mind. He also created vegetation
with imagination and the aesthetic very much as a part of his crea-
tive activity. “The LORD God made all kinds of trees grow out of
the ground—trees that were pleasing to the eye and good for food.
(Genesis 2:9 NIV) In its primary creational and redeemed senses,
we should see imagination as a divine delight. All key learning
areas can be enriched by the use of imagination and the aesthetic.
For example, Meyer has demonstrated how judiciously applied
imagination improves student lcarning even in the abstract area
of electrical physics.® According to Gene Veith, C S Lewis created
the Narnia tales spcciﬁca]]y with the power of the imagination in

mind, to overcome pagan imaginings about God.

Use a sanctified imagination to view pedagogy differently. In
both research by Cooling and Green (2015) in UK and that by
Edlin in the "Essence of Christian Schooling’ survey in Australia,
the overwhelming majority of teachers in Christian schools indi-
cate that the primary relationship between their Christian faith and
their teaching is in the area of interpersonal relationships, and so-
called ‘spiritual matters’ such as Bible memorisation and personal
salvation issues. Indeed, these things are vital, but the Christian
school is not a church. Done properly and imaginatively, Christian
school education within the subject arcas themselves will challenge
students with the hope-filled wonder of God and his world. As

David says in Psalm 19, ‘the heavens declare the creator’s glory.

Conclusion

Imagination is an aspect of the very character of God that he has won-
derfully chosen to endow upon humanity when he made us in his own

image. Every aspect of life is touched by it. The young couple in love
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become engaged as they look forward to (i.e. imagine) a future life
together. The grandmother and daughter play morning tea, pouring
imaginary hot tea into imaginary cups, and drinking it down with sat-
isfying slurps and gulps. The architect listens to the priorities of town
planners and imagines what their desires might look like in specific
gcographic settings, and draws up b]ucprints &ccordingly. The author,
the poet, the composer, and the playwright all try to give expression
in various forms to the imaginations of their minds. Science teachers
create imaginary models to f:xp[nin principies and aspects of rca]jty
invisible to the naked cye. Musical directors chorc:ograph dances to
complement musical scores.

But imagination can become a tool of the devil and often is distorted
and marred by sin. When left to its own deluded devices, imagination
emanating from sinful human hearts leads to selfish delusion, df:spair
and idoiatry. One evening spent analys'mg the advcrtis'mg on television
is enough to convince us of that. Therefore, the surprise and anticipa-
tion of creative imagination in the Christian school classroom will be
tempered by the gentle, guiding hand of the teacher lest that creativ-
ity tend toward self-centered anarchy and a distorted understanding
of the world.

In Christ, however, all things are made new. Through the imagina-
tion, we can empathise with others, and an imagination shaped by the
Lordship of Christ provides direction for a biblically faithful worldview
and educational practice. A redeemed imagination forms a foundation
for Christian witness and cultural engagement.

Imagination, in every area of life, can be used to honour and serve
God, or to honour and serve a god-substitute. A God-honouring imagi-
nation is a vital component of Christian schcmling. When br-:::ught
under the Lordship of Christ, and when explored with playtul passion
and rigour in both a recreational and an academic sense, a redeemed
imagination in the classroom enriches life, declares God’s glory, and

dl'ElWS us CIOSCE to our Creator.
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OVERVIEWING THE NATURE OF CHRISTIAN
SCHOOLS AND CHRISTIAN COMMUNITIES

19 Professional learning
in faith-based schools

Understanding the back-story

John Scott

What has Jerusalem to do with Athens, or the Church with
the Academy?
(after Tercullian, De praescriptione haereticorum, 7.9)

his chapter develops the findings of a study of the professional

learning in three Australian faith-based schools (Christian,

Jewish and Muslim) and, in particular, any connection between
their pmfcssi{mal leaming and their faith-base. The schools’ students,
teachers and educational leaders were able to express their insights
through interviews and focus groups.

There are decper issues regarding faith-based education, of direct
relevance to Christian schools in particular, as tha:y seck to under-
stand the faith-based education tﬁcy provid e. Our schools operate in
a multi-cultural and post»colnnial Australia, with moral chaﬂcngf:s
that follow from the connected and technologically reliant world our
students inhabit.

I presenta number of issues to hf:lp teachers and institutional leaders
to better understand the faith-based education thcy providc. I discuss
the difference between educational theory and practice, and recognize
the force of the school’s hidden curriculum. I argue that a faith-based

school’s profcssional [c:u‘ning might include critical engagement with
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the faith-based distinctives of the school and their relationship with
the school’s policies and practices.

I propose a simple two-by-two structure to help teachers and
school administrators analysc their professional lcaming program,
and more clearly understand the nature and purposes of the school’s
pmfessi{mal lf::tming.

Finally, ‘Questions for discussion’ may help teachers and educa-
tional leaders to engage in the critical :maiysis of the school’s policics

and practices for which I am arguing.

Theoretical framing

The research rccogniscd that educational practice takes plac-:: within
a complex dialectic of teacher, student and family, institution, faith
tradition and society. Its interpretative stance rf:cogniscd the value of
the individual and the situatedness of educational thcory and practice
which is groundcd in Habermas's puhlic sphcrf: and the interweaving
of the public and private realms.’

Twenty-first-century Australia is subject to a varicty of international
forces. These arise through a global world economy, the transforma-
tion of corporations into multinationals and the [imiting of national
autonomy through the weakening of national borders.* Educational
theory and practice will reflect the complex political environment

within which schools operate.

Questions for discussion:

How is your school affected by each of the following:

Pressures from government (all levels)

Economic pressures from outside the school

The growing multicultural Australian society?
How has your school responded to these pressures?

Are there ways in which the school’s response might be modi-

fied, and, if so, how?
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Theory and practice

Carr argues forcefully against characterising theory as dealing with
cpistcm-:::iogical, philosophicai matters, as opposcd to practice which
1S seen as df:aling with the use of educational L‘hcor}f and knowlcdgf:. As
he explains, ‘to engage in an educational process always pre-supposes
a theoretical scheme that is at one and the same time constitutive of
this practice and the means for undcrstanding the educational prac-
tice of others™.

The rescarch supported the view of Carr (and others) that debate
regarding the relationship of educational theory and practice is better
rcplaccd by drawing on Aristotle’s und f:rstanding. In his Nichomachean
Ethics, Aristotle distinguished three types of reasoning: ‘theoretical,
‘productive] and ‘practical’ science. Each has a particular goal (¢elos)
and guiding disposition, resulting in a particular kind of action. The

Aristotelian classification is summarised in Table 1.

Table1 Aristotle’s reasonings

TYPE OF TELOS DISPOSITION ACTION

REASONING

Theoretical . . _

S bR attaining truth episieme theoria

Productive m d g"r ; o

Science procucng techne poiesis
something

Practical wise and prudent . )

Science judgment phronesis prais

Productive science aims at making or pmducing a spcciﬁc objf:ct
known beforehand, guided by a disposition (zechne) to act with techni-
cal expertise and undcrstanding. The ‘making action, poiesis, is ‘guidf:d
by fixed ends and determinate rules,? secking to implement the under-
lying theory. In schools, pmfcssinnai lcarning that focuses on gaining
classroom management skills, often the focus of standards-based frame-
works, may be understood within this paradigm.

By contrast, practical science is characterised by praxis, a ‘doing
5

action’ consisting of informed action accompaniccﬁ by reflection.
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Praxis secks to realise an end that is morally ‘good; seen not only in its
‘end’ but also in the mode of its expression. Praxis is guided by phro-
nesis (‘practical wisdom’), a moral disposition to act with justice and
responsiveness. It may be understood as ‘the virtue of knowing which
general ethical principle to apply in a particular situation; accepting
that this may be cxpresscd difﬁ:rendy in different situations. As Carr
explains, ‘without practical wisdom ... “good practice” becomes indis-
tinguishabic from instrumental cleverness'®

With Carr, I argue that the relationship between theory and
practice is better rcplaccd by distinguish'mg different kinds of action
(in Aristotelian terms, poiesis and praxis) and their corresponding
dispositions (techne and phronesis). Educational practice may then be
understood not oniy as the utilitarian exercise of te-::hniqucs dcsigncd
to solve particular technical problems of classroom practice, but rather
that ‘cxpf:rtisc ... consists of spontaneous and flexible direction and
redirection of the learning enterprise’). Similarly, Elliott calls for less
emphasis on the production of standardised and measurable outcomes
and more emphasis on the responsibility of teachers to construct learn-

illg environments that Chﬂﬂﬂl’lgﬁ, cngage i‘l.i’ld motivate RH pl.lg.'}l._lsj‘.:r

Questions for discussion:

What is the balance in your school between professional learn-

]_l'lg fOCUSEd an C[&SSIOOI’H managf:mn:nt skjﬂs and {)thﬁl' aims?

How much attention is given in your school’s professional
learning to the quality of the learning environment in chal-

lenging and engaging all students?

How would you identify effective strategies in your classroom

in engaging and motivating all students?

Understanding theory and practice in this way recognises that
educational practice may involve the pursuit of moral purpose and
g{:als, detcrmining appropriate action in response to relevant ethical
principlcs. Teachers’ self-reflection becomes an essential part of devel-
oping understanding and consequent action. This critical self-reflection
is caught up in Freire’s conscientisation, the ‘critical comprehension

of manasa bcing who exists iz and with the world ... simult:mcously
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transforming the world by their action and grasping and expressing the
world’s reality in their creative language’

As Freire observes, ‘education worldwide is political by nature’® The
consideration of beliefs, purposes and actions that is hf:ing discussed
here is shaped by the personal and institutional socio-political context,
which for the faith-based school may include forces originating from

the broader faith tradition.

The nature of professional learning

In a twenty-first century marked by constant change and technologi-
cal innovation, teachers’ professional learning may reflect the need to
think criticaliy, prob[cmasolve and work in teams. Drawingon Schon,
Stenhouse and Freire, the research took the view that effective protes-
sional lcarning is marked by coﬂcgiﬂl participation in contcxt-spcciﬁc
programs, with critical teacher reflection and teacher autonomy and
ongoing support over time.” To this end, teachers and educational
leaders in faith-based schools might engage in discussion to better
understand the relationship of faith and practice and to expose issucs
of idcologicai influence.

Schools might f:mpioy anumber of strategies in dclivcr'mg profcs-
sional learning, in order to encourage teacher reflection and critical

engagement. These might include:

- Interactive study groups
- Curriculum workshops
- Action research projects with tertiary partnerships

SChODl cva[uation WGL’kSh(}PS.
Questions for discussion:

« Which of these strategics does your school use?

- Are there other strategies that might be employed to encour-

age teacher engagement?
- How cffectively does your school encourage teacher reflection?

« Does your school value your particul:tr insights into its teach-

ing and learning program?
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The hidden curriculum
Educational discourse is shaped by the school’s political and ideological

contexts, which for the faith-based school includes its faith tradition,
raising the critical perspective rf:garding idcologica[ influence relative
to faith-based issues. These contexts may have a powerful influence
upon and through the school’s hidden curriculum, which, as Stenhouse
points out," reflects the way the school sets up its reality and constructs

its view of knowlc:dgc.

Questions for discussion:

Whﬁﬂ !OGki!‘sg at thC WR}' y@lll.' SChOGl 18 structurf:d, Whitt C[OCS

your school value and what does it disparage?

What impljcit messages does your school send to its stakehold-

ers in each of the following:

> Its design of buildings, and the physical environment
> Its style and layout of public and student reception arcas
> Its style of communications

> Curriculum structure and timcmbling?

In your school, are examination results more important than

pastoral support of students?

What kinds of student activities are rewarded?

The values and norms expressed by the hidden curriculum may
incorporate expressions of the particu[ar faith-related idcologics, which
may be at odds with those of students, families or the wider society.
This issue may be particular[y relevant for faith-based schools enroll-
ing students and families of various faith commitments, or none, like
many Australian Anglican schools. It may also be relevant to the school’s

policy regarding the employment of staft.

Questions for discussion:

How would you describe the range of faith commitments of

the teachers, students and families in your school?

How does your school recognise this range of faith commit-

ments in its tf::u.:hing and [carning programs?
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- Towhat extent does your school respect different viewpoints
in individual faith positions—in relation to teachers, students,

and families?

The research design and findings

Each of the schools in the case smdy was indc:pcndcnt, coeducational,
K-12, with more than 1,000 students, so that the full range of protes-
sional learning needs was addressed.

The research design included semi-structured interviews with the
Prini:ipal, the rf:lig'mus leader and the person rcsponsiblc for curriculum
and professional development, together with focus groups of primary
and secondary students and teachers. Once the school had been chosen,
the Principal determined the other participants. Ethical issues were
careﬁJHy addressed, including those that relate to the participation of
children, and were approvcc[ by the relevant ethics committee.

The interview schedule, sent to participants beforchand, explored
the interviewee’s understanding of the school’s distinctives, its profes-
sional learning activities, and any perceived relationship between the
faith tradition and the pmfcssiona[ lcaming program. Focus groups
explored the effectiveness of the school’s professional learning, as well as
any perccivcd rc[ati{:-nship between the faith tradition and the school’s
professional learning.

The schools were compared in a number of ways: their understand-
ing of faith, drawing on a structure developed from Ammerman, who
examined the faith-orientation of Christian schools; the various models
of professional learning evident, drawing on Kennedy’s overview of the
characteristics of different types of professional learning activities, and
Ax and Ponte’s analysis of educational praxis.!!

All schools were wclcoming, with a positive engagement of all those
taking part. In particular, students’ perceptions seemed enthusiastic,
helptul and illuminating. Two issues, viz., curriculum structure and
dassifying observed pmﬁ:ssionai lf::tmjng activities, were of particular
relevance in the study.

The schools in the research seemed to be working largely in a ‘dual
curriculum’ structure, in which the religious teaching and the secular’

program operate scparatf:i}', with little or no apparent illtf:l"l'ﬁlﬂtiﬁﬂship.
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In each school it was apparent that there were inherent challenges
in this structure. For example, the following issues became apparent

during various interviews and focus groups:

When teaching English, how does the school deal with texts
presenting issues of dissonance between school’s values and

those expressed in the texts being considered?

How C[CI'CS thf: SChUD! tﬁﬂch EVOilltiOl’l, WhCI’l thC SChOOl on

religious grounds is committed to a Creationist position?

How does the school use examples drawn from games of
chance when teaching Probability in senior Mathematics
classes, when on religious grounds all forms of gambling are

regarded as unacceptable?

How does the school teach harm minimisation in relation to
drug education, when on rcljgicus grounds any use of dmgs

is opposed?

When tcaching Comparative Rciigions, how does the school
resolve the tension between presenting other religious view-
pointsina neutral and rf:spc:ctful way, and its view about the

truth of its own faith tradition?

Questions for discussion:

Are any of these issues signiﬁc:mt in your school, and, if so,

hDW h’.:lS thf: SChOO] rcspondcd to any tensions thil.t may ﬂppi‘y)

Are there other issues like these in your school, and, if so, how

has t[‘lC SC]l{}Ol i'CSPDﬂC[Ed?

The dual curriculum may have particular signiﬁcancc in the reli-
gious education of the school. Bekerman and Kopelowitz analysed
the formal Jewish education in 25 liberal Jewish schools in a variety
of English-speaking countries including Australia, as well as some
Spanish-speaking countries. Analogous to other Australian faith-
based schools, they found a tension between parental demands for
‘excellence in secular education’ and a commitment to promoting a
sense of Jewish identity and belonging. The schools of their study fol-

lowed a dual curriculum as described above. From their observation,

227
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the schools’ religious education was didactic and texts were presented
as canonical: ‘teachers seemed to be strongly working through para-
digmatic perspectives which pointed at the possibility of transferring
knowlc:dgf: from texts to the children’s minds without c:nab]jng the
recipient to engage the texts critically on his or her own terms. In their
view, this appm:u:h pf:rpctuatcd the compartmcntalisation of the dual
curriculum structure so that ‘the students will continue to receive the
message that the Jewish experience is a marginal one and not relevant
for life in the wider world of which thf:y are pﬂ.rt’.

Given my experience that a dual curriculum is not unusual in a
faith-based school, Bekerman and Kopelowitz’s conclusions may be
relevant to the religious education program in a number of Australian
Christian schools, and suggest that the dual curriculum structure may,
in fact, perpetuate the margina]isati{m of faith-based experience and/

or commitment.'”

Questions for discussion:

- Do you think that the way the religious education is structured
and prf:scntcd in your school marginaliscs faith-based experi-

ence and/or commitment?

- If so, what strategies might the school use to improve the

situation?

(lassifying professional learning

Researchers have CXPI’ESSCd diﬁccring perspectives rc:garding professional
learning. Boud and Hager, for example, capture the characteristics of
collaborative, situated learning by teachers in the metaphors of ‘par-
ticipation', ‘construction’ and ‘bccoming’. Kf:nncdy maps profcssionai
lf:am'mg activities on a dimension of increasing profcssi{:nal gr-:::wth.
Sparks distinguishcs profcssiona[ [carning with mandated institu-
tional compliance and protessional learning with teacher judgment
and reflection. In practice, both types ofproff:ssional 1c:arning may be
evident in a school.” In a straight-forward approach, Huberman and
Guskf:y categorise proﬁ:ssional lcarning in terms of deficit, ‘the idea

that something is lacking and needs to be corrected, or growth, aiming
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to ‘heighten awareness and facilitate experimentation in didactic and
organisational arrangements. !

[ suggest that a school’s professional learning might conveniently
be examined in relation to the two dimensions of: growth/ deficit, and

individual/institutional. This classification is represented in Table 2.

Table2 Dimensions of professional learning

Growth Celi 1 Cell 2
Deficit Cell 3 Cell4
individual institutional

Schools migﬁt then examine the location of their profcssional lcarning
activities in the table, to assist clarity as to the expectations of the school.
The location of particular professional learning activities in the table
might be indicated, for example, in the expressed aim of the activity:
activities in Cell 1 might be indicated by such descriptions as ‘[ aim to
... ; those in Cell 2 by “We aim to ...); those in Cell 3 by T need to ...;
those in Cell 4 by “You need to ... Institutional mandate or individual
deficit may be seen in the use of ‘need,, rather than ‘aim.

Schools work within a standards-based framework. Although
there is no reference to the statutory requirements of standards-based
frameworks in Table 2, they will impinge on the school’s professional
learning, whether through the individual or the institution. Professional

learning devoted to meeting statutory requirements may be most natu-

rally located in Cells 3 and 4.

Questions for discussion:

How is professional learning presented and organised in your

school?
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- What proportion of the professional learning does the school

mandate?

Does the school encourage and empower its teachers to identify

PEISGH&[ l’lCCdS a.nd gOﬂ.lS?

Use the model providf:d in Table 2 togcthcr with the languagf: used
in the school to describe professional learning to locate the professional
lf:aming activities you have undertaken in the current year, to confirm
the accuracy of your analysis.

The faith-based school may experience faith-based idf:{)logicai
requirements or pressures, whether overt or unrecognised. These may
arise cither from the expectations of the faith tradition, or from the
school itself. Schools might adopt the policy, for example, that only
students of the school’s faith tradition are able to enrol in the school.
This was the case in both the Jewish and the Muslim schools of the
study, but not the Christian school. Alternatively, the school might
adopt a policy that its teachers should be supportive of the school’s
faith tradition (which might be operationalised in a varicty of ways).

In addition to staft cmploymf:nt or student enrolment policics, the
faith tradition may influence the content of school-determined teaching
programs, or policies in relation to library holdings. Would the school,
for example, choose not to acquire certain books for its library, on the
gmunc[s that thcy were deemed un:tcccptablf: to the faith tradition?
Examining the presence and/or impact of such possible ideological
pressures might be addressed as part of the critical reflection thart is
characteristic of Freire’s conscientisation.

In relation to this framework, most profcssional lf:arnir_ig in the
study was understood in terms of remediation of deficits, and seemed
focused on statutory rcsponsibilitics and student pf:rfc-rmancc in public
examinations. That is, in relation to the case study, in Table 2 most profes-
sional learning seemed to be located in Cells 3 and 4 rather than in Cells

1 and 2. This discussion raises a number of areas for critical reflection.

Questions for discussion:

- Does the school’s faith tradition place any guidelines or restric-

tions on its teaching programs, or on the pedagogy encouraged

by the school?
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If so, in what ways are such guidelines or restrictions helpful

or unhelpful?

What meaning does the school give to the term ‘faith; and how

is this undcrstanding exprcsscd in its po[icif:s and practices?

How does the school describe the aims of its professional

learning program?

How dOCS thC SChGOi cncourage thC P[DfCSSiOHﬂl gl'OWth 0{:

its teachers?

Conclusion

The research recognised the opportunity schools have to shape their
society in a post-colonial, pluralist Australia. The research supports
Freire’s position that transformative education is groundcd in consci-
entisation, the critical self-reflection by teachers, which in this rescarch
may be directed towards clarifying the school’s undcrst:mding of faith,
and commonalities and differences across faith traditions and the
secular society. A number of the ‘Questions for discussion’ are directed
towards empowering teachers’ critical reflection, and encouraging col-
[f:gial participation.

As Freire argues, conscientisation will result in teachers committed
to an ethical education marked by social critique and action, speaking
for freedom and social justice and against authoritarianism and ideo-
logical domination."” This may be seen as strategic to the pursuit of a
society marked by equality of access and opportunity and acceptance
of difference.

In multicultural Australia, in which the growth in number and
variety of faith-based schools is transforming the face of education,* I
argue that dcve]oping a critical awareness of the rclationship between
the school’s faith tradition and its education is a fundamental strategy
in i&cntifying and resoiving pnssiblf: idcologica.] faith-based constraints.
Further, I see that professional learning directed towards the intersec-
tion of faith and the school’s po[icics and practices is important in the
pursuit of transformative education.

Finally, I suggest there are two areas of particular relevance for
professional learning in a faith-based school: the school’s religious

education program and its values.
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First, in relation to the religious education program: Bekerman
and Kopelowtiz, in their study of Jewish Studies in a number of Jewish
schools, raise a number of issues that might form part of any faith-based
school’s professional learning program. They ask the following questions

(re-cast in terms of any general faith tradition, rather than Judaism)."”

Questions for discussion:

What are the basic assumptions about the nature of class-
room lcarning upon which your school’s rcligious education

is conducted?

- What are the basic assumptions about the nature of your
school’s faith tradition upon which the school’s religious

education is conducted?

How are these assumptions translated into the relationship
between teacher and student and the classroom, the school,

and life outside of school?

Second, in relation to school values: given that all Australian schools
must subscribe to the Values of Australian Schooling (Australian
Government Department of Education Science and Training, 2005),
professional learning might also be directed towards understanding
the values of the faith tradition and their operationalisation in the
school’s policics and practices, with a view to ic[f:ntifying the coherence
between these values and the mandated Values of Australian Schooling.
The critical reflection of teachers might be directed towards such ques-

tions as the following.

Questions for discussion:

. Can a faith-based school articulate from its faith-based per-
spective its commitment to values that other schools may
articulate from a secular perspective? In your school, what

might such values and their rationale be?

. Are there secular values that would not be suppm’ted by your
school’s faith tradition?

Are there values supported by your school’s faith tradition

that are inconsistent with the secular values of the Australian
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Federal government?

How would your school resolve any conflict between the
understanding of the school’s faith tradition and the statutory

requirement of govcrnmcnt=c| etermined values?
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OVERVIEWING THE NATURE OF CHRISTIAN
SCHOOLS AND CHRISTIAN COMMUNITIES

20 The effective management
of leadership continuity
risk in schools

David Bartlett

Current recruitment and rermination pracrices often sit in
stark contrast to the desired board and Principal relation-
ship in the management of continuiry risk. A shift is needed
to proactive leadership transition grounded in communirty
governance principles.

David Bartlett

he engagement and departure of a Principal or board chair,
the primary leaders of the school and board respectively, are
signiﬁcant events and involve increased risk and potcntia[
vuinn:rabi[it:}r for a school in their governance and management during
these times of change. As a specialist consultant to the schools and
not-for-profit sector I have worked with hundreds of schools, and note
the heavy use of a varicty of corporate governance models, policies and
practices by many schools. These are often picked up as templates and
used uncritically and without reference to the unique nature of Christian
faith-based nnt-fer»proﬁt organisations. It should be no surprise that
they therefore often have limited success in their application.
This chaptcr will examine the policics and practices utilised in

the relationship between the board and the Principal, and measures
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these against the community governance framework' of not-for-profit
governance. In addition, managing the continuity and transition risks
associated with key leaders in governance and management arriving
or moving on in your school will be considered. Central to the bibli-
cally informed community governance framework are relationships in
community. Resolve contends in their framework of governance that a
healthy Christian organisation will remain healthy over the long term
prf:deminantly if the policif:s and practices are established and carried
out with continual reference to and consistent with the core purpose,
core values and vision of the organisation.

One of the board’s key roles in governance of a community organi-
sation like a school is to keep the organisation accountable to its core
values, core purpose and vision. In doing this, the board is sustaining
and ensuring that the relational linkagcs remain strong between the
board, personnel (via the Principal), beneficiaries (students and fami-
lies) and moral owners (company members, church or diocese). The
board is continually secking to focus all four groups towards the core
values, core purpose and vision. This is illustrated in the community

govcernance diagram bﬁ!OW.

Diagram 1—the Community Governance framework by Resolve

As a[rf:ac[y noted, the rc[ationships in a school operate in commu-

nity. Christian ministry organisations should operate within active,
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healthy Christian community and with an understanding that this is
critical to a healthy Christian organisation. If the policies and practices
do not ‘walk the talk’ consistently with our Christian community core
values, core purpose and vision then we indeed risk the health of our
organisation. It is therefore critical that all policies and practices of the
school board are consistent when held up to the light of the school’s
foundational documents. The constitution objects, statement of faith,
core values, core purpose and vision are key reference points for the
board to continualiy measure against.

Many schools have well established employment policies and con-
tracts, succession plans and the like. However, these are often created
in isolation from these foundational statements of the school. They are
often created with reference only to corporate approaches to employ-
ment law and rcgu[ation rather than aiming to support a collaborative
and hf:althy rf:l:ttionship between board and management consistent
with the aforementioned foundational statements. For this reason
they often fall short—usually being written to favour the employer
and taking a reactionary perspective rather than providing proactive
terms and considerations.

The following are two examples to illustrate this tendency:

First, fixed term contracts. In the employment of a Principal, uti-
lising a fixed term contract of employment is common. Fixed terms are
popuiar with school bo:u'c[s—thcy providc some certainty about the
commitment a Principal is giving to the school, but in reality they do
not assist much in cases of conflict (where six months notice can end
the relationship anyway). Why then are they so popular? One reason
is because r.hf:y have providcd boards with a perception of an casy way
out to move to another Principa] and avoid potential conflict at the
conclusion of the term of the contract. The alternative (and we would
argue a more biblical approach) would be to negotiate proactively with
the Principal when a board desires a change to a new school leader,
which is facilitated more casiiy in a conventional open ended con-
tract of employment. The fixed term contract works against relational
health between the board and the Principal, and from our experience
is unfortunately regularly misused.

Second, emergency succession p]:mning. Succession piann'mg in

most schools usually prioritises emergency succession planning in the
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event of a sudden departure of management or governance leader-
ship, rather than a plan secking to create a pathway to assist a proactive
healthy transition in leadership whilst minimising continuity risk. A
simp[f: definition of succession is ‘the act or process of gettinga title or
right after the person who had that title or right before you has died or
1S no [ongcr able or allowed to have it.? Succession as a term is focussed
on ‘rights, rather than the more collaborative term ‘transition’ which is
éclibcratdy chosen by the author as it more accumtcly reflects a biblical
rf:lzttionshipastrf:ngthcning process of transition in lcadf:rship.

During cmp[oymcnt, times of ch:mgc in vision or poor pcrf0r=
mance of the Principal (perceived or actual) it is evident to us in our
work with schools that board policies in this important area are too
often 'madcquate to manage these sensitive areas from the perspective
of healthy community governance.

David Ford,? in his paper on the cmpleymcnt rc:lationship between
the Principal and the board, notes the following key factors impacting
a4 hca!thy board and Principal relationship:

the Principnl’s authc:rity to deal with the role is often con-

strained by an interfering board;

the board can sometimes misrepresent the position or school
to applicants leading to a disconnect in relationship at the

start; and

utilising an employment contract that is balanced and fair is
critical, Fulﬁﬂing the needs of the school without bias towards
the school or the employee (with neither being appropriate)

The current processes used by most schools around the employ-
ment and conclusion of the Principﬂl rf:lationship tend to tilt sl:mng[y
in favour of the school at the expense of the Principal based on my
research working with more than 500 non government school clients,
especially in relation to the management of conflict situations. We agree
with Ford that this is usuaﬂy due to a Wcu-mcaning lawyf:r or board
members preparing the contract with a desire to protect the school under
all circumstances. Many would argue that this is perfectly correct and
appropriate; however, in a Christian organisational setting our conten-

tion is that there is a more balanced appm:u:h available and rcquircd.
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Below are suggested governance policies and practices that we
recommend to sustain a healthy relationship between governance and
management leadership in schools. Whilst many of these will be familiar
to the reader, the introduction of a school leadcrship continuity p[:tn
is a new policy document and process that we believe will enhance the

kf:y lcadcrship rclationship in schools to new levels of sustained health.

Healthy governance policies

Healthy boards will have thought through their board processes and
have in p[:tcc policif:s covering at least the fouowing in areas rclztting

to the governance and management relationship:

Governance philosophy, guiding principles and govern-

ance commitment.

This set of policies will describe the philosophy of governance
bcing utilised by the board—for c:xamplc, stating that the board
is following Carver’s Policy Governance?® or another model/
framework of governance. Guiding principles will be a series of
statements describing the culture of the board eg., statements
such as “We will govern proactivc[y with our eyes to the future

rather than reactively.

Board roles, responsibilities and meetings, incorporating:

> the board’s role in setting governance not opcrational poiicy

bﬂ&l’d mﬁl]lefS’ I'CllC

W

> bﬂ&l’d DHI‘ICCL'S’ l'DlCS (chairman, df:puty chnirman, SCCI’t‘tﬂ.l’}’)

> meeting structure and annual cycle

Board committees including composition, terms of refer-
ence for each committee, authority and reporting
School leadership continuity plan, incorporating:

> board skills matrix and protessional development plan

> process for governance and management leadership transition

Board relationship with stakcholders, including how

the board takes into account stakeholders concerns and
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mechanisms for doing so

Principal boundaries policies across the operational areas of
the school as determined by the board (referred to as exccutive

limitations in the Carver Policy Governance’ model)

Board relationship with the Principal, including Principal’s
authority, accountability, employment contract, key perfor-
mance indicators, monitoring or role performance and links

with the board, and a school lcadcrship continuity plan.

The school leadership continuity plan

Many leaders would be familiar with a majority of the above list of
governance policies that assist in managing the relationship between
the board and Principal.

Not so common, however, is the school lead crship continuity p{:m.
Diftering from a succession plan, the school leadership continuity plan
is created as a collaborative exercise between the board and the Principal
in order to develop such an agreed, proactive school leadership conti-
nuity plan. This plan can form part of the contractual documents on
employment of the Principal. The school leadership continuity plan
covers agrccd strategies and behaviours in the case of an impcnding
change in key governance and management leadership (typically either
the board chair or Principa[ but sometimes f:xtcnding to other influ-
ential positions in the school context—senior pastor ofa sponsoring
church, business manager ctc.).

The school leadership continuity plan should be developed col-
laboratively with all stakeholders to the document, and helps minimise
continuity risk in times of lcadership -::h:mgc which often creates
organisational Vulm:rabiiity. The plan covers the feﬂowing kf:y areas
with po[icics and processes outlined in some detail and :Lgrf:f:d by all

stakeholders to the transition process:

The agreed appointment of an indepcndcnt transition
adviser. This is an important aspect of the plan as it brings
into the processan objcctivc moderator/adviser that can assist

the school impartially and sensitively navigate the process
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of transition in leadership. The person or organisation may
be a trusted past chairman of the school, school association
representative or external consultant with appropriate school

governance ’:].Ild mzmagcmcnt skiﬂs EII’IC[ C}(pﬁl'if?ﬂCfI.

Key processes and accountabilities. This involves an overview
of the major process stages through the transition and the key

accountabilities and objectivcs at each stage of the process.

Use of mediators. The plan should contain clauses that discuss
key events or circumstances that trigger the use of mediation,
particularly in relation to perceived or actual conflict between
the board and Principal or within the board itself in the case
ofa Eeadcrship issue within the board.

Legal involvement (when and when not). In addition, pro-
visions would be outlined for arbitration and the agreed
processes to be followed in the case of a legal situation needing
to proceed to minimise the stress on relationships during these

pmcccdings if needed.

Handling grievances. The plan should outline clearly the prin-
ciples and processes that have been agreed upon tor handling

grievances rf:lating to the transition oflf:adf:rship.

Conﬁdcntia[ity. The plan should make it very clear how
confidential matters should be handled, including who parties

are authorised to seck advice from etc.

Cooling off periods to create space for reflection at key

points of the transition timeline.

Training. Agreed training and induction processes for new
leaders to ensure that they understand and implement the
policies and processes of governance and management in the
school consistently with the foundational statements and

appmvf:d policy

Communication protocols and agreed channels of
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communication, including agreement on conduits for formal

and informal communication between the parties

< Due diligcncc requirements to ensure the integrity of pro-

CCSSCS bCi_l'.lg fO“DWCC[

Handling media. Clauses that agree on approaches to media

enquiries in relation to the transition in leadership.

The school leadership continuity plan is aimed at proactively cre-
ating a safe environment to embrace potcntial conflict or other issues
that arise with a transition in key leadership positions. The plan should
be created at the time of employment or shortly thereafter so as to have
a plan ready for the occasion when transition is experienced. Many
transitions arc plannc:d. However, our experience is that just as many

(if not more) are not well planned ahead and are not a safe process for

Rll Stﬂ.kﬂhﬂldﬁl's.

Healthy governance practices

Healthy governance policies are one aspect of maintaining a healthy
governance and management relationship. The second aspect to con-
sider, and more important in my view, are healthy governance practices.
From my experience, there tends to be more established and gener-
ally healthy practices surrounding the governance and management
rf:lationship and pmccdurcs when considf:ring poor pcrformance of
the Principal. Unfortunatciy, we have cxpcrif:nccd many distrf:ssing
governance and management rf:lationship breakdowns im:iuding the

following few examples:

- A long serving Principal in a school works proactively
with the board to govern rather than manage over many
years. The school is operated as a ministry of a church and
has historically had a passive board led by a strong chairman.
A change in senior pastor of the church (who takes the chair
role) leads to the termination of the Principal without regard
to due process or approved policies and processes of the school

board within 6 months. The board is silent and submits to
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the authority of the pastor without reference to established

policies or due process.

A Principal is just starting their fifth year of a five year
contract and looks forward to negotiating a further term
with the board during the year. Out of the blue the Principal
is advised by the chair that their term will not be renewed as
the school wishes to head in another direction. There is no
prior discussion or opportunity for the Principal to process
the board’s t]link'mg or decision. The Princip:tl then discovers
that negotiations with potential applicants for the role had
commenced prior to advice to them that their employment

was not being continued.

A new board chairman is appointed to the board who does
not have any understanding of Christian organisations or
schools. The board has in place good governance practices
and a board policy manual. The new chairman is a business
professional and systematically throws out the governance
po[icif:s and practices of the board, operates as a dictatorial
chairman and causes havoc across the school, dropping down
into management matters in the school over the next few
years. This leads to the termination of two principals before

d’lﬁ SpOﬂSD Iiﬂg C]lllI'Ch rcplaccs thf: C]lﬂ irman.

After the annual general meeting, the board of a school
has three new board members that are also active parents
of the school. With no governance training these board
members cause division in the board, ignoring good governance
principlcs lead ing to the resignation of the chairman and the
termination of the Principal over management matters that

the board members as a faction do not agree with.

A long serving Principal well past expected retirement age
is closely involved with the appointment of board members
of the school of similar age and others are ex students of
the school. There is great loyalty to the Principal and both

Principal and the board have no desire to start a conversation
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about transition in leadership to a new Principal. There is
an objectively unhealthy expectation in the Principal and
the board that the Principal will just keep on going, so no

continuity pian exists.

A common theme with all of the above examples is the loss of
objectivity and independence of those in leadership, often contributed
to by a compromise of the character of individuals unable to see that
thcy have manoeuvred themselves into positions of power with little
or no accmlntabiliry rather than exercising :mthoriry rooted in clear
and transparent accountability. It is clear based on my research and
experience that despite the best policies and processes that the school
may have in place, if leadership character is compromised the health

of the school is at great risk and vuhlcrability.

Core practices leading to healthy governance practices

The following two core practices are therefore recommended to provide
a circuit breaker to bad behaviour and character issues, as well as foster
a healthy governance environment and relationship between the board

Ill'ld managcmcnt:

1. Accountability at all levels
Accountability practices cannot be overstated. The Principal’s account-
ability to the board and board to the Principal is outlined in policy.
However, this needs to be rc:gularly practiscd and lived out in the school.
The board needs to know very clearly where governance and manage-
ment accountability starts and ends, and refer to this when looking at
any issues or matters for consideration by the board. The first question
a board should be asking when considering a matter is “What is the
governance response to this issue?” This will enable matters that are
really management issues to be deferred back to management carly
on, and also help ensure that boards are thinking in terms of policy
and long term issues rather than practice or processes and short term
management issucs.

Whilst accountability is often established and understood well
between the Principal and the board, in our experience thereisa sig-
nificant deficiency in accountability in most schools of the board to

tl"lf: ?’Hﬂ?‘ﬁ.{ OWHEIShiP Of thC SChOOl.
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The board of the school needs to be accountable to its moral owners.
The moral owners of the school may be an obvious group such as the
members of a school company or the association, or less obvious such as
an external church denomination or diocesan representative, founders,
alumni or even major benefactors or donors. Accountability to moral
ownf:rship moves bcyond just presentation of financial reports at an
annual general meeting and acting in the best interests of the school as
a whole, but must also include accountability for the core values and
core purpose of the organisation to the moral owners.

The board needs to keep the moral ownership actively connected
to the ‘Why? of the school—why the school exists at a missional level.
The board should also ensure that moral ownership is healthy and
cngagcd in the areas ofstratcgic direction of the organisation, and how
the school is governed. The moral owners provide the source of new
board members for the school, so this board/moral owner relationship
needs to be cultivated and cared for to ensure that board members are
appointed from a group of people who understand the ethos, the DNA
of the school. This provides some insurance for the school should the
board lose its way or head off on a tangent away from the moral owners’

understanding of “Why' the school exists.

2. Safe relationships with clear conduct guidelines

Training of the board chair should be a priority to ensure that the
process of board meetings is healthy, and that meetings are safe for all
participants and encourage full active discussion on issues. A consensus
approach to chairing and decision making is ideal. However, a culture
where it is safe to approprintcly dissent and still make decisions that
all board members own (despite only a majority approving) is best
practice. In a hcalthy boardroom, the board chair is always scf:k'mg to
ensure that the issue and not the personalities is being discussed. Quiet
board members are encouraged by the board chair to speak, and inap-
propriate behaviour is acted on swiftly.

In a best practice boardroom, the board chair will promote a shared
leadership in relation to setting the culture or governance tone of the
board, encouraging all board members to practice self-leadership and
keeping cach other accountable to excellent board relationships and

practices. This is not the j0b of the board chair alone. The board chair’s
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role is predominantly to look after the administrative workings and
leadership of the board—not act as the super director or final deci-
sion maker. The board chair may help set the expectations for the tone
of the meeting, but the board as a whole scts the tone and hence the
lasting culture of the board.

Conclusion

It is our contention that the interplay of well thought through govern-
ance policy, practice and culture linked to foundational core values,
core purpose and moral ownership provides the best opportunity for
a long term healthy school in the area of governance and management
relationships. To establish a school leadership transition plan at the key
time of recruitment of a new Principal provides an opportunity to do
what John F. Kennedy notably referred to in stating “The time to repair

the roof is when the sun is shining.’(’
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OVERVIEWING THE NATURE OF CHRISTIAN
SCHOOLS AND CHRISTIAN COMMUNITIES

21 Community engagement
in schools

Jenny George

Even as communities focus on planning and engagement
initiatives to improve their quality of life, the world is not
standing still.

Ames Orron 2012

hile many schools are spinning their wheels in tradi-

tional methods of community engagement, there are

new approaches emerging from the collaborative edu-
cational village that are providing new opportunities for partnering,
for voluntccring and for [caming. Recent societal trends aﬁ:f:cting
school communities need to be considered. There are new models of
partnership developing: open door fiexible organisations, increasing
global awareness, fast moving changes to technology, changing social
and family dcmographics, emerging health challcngcs and shifting
employment practices all form part of the emerging landscape in
which schools operate. This chapter explores how we can springboard
our learning environments beyond the classroom, teachers and school
students towards the twenty-first century educational village of learn-
ing partnerships and projects. It will explore innovative ideas towards

impmvcd outcomes for emerging educational needs cspcciaﬂy tﬁmugh
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a rethink of community engagement practices with an open broader

mission aligned perspective.

About community engagement

Community engagement is a term that runs across professions and
discipiincs and applit:s to education as well. Community engagement
involves a strategic intent to collaborate for a shared purpose. Wallis
describes community engagement as ‘a two-way relationship leading
to productive partnerships that yicld mutually beneficial outcomes:’

The Australian government describes it as:

... aplanned process with the specific purpose of working with
identified groups of people, whether they are connected by
geographic location, special interest or afhiliation, to address
issues affecting their well-being. Linking the term ‘communicy’
to ‘engagement’ serves to broaden the scope, shifting the focus
from the individual to the collective, with associated implica-
tions for inclusiveness, to ensure consideration is given to the
divcrsity thar exists within any t.:ommimiry.2

In educational institutions the shared purpose is focused towards edu-

cational outcomes as shown by this university description:

‘Community engagement’ describes the collaboration between
institutions of highcr education and their largcr communitics
for the murually beneficial exchange of knowledge and resources

in a context of partnership and reciprocity.’

In light of these definitions and the many sectors that embrace the
practice of community engagement, the breadth and scope of commu-
nity engagement (considered much broader than parent engagement) is
vastly under developed in most school communities including Christian
schools. This chapter focuses on a practical rather than a theoretical
approach to the collaborative educational village concept, although
Jerome Bruner’s understanding of educational theory gives some theo-

retical insights into this approach.
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0ld ways of community engagement in schools

Christian schools like most Australian schools usually approach com-
munity engagement in a minimalist kind of way; that is, to do oni}f
what needs to be done to keep the school community (read ‘engaged
parents’) happy. As a result the basic practices are well known and
have existed for a long period in Australia. They are mostly character-
ised by a one-direction information f:xchangf: between the school and
the parents such as an annual parent teacher meeting and invitations
to occasional special assemblies. In some schools, a two-way partner-
ship has emerged such as a volunteer parent committee usually with a
focus on ﬁmdraising through a major community event, often a fete.
Further partnerships with parents may also include requests for help
negotiated between the teacher and volunteer. Older more traditional
(and usually non-government) schools may also have an Alumni group
actively secking input into school affairs. Now, with shifts in society
patterns of work and parenting, some schools are finding the old modes
of community engagement are bf:cmning tired and not as effective.
Parents have increasing conflicts with work, life and vo]untf:cring at
school and school staff members are too busy. Generally, resources
available for community engagement initiatives are limited and it is still

viewed as an unnecessary add-on, despite the government initiatives in

the Australian Institute for Teaching and School Leadership (AITSL).

Trends in the global century

The Australian middle class environment is characterised by social
changes including increased use of technology, more diverse family
arrangements, more solo parenting and longer working hours by
both parents. In addition, Australia has an ageing society and a largc:r
healthier elderly population looking for meaningful ways to spend
their time. Health issues such as mental health are more prevalent, as
are depression and loneliness and these are linked to our identity and
our belonging. Recent Australian Burcau of Statistics (ABS) data sug-
gests that we are becoming a country of people who identify less with
institutional rf:iigion.4 These societal changf:s have signiﬁcant imp[icn-
tions for the volunteering and learning community associated with a

SCE’!OD] ﬂ[ld ShOI_].iCI cause us to dO SOME Serious rf:ﬂf:ction.
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Changes in organisational cultures and school cultures are
also emerging. There are some changes in the scale of some schools
working as multiple campuses and members of faith-based school net-
works. Independent low-fee faith-based schools have been growing.
The increased use of technology in the wider society and the online
information era has impacted schools and changed the way we work,
educate and communicate. There is also an emerging shift from closed
to open organisations that has the potcntial to have implications for
schools. The increase of public-privatc partncrships, and the emerg-
ing fourth way of doing business (c.g. social enterprisc) also may have
its own applications in the school sector. The global society is readily
broadening our communities beyond local and even national ones to
gl{)bal entities that may range from multinational for—pmﬁt organisa-
tions to free share networks. This paper will look at some examples that
arc emerging that demonstrate benefits for schools of leveraging their

communities and their volunteers for mutual benefit.

Why volunteering is still good for us, for education and for society

While pcoplc may be increasing[y time poor in Australia, there are still
many good reasons to engage in volunteering. The Universal Declaration
of Volunteering declares that volunteering is a way that the ‘human
values of community, caring and serving can be sustained and strength-
ened’. Thmugh voluntccring, individuals actively engaging as members
of communitics arc moving towards ‘realising their human potential’’

In Australia, a volunteer is defined as someone who, in the previ-
ous 12 months, willingly gave unpaid help, in the form of time, service
or skills, through an organisation or grt:)up’.‘5 In fact, Vﬁllll‘ltf:f:l'iﬂg is
growing, up from 5.2 million in 2006 to 6.1 million in 2010, with
pcoplc in the 45-54 age bracket and couplcs with dcpcndcnt children
(55%) having the highest rate of volunteering. Employed people (both
full and part time) had a higher volunteering rate than those not in the
labour force. This description characterises many of our school parents.

Volmuccring is one factor toward raising g(:-od citizens and teach-
ing community values. We have evidence that vc:lunl:ccring around our
children is good for them. Research shows that the intergencrational

benefits of volunteering are significant because as children see their
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parents volunteer then they themselves are more likely to volunteer as
adults and this has long term benefits to society.” In Christian schools
the training of children to give generously to others in the community
is arguably a core value and one most easily learnt through seeing their
own parent involvement as assisted by the school village environment.

Parents are invested in their schools, because thf:y are invested in
their children. The school can provide an obvious avenue for volun-
teering, like churches and sporting clubs, and may provide a sense of
bcionging that families may be loakjng for. Australian data shows that
our sporting clubs and charities (foﬂowcd by schools) are the most
common areas for volunteering in Australia and that significantly 58%
of volunteers tend to work for only one organisation during the year.”
Thus first aﬂcgiance 1sa kf:}f factor for schools to consider; and find ing
worthwhile, interesting and pleasurable roles that are user friendly for

our volunteers is important.

Is community engagement a mandate for Christ-centred
education?

Throughout the Bible, community is developed as a key theme in the
way we are dcsigncd to live and flourish. Notions of sharing togct:hc:r,
encouraging cach other, assisting each other, working togcthf:r, df:lighting
in cach other’s strengths, being there in each other’s weaknesses, loving
cach other and bearing with cach other are all present. In 1 Corinthians
12, Paul unfolds the concept of one body but many parts and high-
lights that although we arc all different we need to work together for

the greater good of community within society:

And so we are formed into one body. It didn't matter whether
we were Jews or Gentiles, slaves or free people. We were all
given the same Spirit to drink. So the body is not made up of
just one part. It has many parts.

Suppose the foot says, Tam nota hand. So I don’t belong to the
body.’ By saying this, it cannot stop being part of the body. And
suppose the ear says, ‘Tam notan eye. So I don't belong to the
body. By saying this, it cannot stop being part of the body. If
the whole body were an eye, how could it hear? If the whole
body were an ear, how could it smell? God has placed cach
part in the body just as he wanted it to be. Ifall the parts were
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the same, how could there be a body? As it is, there are many

parts. But there is only one b{}dy.g

In addition, Christ-centred behaviour revolves around service
towards others as Christ served us. Volunteering in community is a
wonderful demonstration of service to children and society, albeit

morec Cllﬂ:lCUJt now dllf: to l'OCIEiY’S demands.

Some emerging ideas for community engagement in schools

Some new ideas trialled in schools around Australia are demonstrating
such benefits. Examples include project orientated community engage-
ment such as community-built vegie gardens and nature playgrounds.
Many of these initiatives are bcing borne out of the sustainable schools
movement and supported by grants offered by government in this area.
Also, charity-orientated fundraisers and events are emerging with great
success, mobilising communities on a project or event basis.

Some broader partncrships between different types of organisa-
tions are also emerging. Schools are starting to develop partnerships
to add value to their student education opportunities. For cxamplc,
schools are partnering with universities to develop direct flow on from
school to university, some programs involving the sharing of facilities
or equipment or expertise.

Yet while project orientated work driven by volunteer communi-
tics offers some great opportunities, there is further room for a strategic
rethink of our strategic community engagement in light of the potential
for schools to operate as open organisations in a faith-centred educa-
tional context. This is where the collaborative educational viliagf: may

providf: an exciting possiblc future.

The collaborative educational village

Education in Australia may benefit greatly from developing innovative
partnerships between many different stakeholders from the community,
business and n-:::-tafor-pmﬁt world. This is cspcciaﬂy true as govern-
ments continue their current trend of retracting funding to Australian
schools. These new collaborations with multiple partners create the
basis of the collaborative educational village, a concept where there is

a strategically planned sharing of resources for educational purposes
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between mission-aligned partners. This can include the sharing of
time, expertise, skills, spaces and experiences for a mutually beneficial
purpose. This type of work may included partnering type initiatives
out of school environments and time, school aligned work or school
core school business.

When viewed as an educational vil]agc with a strategic open door
policy it is easier to imagine the network of opportunities for families
and friends to partner with the school. The diagram (Figure 1) shows
some of the partncrships available when viewed from an educational

viﬂagc perspective.

Figure 1: Educational village with projects

community
. groups &
Global L charities

missions

Examples of the collaborative educational village in action

1. Partnering with experts in the classroom and beyond
This idea dcvclﬁps the concept oflcnming partners who broaden per-
spectives and cultural undcrstnnding by taking Ieaming into the real

world through experts, broadening students’ possibilities and future
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and learning about new communities of practice: ‘By bringing local
experts into your class, or by working with community partners on
projects outside of the classroom, the school exposes students to people
of varying proféssions.ﬂm

The following is an example of such co-teaching with experts, espe-
cialiy those aircady in your community who are passionate and have
some expertise to bring: “It takes a village to raise a child” rings true
for Crellin Elementary [in Maryland, USA]. By utilising local experts,
parents, professionals, and community members to help further learn-
ing in the classroom, the school is able to providc df:cpcr lf:éll':]iﬂg and
mastery of subjects while also showing students the relevance of their
education.!

There are further opportunities for school administration, IT teams
and lcadcrship to draw on the pmfcssiond expertise in their own com-
munities for mutual advam:agc. Sharing expertise from the educational
village to up-skill staff and parents is also an excellent opportunity; for
example, professional development programs and parenting events run
by school aligned institutes and complementing teaching and learning

by W{:rking with their parents, staff and leadersh ip.

2. Passion and skill-based volunteering groups

There is growing evidence that people want to give in an arca where
thf:y feel thf:y add value and have a spf:cial contribution to make or
feel they belong. People tend to join together for a love of a sport, a
shared interest, a shared belief, or a place to find like-minded people
and share belonging. The emergence of passion and skill-based volun-
teering groups in schools allows for pcoplf: to avoid the vo[untcering
they don’t have an interest in, don’t have the skills to do or don’t have
the time to do. There are emerging trends in several schools where the
P & C has struggled to get volunteers to come along to meetings, and
yet new passion based groups are blooming, such as a Friends of The
Arts Group with Arts focused activities tapping positively into parents’

interests and skills.

3. Local issue-based village learning projects
Another community driven approach to education revolves around
the tcaching and ln:arning 1n community invo[ving a complf:x social

justice 1ssue:
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We use a social justice lens as we design curriculum, organise
parent education, and develop school policies to help us better
understand and address large, complex social issues such as
poverty, food insecurity, racism, and environmental justice. By
induding our whole community, we create a lcam'mg environ-
ment that engages teachers, students, families, and staff in a

deeper way.”

Ideas also include shared spaces frf:cly accessible to all the parties
involved in the project, collaborative project devciopmcnt with dem-
onstrated respect for the views of cach contributor, a shared language,
shared resources and issue-based events: “The speakers provide posi-
tive role models for our students, and also an opportunity to highlight
the role that activism plays in our society. We include a wide range of
representation, from grassroots activists and non-profits to academia
and government agencies.” Another educator places it in the context

of future education: * ... an important area that is clearly the way of the
future where learning is both an all-of-life and ali—of—community activity.

4. Global issue-based village learning projects

Through the development of a network of partners from different
sectors and different countries some wonderful opportunities exist
for students and teachers learning towards better global futures. Some
schools call these ‘mission l:rips’ and ccrtainly the evaluations of stu-
dents and teachers from these trips show that these are an amazing way
to broaden the perspectives of Australian students and give them a
broader purpose. Examples include visits to another country (including
dcvcioping countries) to visit a school or Grphanagc for several weeks,
learning, relating, serving and sharing with the local hosts. This is best
received where the host organisations are cquippf:d for the volunteers
and the partnerships extend over a long-term period and reap mutual
benefit. An example of a meaningful global issue-based village learn-
ing project is written up in the foﬂowing newspaper article at the link

(ssg_nrticie_south_africa_:tussic_schoolboys_hf:lp_orphans-?».pdf}.

5. Stakeholder-based learning projects
Innovative student-led projects are also emerging with educational
vﬂlagc partners tcaching students about business and work within

culture and the importance of partners and relationships to make a
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project happen. In one example of many, a student in year 9 developed
a project as part of a program run at the school. This student organised
and ran a local surfing competition, found a business partner to provide
sponsorship, worked with local council to get approval for the event
and developed publishing materials working with local designers. He
then ran the event in conjunction with volunteers from the Christian
surfers group, supportive parents and teachers at a local beach. Thisisa
lf:arn'mg opportunity and a rcwnrding day for many well bcyond what

C;.H.SS room te: ﬂCh iﬂg can Dﬁ;‘.: I.

6. Rethinking large school community engagement—based on a pilot action
research project

With the support of leadership, a process of strategically driven organisa-
tional reflection and reconsideration rcgarding community engagement
at the school was undertaken. Using a collaborative process, a slow paced
change was proposed to be introduced across a wide range of commu-
nity members both paid and unpaid in a school community. The results,
while still anecdotal show some hope for a refreshing new approach to
the leveraging of the skills and passions of the new open school.

A [argc' indf:pcndcnt school, with a community of more than
6,000 people was the case study for this action research pilot project.
'The methodology was adapted from a successtul project in a local gov-
ernment context with multipic highi}f invested stakeholders including
volunteers."” The project involved the transition towards an education
village approach and has shown some strong positive indicators, with
carly lessons of success and failure. Most interesting was the need for
institutional changc and capacity builc[ing with the staff to run :zlong=
side the new community governance and engagement approach for
volunteers.

Given the high level of community involvement in this project,
developing a transparent process of sharing knowledge (literature and
best practice and a web site) and learning together about community
engagement has been important. This has been done in a relational
context involving informal chats, mentoring, meetings, workshops,
sharing and reflecting. Still, this process has not gone far enough, with
most of the community not willing to search the information about the

changcs vnilmtariiy, possibly due cither to lack of time or motivation.
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The project has taken a long-term approach and has involved applying
and testing some tools including a mapping process of the community
engagement at the school. The project included a gap analysis, volun-
teer motivational analysis, institutional and social capacity analysis,
and exploration and trial of possible future directions.

The project has moved slowly to accommodate various stakcholder
time constraints and resistance while still exploring, adapting and devel-
oping a fit for purpose community engagement model. As researcher [
discovered there was an appreciation that this was going to bea process
ofadaptation and [carning within many laycrs and sub-communities of
the school’s broader community, which applied to me as well.

After several years of observational research within the community
induding conversations and meetings and Workshops, the community
engagement at the school was mapped and reflected on, changed and
reflected on and then distributed and embraced by the organisation

and used in the staft expo.
Some of the initiatives in the carly implc:mcntation are:

New local and g[obaﬂy focused partnﬁrships i1w01ving trips,

sharing resources and service opportunities
Leadership initiated change, strategic intent and projects
Staff rewards for community initiatives and partnerships

A new community website managcd by volunteers, cnabiing
casy access and sharing of all that is going on in this com-
munity space

Community welcome spaces in the school

Partncrships and projects between staff and experts in the
community, and expert staff and parents starting to influence
teaching and learning in classrooms, parenting including one

off lectures, and real-life projects
Uni‘.fv::rsitj.l students partnering with teachers and students in
tf:a(:h'mg and [f:aming projects

The emergence of new ‘Friends of” groups in the arcas of
the Arts, Material Technology, Animals and Sustainability,

Uniform and Libmry
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- A database of the broader non-paid mission-aligned com-
munity is being developed that show their interests and skills

and their willingness to share these with the school. This will
be accessible to all staff.

- Anonline volunteer induction program that is easy to use and

covers legal and compliance issues

- A new identity (badges, clothes and a logo) and recognition
program (rewards and acknowledgment) for participating

VDillﬂtCCl'S.

Conclusion

A fresh approach to community engagement is being explored in several
Australian Christian schools with an educational viﬂagf: showing some
potential. It needs to involve a full range of school stakeholders, paid
and unpaid, and aims to extend to a far wider range of stakeholders with
an aligned mission towards excellence in Christ-centred education. It is
argued here that thoughtful and deliberate strategic engagement within
and beyond our school communities may help develop the potential of
educational vﬂ[agcs and better equip our students, staff, families and
friends for the future. Finally, it is also argued that the collaborative
educational village is a good fit with innovative Christ-centred schools

willing to explore dynamic and engaging educational opportunities.
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EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

22 Warm engagement: the
starting point to early

childhood learning

Jean Ashton

Let the litde children come to me; do not stop them; for it is
to such as these that the kingdom of God belongs. Truly I tell
you, whoever does not receive the kingdom of God as a lictle
child will never enter it.

Jesus

umankind, the pinnacle of God's creative genius, stands apart

in the creation narratives of Genesis 1 and 2, as being God’s

treasure, born of love to live in relationship with him. God’s
bond with humanity is evident even amongst the very youngest chil-
dren, and God’s creative plan unfolds in the way infants are conceived,
mature and develop in stature and understanding over the first years
of life. Children, like adults are God’s image bearers (Genesis 1:27),
beginning as a union of cells maturing over forty wecks before the
miracle of birth launches them into a complcx world of lf::trning, the
patterns of which bf:gin before birth and continue with their first social
encounters. The value of infants, toddlers and young children to God

is evident in Psalm 139:13—16 where we read:
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For you formed my inward parts; you knitted me togcthf:r in my
mother’s womb. I praisc you, for I am fearfully and wondertully
made. Wonderful are your works; my soul knows it very well.
My frame was not hidden from you when I was being made
in secret, imricatf:ly woven in the df:pths of the earth. Your
eyes saw my unformed substance, in your book were written,
every one of them, the days that were formed for me, when as
yet there was none of them purpose for it.

Christian parents have an -:::bligation to love and nurture their
children, and to teach them the things of God (Deuteronomy 4:9),
that they might grow in grace and knowledge of the Lord Jesus Christ
(2 Peter 3:18). For educators of children in Christian schools, stand-
ing in loco parentis, the command is the same. Our task is to establish
a foundation for academic and social achievement, yet we also need to
share Christ’s love. That young children need to develop a relationship
with Christ, as well as positive social outcomes and academic learning

dispositicans, is the subjc-::t of this -::h:tptc:r.

What research tells us about early learning and attachment

Although the writer of Proverbs knew intuitively the importance of carly
leaming when he said, ‘Start children off on the way thcy should go, and
even when they are old they will not turn from it’ (Proverbs 22:6), today
we test this tenth century BC wisdom cmpiri-::aﬂy with neuroscience
which allows us to understand how learning and social dispositions are
established. From the moment of conception, through the pre-school
years, to children’s first forays into a kindergarten classroom, brain
development takes place at an unprecedented rate. The capacity to
absorb information is astounding in the first years of life.! Furthermore,
we now know that positive brain development is linked to responsive
attachments built through consistent communication with significant
adults to strengthen children’s socio-emotional and cognitive wellbeing.*

For many families and educators, academic achievement centres
on the secondary school years, with a curriculum designed to prepare
students for university or vocational training. However, while the
importance of secondary education is unquestioned, effective learn-
ing is contingent on strong carly brain devclopmf:nt which occurs

as a result of a dynamic interaction between genetic influences and
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environmental factors facilitating or, as a consequence of negative
influences, delaying brain growth.? As God’s image bearers, it is hardly
surprising that humans are the most complex of all animals, endowed
with cxtmordinary capabilitif:s. The human brain’s capacity to make
complicated calculations about abstract matters within fractions of
a second is astonishing and, as its df:vclopmcnt over the lifcspan has
become better understood, the mind of the Creator and the complex-
ity of the life he has made become evident.

During sensitive pcrinds between birth and five years, the infant
brain’s ncu:oplasticiry allows cells to connect, creating intricate circuitry
which is wired together and strengthened by consistent and repeated
events. At this time the conditions for influencing brain structure and
development are at their peak, and when rich sensory, emotional and
social experiences are offered to infants and toddlers, strong neural con-
nectedness® is cncoumgcd, impacting signiﬁcantiy on later pcrccptuai,
cognitive and emotional capabilities.” While parents’ education and
sociocconomic status inciuding income, famiiy size and marital factors
also influence development, the quality and frequency of experiences
in children’s cnr[y years has the greatest impactf with consolidation of
the brain’s early structuring occurring through effective parentingand
responsive teaching into the infants’ years.

The brain develops most effectively when infants are securely
attached to primary caregivers (generally parents, other family members
and early childhood educators). Longitudinal research” from the UK
has demonstrated that quality care and enriched play-based learning in
carly childhood settings can improve academic and social outcomes for
all children, and cspcciaﬂy for those at risk through family and social
disadvantag{:. Signiﬁcant correlations between the lcngrh of time spent
with warm, caring educators and mathematical and literacy progress in
the first year of school have been found, with academic effects continu-
ing even to second grade and beyond.® In this environment, positive
child/educator rclatiﬂnships and rich experiences strcngthcncd children’s
capacity for social engagement and learning. When play was used as the
primary medium for [ﬁ::trning by interactional educators coﬂabomting
with children to facilitate their inquiry, enthusiasm and engagement,

effective lcaming behaviours were dcvc[opcd with lasl:ing effects.
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In counselling Timothy, the apostle Paul urged him to ‘continue
in what [he had] learned ... because from infancy [he had] known the
Holy Scriptures, which [could] make [him] wise for salvation through
faith in Christ Jesus’ (2 Timothy 3:14-15). Today we understand that
what is consistently learned in childhood becomes part of who we are,
informing the values that shape our lives. While effective carly learn-
ing encourages lifelong patterns of academic and social behaviour, in
a climate of diminishing moral absolutes where values are fluid and
relative, young children’s experiences must also include knowledge of
God’s love and salvation through Jesus Christ. If we are to help young
people negotiate the competing values of society, we need to equip
them from infancy with God’s Word (Proverbs 22:6) in addition to

fostf:ring their if::trniﬂg and socialising capabiiitics.

Sociocultural learning through play

The value of education is increasingly viewed as developing children’s
learning competency rather than set skills, and of fostering their capacity
to think clearly and creatively, using strategies to plan and implement,
solve problems effectively and communicate understanding. The work
of Lev Vygotsky (1896-1934) has revolutionised the way education is
conceived today, with ideas which have transformed thinking about
carly years’ education over the last thirty years. Vygotsky believed that
when equipped with culturally appropriate learning tools, e.g. the signs,
symbols, maps, numbers, music and technology which characterise our
twenty-first century world, even the very youngest children can under-
stand and learn, often beyond that which they were thought capable
of achieving a generation ago. Through language, the greatest cultural
tool, dialogue is used to mediate thought, giving children and adults
alike the power to solve problems, plan solutions before executing tasks,
and ultimately mediate their thinking.’

The role of the educator is crucial in supporting learning until
mastery occurs and to assess each child’s Zone of Proximal Development’
(ZPD) which Vygotsky described as the ‘difference between the level
of solved tasks that can be performed with adult guidance and help,
and the level of independently solved tasks.'"” Effective teaching should

challenge children to strive just beyond their current cognitive capacity,
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enabling them with guidance to reach a goal. As children and educa-
tors work to accomplish tasks together, each is encouraged to verbalise
their thinking, making it explicit to the other, thus creating an exter-
nal dialﬂguc which leads to valuable lf:arning for the child and opens a
window into the child’s mind for the adult. For example, the construc-

tion of a Lego tower might include the fbi[owing:

Child: I am goingto build the tallest tower in the world!

Educator:  Wonderful! It’s already tall! Where will you put
your next block?

Child: On here!!

Educator:  Hmm, I like your plan, but what will happen if
you put that block there?

Child: It will make the tower taller!

Educator:  You are right! I think it would make it taller, but
I'm a bit worried it would overbalance!

Child: No it won't! I'm going to put it here!

Educator:  OK, it’s getting very tall! (The top of the tower
falls) Uh Oh, That is a shame! Why did it fall when
you placed that block there? Did it look bigger
on that side than on the other? When you placed
that block there the two sides became unbalanced.
That side became uneven and it overbalanced! I
think we need to balance it up a bit! What could
help it balance do you think?

Child: We could take a block away on this side!

Educator:  Yeswe could! I think that would solve the problem!
What else could we do?

Child: Put a block on the other side as well?

Educator:  Ah, good thinking, let’s try it that way!

Here, the locus of contral is shifted from the exclusive domain of the
educator to rest with the child as mliaborativcly the problcm is addressed
and solved. When educators adopt this approach, they afhirm children’s

ideas, allow them to experiment and make mistakes, and sympathisc
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with failure or disappointment, all while articulating their thinking
and encouraging children to do the same, until a solution is found.

Play creates a natural ZPD, enabling children to experiment in
ways tﬁcy cannot do in r-::gufar life."! During p[:ty, children aiways act
older than their age, outside their usual behaviour, a head taller than
themselves. When a dramatic plny area becomes a hﬁspital, children
experience things they would never be able to do in real life. In their
‘hospital’ thcy can usca stcthc-scc-pc, give an injection, attempt to make
sense of an X-Ray, b:mdagf: a patient, write prescriptions and admin-
ister medicine. While clearly involved in imaginary play, understood
roles are enacted based on children’s previous experiences, leading to
self-regulation with their actions determined by the rules of the game.
Learning through p[ay is rich and effective; it enhances children’s
concentration and engagement, and app[ication to tasks is far greater
during piayabascd experiences than with decontextualised teacher-
based activity'™.

In infants’ school, p]ay-basc:d, sociocultural pcdag@gics have been
found to be more effective than traditional teaching approaches, ena-
bling children to solve pmbiems crcativcl}f, to experiment and test with
actual materials and to apply their learning in authentic ways. This was
evidenced recently in a longitudinal study conducted in Kindergarten,
and First and Second grade classrooms in one large school from a low
socioeconomic area of S}rdnf:y” where intervention using piay-basc:d
pedagogies resulted in significant gains in NAPLAN results over several
years. For example, learning became meaningtul when flour, oil and salt
were required to be accurately measured for pizza bases and toppings;
temperatures were determined prior to cooking; and then pizzas were
divided for cating. Similarly, when the strcngth of various structures
was tested using spaghetti and BluTack, children were encouraged to
articulate their thinking, to test their theories in an environment where
problem-solving was genuine and experimenting was fun, and to reflect

on their mistakes.

A framework for learning in early childhood and infants’ classes

While domain specific knowledge is a focus of education in primary

and secondary school, in the early childhood and infants’ years there
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is increasing recognition of the value of acquiring the psychological
tools necessary for shaping general and domain-specific cognitive
function, rather than recommended skills or bodies of knowledge.
Spcciﬁcaﬂy, metacognitive elements such as attention and motiva-
tion, on-task activity, perseverance, creativity and self-regulation are
fostered in dialogic cxchangf:s, as educators scaffold children’s icaming
through encouragement and demonstration, and offer opportunities
for immediate, authentic and genuine feedback on cognitive activity. M
To facilitate this, the Early Years Learning Framework (EYLF)' has
been devclopcd for use in carly childhood settings in Australia'® as a
guide for educators to help provide young children with opportunities
to maximise potential and develop a foundation for future success in
lf:'.lm'mg.'? Having been established around current lc::u'ning theories
and brain rescarch, it advocates the use of sociocultural and play-based
pedagogies to strengthen children’s communication and language, and
carly literacy and numeracy. Central to the framework is the idea that
'be]onging’, ‘bf:ing’ and ‘bccoming’ characterise every child, acknowl-
edging the importance of family, community and culture, capturing the
present, and recognising that dcvc[opmcnt is dynamic and changcaijlc,
offering endless possibilities beyond tomorrow.

The beauty of the document lies in its flexibility of implementa-
tion, with ideologies supportive of all children and families irrespective
of their cultural, rcligious, cthnic, socioeconomic or languagf: back-
grounds. While not overtly Christian in its development or philosophy,
it accommodates both Christian and secular learning contexts, and the
principles, practices and learning outcomes are effective for application
in prior-to-school and school settings. The EYLF recommends that
educators work in partnf:rship with families as togc:thf:r thf:y dcvclop
learning programs to meet each child’s individual needs at every stage
of their schooling, and to respond to children’s ideas, interests, strengths
and abilities to maximise their learning,

Solid academic and social trajectories can be facilitated by educa-
tors who genuinely care for their students, hold high expectations for
their social and lcarning behaviours and offer chaﬂcnging experiences
to stretch their capabilities. All children must be shown equitable
consideration and be given opportunities to succeed irrespective of

their diverse circumstances and abilities. Implicit in this is a respect
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for diversity, shown by educators who support the physical, personal,
social, emotional and spiritual well-being of children, and demonstrate
an awareness of their multiple ways of knowing.'® Although children
bring diﬁ‘cring funds of knowlc:dgc into the classroom based on their
home and community practices, when oftered continuity of those expe-
riences in addition to new information, transitions across milieu are
generally more satisfactory and foster security and well-being.

While play-based pcdagogics are crucial to lcaming in the c:nrly
years, educators also need to scaffold children’s understanding using a
range of intentional tcaching strategies like modcﬂing, dcmonstrating,
questioning, explaining, sharing thinking, problem-solving, explo-
ration and inquiry. Such activity motivates understanding, engages
children as active learners and providcs opportunity for immediate and
authentic feedback on tasks. Assessment should be kf:pt to a minimum
in the infants’ years, and should piay no part in an f:arly childhood
curriculum other than observation of children’s current knowledge in
order to p!an for their interests and build their skills. Of course highly
qualified staft in all classrooms will be constantly alert as to whether
children are progressing toward realistic outcomes or what might be
preventing them do so, thus enabling identification of any child who
may need additional support.

Irrespective of their age or academic stage, young children need to
develop confidence, and a clear sense of identity, autonomy and resilience.
Children bring both positive and negative learning dispositions to the
learning environment, and as educators we can use these to strengthen
or encourage, and to challenge and equip, where necessary. We need to
hclp children resource their own lcarning t.hrough connections with
others, technology and natural resources. We also need to help them
to acquire communication skills for discerning and making meaning,
whether orally, through texts or through digital media, in order to

enable them to investigate ideas and represent th'm.king.’g

In summary ...

During the c::u'iy childhood and infants’ years, dialogic excﬁangcs in
warm and accepting, rich play-based learning environments strengthen

brain development, increase children’s motivation for learning, enable
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them to develop transferable learning strategics across numerous
domains and improve their academic and social outcomes over the
long term.” In recent years, considerable research, teacher education
and professional development have focused on this understanding and
on the importance of the values, beliefs and customs of the family and
community and how these impact lcaming. There is recognition that
knowledge never occurs in a vacuum, nor is it static, but rather it is
acquirf:d as children live, work and play in the context of their homes,
communitics, »:::J.rl}r childhood and school environments, and as IIhf:‘_V
engage in the cultural activities and linguistic discourses around them.
Learning is an active process where new ideas and understandings are
built upon those previously known, as children consciously and uncon-
sciously select and synthcsisc: information, construct hypothesr::s and
make cognitive decisions relevant to their interests and stage of devel-
opment, enabling them to construct new knowledges, and organise
and make sense of their world.

When educators engage in active dialoguc with children, not
merely providing answers, but offering challenges and encouraging decp
thinkjng, then [0ng~t¢:rm, sustainable lcaming takes piacc. Encouraging
children to experiment, make mistakes, test theories and trial ideas
also motivates learning and becomes the basis for further inquiry and
discussion. All young children will bring different knowledges to the
classroom according to their cultural backgrounds, family and com-
munity experiences, position in the family, and the opportunities they
have been given in their early years.

In Christian schools, learning in early childhood and infants’ class-
rooms needs to focus on how knowledge transformation takes place in
addition to curriculum content, as meta-lcaming in the carly years has
been found to foster sustainable outcomes™ over the long term. Finally,
and most importantly, as Christian educators we are exhorted to be salt’
and light’ (Matthew 5:13-16) in the school community, teachingand
supporting children’s dispﬂsiti ons for lf::u'ﬂing inan f:xcmplary manner,
reflective of Christ and his work in their lives. We need to stand out
and in some cases stand apart from the educational idcologif:s offered
by a secular society. Surpassing everything else is knowing God and his
love in our own lives, and recognising the importance of sharing that

love with the children in our classrooms.
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EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

23 Deep learning in the
primary school

Rhonda Robson

True humility is not thinking less of yourself; it is thinking
of yourself less.
CS Lewis

ost of us can recall a teacher that really understood them,

that ‘got’ them, a teacher they really connected with. Mine

was lovely Mrs Disney in Year 5 (even her name was exciting)
and much later Mrs Hine in university. Both these teachers stood out
for me as they seemed to see past the shy, insecure learner and challenge
me to strive and improve in ways that no other teacher had prcviousiy
done. I trusted them and was willing to work harder than ever as they
truly believed in me. They were true rays of sunshine in my formal
years of education and their impact has been far reaching. Why them
among the scores of teachers I have had, some woeful, some ordinary
and many obviously fine teachers? I believe it was the relationship,
their wiﬂingncss to know me and, bless them, their wiﬁingncss to say
the things that needed to be said; to direct me and guide me, not just
inform me and assess me. It was indeed personal. For them I achieved
far deeper levels of learning than I did for any others. Surely that was

not happc:nch:mcc ?
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Child centred vs individualised learning

At a time of standards-based teaching and outcomes-based learning,
external and objectivc measures of tcach'mg and lcarning seem to fall

ShOft Of thf: Chﬂd Cf:ntff:d SChOUiiﬂg t]lﬂt Susml ISﬂaCS CSPG[]SCd baCk
in 1932 when she advocated that:

... the children themselves are the living aim and end of our
tf:aching. It is cheir thought, their ]mnwlcdge, their character
and development, which make the purpose of our existence as
schools and teachers. And it is the modes of their learning and
understanding, their physical growth and social needs, which
in the end determine the success or failure of our methods of

teaching (p.11)

John Dewey (1938) proposed that the primary purpose of education
and schooling is to teach them how to live pragmatically and immedi-
ately in their current environment. Much later Adler (1982) suggested

three objectives of schooling:

the development of citizenship,
personal growth or self-improvement, and

occupationa! preparation.

Surely the aim of modern schooling is all about developing inde-
pendence. As teachers we aim to enable and support youth to be able
to think and behave autonomously and productively in society. While
arguably such philosophies as Dewey’s and Adler’s have fostered the
postmodern concepts of individualism, as teachers we actually value
much of these Phﬂosophies, the fosrcr'mg of the indcpcndcnt and autono-
mous learner, the development of the confident civilised graduate who
can competently negotiate the demands of the curriculum in order to
satisfy the state based and national measures deemed necessary to enter
university and the workforce, in order to be accordingly considered ‘suc-
cessful. As Christian teachers we do not doubt the fundamental merit
of such a premise; we certainly want our students to be able to be ‘suc-
cessful’ graduates. We also seck to be the best practitioners, ‘teachers

of excellence’ in every way, attuned to the latest research, well able to
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teach to the state based curriculum within the added bonus of doing

sO in a caring Christian environment.

The complex task of teaching

Primary education is, in a word, complcx. The graduatf: teacher has to
demonstrate proﬁcic:ﬂcy within one year of some 37 standard descripa
tors from some seven different standards that constitute the current
agreed characteristics of the complex process of teaching. An effective
teacher has to prepare their students for twenty-first-century learning,
which means so much more than teaching literacy and numeracy: it
involves knowing the content, knowing their students, managing their
students, assessing their students, diﬁ'erf:ntiating for different needs
and learning styles, ensuring opportunities for collaborative learning,
inquiry based [f:aming, project based lcarning, pmb]em soiving, criti-
cal and creative thinkjng, as well as tf:aching and applying the latest
tcchno[ogy, all while dcvcloping a gmwth mindset. It is complc:x and
exhausting. It is a blend of knowledge, skill, practice and, importantly,
intcrpersonal acuity. An art as well as a science!

Richards (2006) highlighted the complexity of teaching and incor-
pomtcd affective quaiitif:s stating that it is:

An amalgam of so many elements: interpersonal, intellectual,
physical, spiritual, even aesthetic. It changes subtly in form,
substance, ‘feel’ hour to hour, lesson to lesson, class to class,
year to year. It involves notions of ‘respect; ‘concern) ‘care’
and ‘intellectual integrity’ that are impossible to define but
which are deeply influential in determining the nature of life
in classrooms (p. 13).

Christian primary teachers certainly feel the pressure to achieve
all of this, and do so in a distinctively Christian way, which is no small
task. But do we intuitively grasp the importance of child centred school-
ing and what that means or are we blindly striving to simply develop
the individual without consideration for a Christian premise of a rela-
tionship with God first and us second? Developing the individual is
certainly commendable, as all are made in God’s image (Genesis 1:27),
but should that be the aim or the outcome? Even Dewey espoused a

greater aim. He asked, “What avail is it to win prescribed amounts of
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information about geography and history, to win the ability to read
and write, if in the process the individual loses his own soul?’ (p. 49).
While Dewey advocates for educating the whole person, he still focuses

firm iy on the individual.

Is dependence a deficit or deliberate?

Did Dewey and Adler go too far in philosophising an aim of school-
ing that championed the importance of developing the individual
to the point that we have lost sight of the importance of the child in
education? There is a subtle but important difference. A child is often
defined as a ‘young human;, an ‘immature person who has little or no
experience in a particular area. Educating a child insinuates cducating
a dependent. Andy White (2015) explained how humans are born
totaﬂy dcpcndcnt, (:lﬂ'uning Wwe are unique among animals in h:w'mg an
extended pcriod between weaning and bcing able to subsist on our own.
We call this ‘childhood’ and one has to query why God made human
beings so dependent; is it a deliberate intention to enable us to learn
be in relationship with one another as well as in relationship with him?

Dcpf:nds:ncy is often seen as a deficit to be quickly corrected, in the
race to establish indf:pcndcncc. Should dcpcndcncy be somcthing that
merits greater attention? What are we losing in this rush for autonomy
and independence? Moreover, is there a tension in fostering autono-
mous learners that conflicts with the fundamental tcachings of Christ?
Does not independence promote a sense of man as master?

The word ‘autonomous, is often used synonymous[y with ‘indcpcnda
ent, as an end-stage word for the completed, ‘successful’ student. The
Greck word ‘autonomy;, taken to its root, refers to ‘rebellion’ a desire to
act independently from authority. Perhaps a case of be careful what we
wish for. If modern education pushcs for autonomous individuals, are
we not fostering a rebellious generation; one that may not have learnt
the importance of community before they have been encouraged to
learn to think independently?

Christians seek to highlight the greatest auth{:-rity the world has
ever known and fear independence from God's authority. Groothius
(2015) explained that rationally autonomous individuals believe that

human reason is capable of functioning just fine without appealing to
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God or to his Word. Muchlenberg (2014) stated that in the biblical
and spiritual sense, autonomy means something quite different: it is
not a virtue at all, but a horrendous sin. The biblical worldview posits a
God who is there, who has created all things, and expects of his moral
creatures a loyalty, dependence and obedience at all times. In fact,
Muchlenberg (2014) explained, the essence of the Fall, and of all sin,
is personal autonomy—the idea that we do not need God. That rejec-
tion of any reliance upon and dependence on God is the height of what

sin means

a radical indcpcndcncc from God. OQur go:t], as Christian
educators, is surciy to dcvc[op in learners a love for depcndcnce on

God, develop a relationship with and attachment to him, for eternity.

Attachment or dependence is healthy

Attachment theories in psycho[ogy distinguish {miy between g?frct:‘ve
and iﬁgﬁ@?ﬂfiw df:pcndcncy. There is no such thing as complctc inde-
pendence from others nor is there over-dependency (Bretherton &
Munholland, 1999). The Greek translation for the word dependence
is attachment. Attachment is defined as a deep and enduring emo-
tional bond that connects one person to another across time and space
(Ainsworth, 1973; Bowlby, 1969). According to the DSM-V (2015)
the extreme on the detachment scale would be a person who might
be diagnosed with a schizoid personality disorder. Such persons show
apparent indifference to oppertunities to dcvc:!op close rcl:ttionships,
and derive little satisfaction from being part of the family or other social
group. D-::pcndcncc means security, a rc[ationship of trust and boncfing.

Secure dependence through attachment actually fosters autonomy
and self-confidence. Secure dependence and autonomy are then two
sides of the same coin, rather than dichotomies. Secure attachment is
associated with a more coherent, articulated, and positive sense of self
(Mikulincer, 1995). The more securely connected we are, the more
separate and different we can be (i.c., individual). A solid and secure
dependence in God is commended throughout the Bible: Tam the vine,
you are the branches. If you remain in me and I in you, you will bear
much fruit; apart from me you can do nothing. (John 15:5). Through
our relationship with God, our attachment, our dependence, we can

make sense of our world, our purpose and our relationships with others.
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So, through attachment and dependence one finds independence
and autonomy. However, if independence is sought first, surely attach-
ment is compromised. Does the individual lose sight of the importance
of connection to others? Of hcaithy rc]ationships? Of community?
What are the implications for teaching? Are there further implications

for Christian tcaching when autonomous lcnrning is the primary goa[?

Do teachers believe dependence fosters deep learning?

Conversations with my Primary School teachers have suggested a
much deeper and nobler purpose for Christian schooling than those
originally proposed by Dewey and Adler, one that fosters dependence;
a dcpcndcnce on one another, a vaiuing of rc[ati{mship which in turn
fosters deep learning and ultimately leads to a healthier level of inde-
pendence. Independence that recognises the need for interdependence.
[t may in fact seem counter intuitive, even pf:rhaps somewhat radical in
concept that we need to encourage dependence in order to effectively
move toward independence.

When I asked my Primary School teachers what they believe
fosters dccp lcarning, a definite theme f:mcrgf:d; a resounding belief
that rclarionships are crucial, that nurturing the joy of tcaching is
essential for fostering a reciprocal joy of learning. Engaging students
in deep learning does not happen in a vacuum; it is deeply embedded
in real-time connections and pcrscanal context, fostered within positive
and genuine relationships, essentially built on trust. Learning to be a
good teacher appears to be so much more than learning how to plan
a lesson, master how to ask questions, manage behaviour and deliver
content. It is about connecting on an emotional level, inspiring a sense
of wonderment and instilling a love of learning that goes deeper than
surface knowlcdgc: for national testing. It is a shared experience. And
it appears to be strengthened when the teachers themselves are in a
secure relationship with God.

The teacher’s role is undeniably crucial to improving student
achievement, as evidenced through the extensive meta-analyses con-
ducted by Professor John Hattie (2009). The NSW Department of
Education and Communities (2013) asserted that ‘research consistently

demonstrates that teacher quality is the greatest in-school influence on
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student engagement and outcomes. Interestingly, the analysis does not
just consider what the teacher does, but more qualitative aspects as well.
Hattie (2009) revealed that feacher-student relationships can improve
academic outcomes by more than 70%, which implies that the quality
of interactions between teacher and student is particularly significant
to the learning process.

Conversations with my teachers suggest that developing the joy
of tcaching is critical to cnﬁancing dccp [caming in their students.
Tcaching without passion pmduces lc:trning without meaning. Reason
Is a cognitive process that appears to have litde meaning without the
fullness of social and emotional resonance. Richard Leblanc (1998)
claimed good teaching is as much about passion as it is about reason.
One Primary teacher referred to passion as the purpose of teaching,
detailing the joy that comes when the ‘penny drops, when real under-
st:mding is achieved. He described it as an ‘intimate joy between teacher
and student’. Wheatley (2005) argued that ‘it is time to become pas-
sionate about what's best in us and to create organisations that welcome
our creativity, contribution, and compassion’ (p.57)

A second teacher spokf: about Hclibcratdy and intt:ntionn]ly con-
necting students with one other and the community, to engage them in
real life experiences, so that the learner can apply what is learnt in any
number of aspects of their life, whether at school, at home or socially.
It is much more than putting pen to paper! This, she claimed, has to
happen in a relationship built on trust.

Many of the teachers spoke often of the need to be a Christian com-
munity first, to pray for the students, to enjoy being with the students,
to love them. My teachers have fun at school. They are like children
themselves at times. “Unless we change and become like little children,
we cannot enter the Kingdom of Heaven.” (Matthew 18:3) Not in the
sense of being childish, but in looking at the world as a child would,
with a sense of awe, wonder and possibilities.

The importance of the teacher inspiring the students was described
by one Year 6 teacher who expressed a belief that "... the commitment
and enthusiasm of the teacher and how that lends itself to invigorating
students serves the purpose of promoting deep learning” He explained
that often when confronted with the prospect of learning complex

new skills or knowledge, seeing the educator full of anticipation and
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cagerness draws students in, intrigued perhaps by the value placed upon
the lesson by the teacher. Such an energetic and athrmative milieu, in
my opinion, projects an environment where students are more likely
to engage, to explore and to value the learning taking place.

A teacher of young students spoke about the need for the teacher
b s clcarly establish the rf:iationship asa lcrving cxampif: of Christ’s
love for us, that such modelling of the Lord’s commandment for us to
love one another will provi&c them with the right environment for dccp
learning to occur, for it takes time for the students to trust you enough
to risk making mistakes. Only then true and deeper learning can occur!

An Art teacher beautifully captured a greater aim of Christian
schooling: “Within a healthy growth mindset, we want learners to
grow in their academic know[cdgc and lcaming, takjug ona dccpf:ning
individual rc:sponsibility for this. We want to see them grow in their
lm&crstanding of themselves as human bcings with immeasurable capac-
ity for learning and development. They desire to engage well with the
wider world of ideas, of sc:c:king pmductivc work, and of ch:mgc and
advancement. This independence is exciting to see in young learners.

This same Primary School teacher spokf: further, advacating for
the need to foster dependence, not just independence: ‘Deep or good

learning requires more within a Christian education.’ She explained:

In the Christian life, the life of growing in God, ‘independence’
is something we grow out of and ‘dependence’ is something we
grow into. How we explain and teach this growing dependence
on God is just as important as the teaching of key academic
skills. It is of eternal significance for the young children in our
care. The end-stage idea of this kind of learning is the opposite
of autonomy. Rather it is the wisdom of weakness—urtrer

éc:pendcncc on God.

Tc-.lching children to see this need for df:pf:ndf:ncc is the way to
the best kind of life for them, now and for the furure. To teach,
to demonstrate, to love, to pray with them—to develop the
eyes to sce that their greatest need is God’s grace for salvation
and life in Jesus as the way of truth that underpins all human
learning. It is the recognition that fullness of life is about the

all knowledge, abilities, gifts, talents,

wisdom of bringing all
resources—before God.
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My Primary School teachers have, I believe, captured the essence
of truly Christian teaching, a relational experience with a greater aim
than just academics. Cherkowski (2012) argued that educators should
be encouraged to bring deep human emotions of, for example, love, joy
and compassion into their work in the school, instead of leaving it at
the door at the beginning of the day, to be picked up at the end of the
day on their way home. She urged teachers to infuse their work with
all of the rich aspects of their emotional lives; with authentic emo-
tional expressions, as well as personal and meaningful connections
with learning community members. Pace (2010) added that concepts
about virtue, compassion and positivity may scem simple but they turn
out to be crucial elements for broader success (p. 1). Wheatley (2005)
asserted that in the future, “Those organisations that will succeed are
those that evoke our greatest human capacities—our need to be in
good relationships, and our desire to contribute to something beyond
ourselves.” (p.124) Such an organisation is one that truly develops
the individual by first acknowledging the need to recognise them as a
child of Christ. A precious child made in God’s image for cternal life.
A school full of teachers just like Mrs Disney.
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EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

24 English Literature

Paul Burgis

Where can I go from your Spirit? Where can I flee from your
presence?

The Psalmist

he sec:}ndary Engiish teacher is one of the main deliverers

of the ideas that permeate the teenage mind. Her classes not

only build student skills in the use of language, but engage the
student with a range of literary preferences, and develop the analysis of
language and the meta-thinking that will help to form their consciences
and cthics. Even if they, like the famous British journalist Malcolm
Muggeridge, reject much of what their teachers espouse or model,
students will still be affected in their thinking and writing by the act
of rejecting the ideas of others.’

One traditional way of considcring the tcaching of English is to
divide it into the development of skills in the use of the language, and
engagement with literature. I wish to focus in this chapter on literature.
This focus is purposeful, because it is in engagement with the ideas in
texts that students can be transformed as individuals, and it is the notion
of transformation that draws many English teachers to the profession,
Christians included. Paul’s letters to churches in Corinth and Galatia
are examples of his active conversation with other Christians about
how thc:y might think about their vocation in life, status, exclusion,

inclusion, the criteria for acceptance into the church, personal relations,
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relations to agencies with power and living under the threat of death. I
agree that an analysis of language can bring students to a similar under-
standing: in fact, it can be a more powerful way of undertaking this
than literature. Literature, however, is more casi[}r accessible. “We read,

said William Nicholson, ‘to know we are not alone.?

Language skills facilitate literature appreciation

Language deserves some analysis as we launch into English Literature.
Whether we adopt a phonics or a whole language approach to early
[anguagf: lcaming, or side with the traditional or the functional gram-
marian, we are each in agreement that the students in our classes need
to c[cvclop skills in read ing and writing and iistcning and speaking.
Students need to be able to control their use of language at the word,
sentence and whole text level. As English teachers we have a craft and
we need to pass on the skills of that craft with tremendous care and
thcughtfulnc:ss. Itis pessiblc to be so enamoured with the tv:a-::hing
of ideas that we become lazy in our craft of teaching students how to
clucidate and annotate them, how to structure writing or speaking to
persuade or inform or entertain. If we allow ourselves this luxury, we
are in dangf:r ofundﬁrmining our integrity asa teacher of English.
There are some wonderful resources in unpacking the history of
words with students such as The Etymologician by Mark Forsyth or the
Oxford Dictionary of Idiom. How do we, as English teachers, enable cach
student to see words as cach having their own long absurd biographies?
Such an awareness helps students see words as connected inexorably
to their contexts, and it highlights the significance of local and global
forces, of the role of faith and PD[itics, of the role of views of famﬂy and
culture and gender. It brings faith into the classroom in a disarming
and generous manner, and it makes the teacher the person who leads
in the area of humour. It can lighten the heavy classroom with laughter
and wit, and it can value the role of fun in the classroom. The teaching

of comedy deserves every bit as much time as the teaching of tragedy.

Wide reading facilitates literature appreciation

Sometimes Christian teachers think that thcy need to limit the exposure

of students to particular texts in order to develop their faith. I would
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contend that we need to enrich them with Christian literature but also
to enable them to access the breadth of material that is extant. One of
the challenges the English teacher faces is that many of us have not read
widely enough. English teachers need to be thoroughly acquainted
with the breadth of literature in English—be it Chaucer or Marlowe
or Shakespeare; or Bronte or Dickens or Lawrence; or Markandaya
or Marilynne Robinson or Hillary Mantel. In regard to our Christian
heritage, have we read writers such as Augustine or Anselm or Aquinas,
or Luther or Calvin or Bunyan, or Kierkegaard or Dostoyevsky or C §
Lewis? Then, when we read a recent popular text that challenges our
faith, we are able to recognise the history of ideas within it, and we have
some disciplines of thought adequate to know how to respond to it.

It is also important to be aware of the history of ideas. Texts like
Keith Ward’s The Case for Religion or Larry Siedentop’s Inventing the
Individual or Charles Taylor’s The Secular Age provide histories of ideas
that are helpful. Texts need to be read in context, so the effective teacher
needs to understand the texts themselves, the histories that frame texts
as well as their contemporary culture.

Similarly, it is vital for us to read the voices that represent different
perspectives. As English teachers we can idolise certain aspects of litera-
ture: perhaps the rhythm and evocation of Coleridge, or the poignancy
and logic of Helen Garner, or the raw humour and disdain of Monty
Python. I confess to loving the work of Les Murray. Yet we have a duty
that is beyond making disciples of our students in the literature that we
adore. For us, no literary work is sacred. Again I turn to Muggeridge.

[ note this summary of his own and his mother’s view of Rousseau:

I was reading an English translation of Rousseau’s Confessions I'd
picked up from my father’s books. In point of fact, the book was
far roo difficult for me at that stage, and it was mere pretence on
my part to be reading it. I was given to this sort of affectation,
and even much later in my life, if I was reading in public—say,
in a bus or train—I liked it to be something that would strike
anyone who happcncd o notice as bcing abstruse or exotic.
Later I came to love the Confessions, even their many lies, for
some clusive quality of luminosity in them that comes out in
their very style, so beautifully clear and supple. My mother, for

reasons of her own, held Rousseau in utmost abhorrence and,
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while indica{ing this to me, volunteered the information that

he had been born with his blood b-:}iling.3

Within this short paragraph I find an honest self-appraisal of
Muggeridge’s fragility as a reader and of his confession to desire a reputa-
tion as a thinker. And I see his appreciation of the talents of Rousseau:
he doesn'’t fawn to him because he is aware of Rousseau’s fragility too.
When the Bible teaches us that ‘all have sinned and fall short of the
glory of God, it is simply teaching us that all people are like us. There is
no such thing as fully-carned celebrity: we all share laughter and pathos

ﬂl’ld nostalgia, and CFI.Cl"l DfUS can !}C SCIf-l’ightCDlIS Ztl'ld piti}CSS Etl'ld ligly.

Unpacking the big ideas in literature

We have scen how teaching of skills matters and that teachers need to
be well read. In teaching we will constantly bump into the big ideas in
life. So how do we go about unpacking literature with them?

British Christian thinker Sir Walter Moberly wrote a book imme-
diately after World War I called 7he Crisis in the University. Within it

he unpackcc[ the following bases for university education in Eurnpc:

The Christian-Hellenic period when the search for Truth was
based around The Bible and Greek philosophy was to the fore

A period of liberalism where the focus was on the impact of
learning (integrated into but unhooked from tradition) on

the creation of the good citizen

A period that questioned “Truth’ as a goal, prioritising instead
the utilitarian, the tcchno]ogicai and the democratic, secing
applied science as the means to d{:vc[op a prosperous society

ffﬁﬁ ﬁ'DIl'l Cﬂtfﬁﬂﬂhﬂd ciaims to pDWCf.

We could add a fourth, post-structuralist period now where the emphases
are: the deconstruction of power-bases, the pursuit of personal visions
of the universe, and equity as a primary value. Pcrhaps in the future we
will add, in line with the terminology of German sociologist and phi-
losopher Jiirgen Habermas, a post-secular period of education.” Perhaps
it will make ‘nimbleness’ the twenty-first century emphasis—with our

pcnchant to highly value the navigation of tcchnologics.
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Each of the aforementioned periods approached knowledge and
literature in differing ways. These influences play out in classrooms
across Australia cach day. In making the following summaries, I have
sought to describe cach of the five models with a contemporary voice.
In order to be fully authentic to the different periods I would require
much more space than one chapter. I believe the following descriptors
capture an essential part of the approach taken to English, but recog-

nise that each is a simp[iﬁcation.

1. Creating good citizens: the Christian-Hellenic period in literature

British Christian thinker Sir Walter Moberly, in his book The Crisis in
the University dates this period as ‘the greater part of the nineteenth
century”. In this period, literature was seen as a highly-valued, received
wisdom that is to be studied assiduously, revered and app[icd. The Bible
held a position ranging from being literal truth through to received
wisdom. Mathew Arnold demarcated this time as va]uing ‘the best that
has been thought and said in the world’® Literature is studied to create
good citizens. Thus, sclmoling in this pcriod could have a moralistic
tone.” From this p-::riod we receive a ‘high’ view of literature and art, that
some works are deemed to carry more that is important to the society
than others. If we applied this view of literature today we would have
a central canon of texts that we would ask students to study. We would

have certain ideas with which we wished them to engage.

2. Learning for learning’s sake: the Liberal period in literature
The Liberal period (not specifically dated by Moberly) approximates
the period from the late nineteenth century through to World War II.
Learning for learning’s sake became the business of the university.
Learning divorced itself from the church, and the academic thinker
valued an open field of discovery and endeavour. It is interesting that
this did not mean that the canon of literature was discarded. Rather,
texts that would not have been acceptable within it became its core texts.
In the Liberal period the emphasis of the canon shifted from
valuing those that describe and enhance Christian teaching or values,
to those that doubt it/them. Doubt grew in stature as a virtue and faith

declined to the point where in some (not all) contexts it became a vice.
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3. Utilitarian societal goals: the technological/democratic period in literature
For the English teacher this period (contemporary to Moberly) became
a time of action and reaction. The greater value placed on utilitarian
goals of creating a socicty that fed and clothed everyone, that used the
advancements of science to better the daiiy lives of citizens and that
sought to distance itself from lofty goais of ﬁnding Truth or expressing
oneself authentically, meant that one significant pressure on English
teachers was simply to train citizens who could read and write effec-
tively. Education became a pathway to a good job with good pay and a
good future. The advent of structuralism as a science of how language
worked, led to a focus on training the student to understand the patterns
of languagf: and to analysc: cfﬁ:ctively. Punctuation mattered, precision
mattered, clear expression mattered, proper use of evidence mattered.
Exams—and fairness and uniformity in the delivery of them—mat-
tered. Marks mattered.

This made the English teacher who rebelled against the system
potentially a tragic hero in the latterly conceived Dead Poet’s Society
mould. Something of the Romanticism of Keats and Wordsworth
emerges in the souls of students even when an examination board treats
these texts as stuff to be assessed upon. The teacher who reads for Truth
or reads for Rebellion assists students to find an existential authentic-
ity in the midst of lessons that are more like factories than fields. This
is a reflection of the greater phﬂﬁsophical war in education between
the value of the needs of an industrial society and the value of expres-

sion for each individual.

4. The death of authorial power: the post-structural period
All forms of authorial power were declared dead: God, the author, Caesar,
the parent, the teacher. In French literary theorist Roland Barthes the
metanarrative became the central fraud and the English teacher became
the person who assisted young minds to gain the power to deconstruct
all truth claims. Initially a critic of bourgeois cultural impositions,
Barthes arguc:d that the authorial intention in a text was unknowable.
In Derrida and Foucault, Truth was associated with power—the power
of men, or of one culture, or of the heterosexual, or of a vested interest.
The English teacher’s task shifted from analysis of patterns and

deference to authoritative critics to deconstruction, deconstruction,
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deconstruction: the skills of unpacking language to see the assumptions
of the embedded metaphor or the discursive pattern of the language of
power that surrounded a purchase in a local shopping centre. No “text’
could claim to be better than another: a new democracy of “texts’ had
arrived. There is a new metanarrative in much post-structural thought.
It is that ‘Justice’ is the centrally valued abstract notion, and that the
people who can define justice effectively gain credit for being perceived
as h:wing the characteristics that the West has traditionally ascribed to
the Christ ﬁgurc: compassion, generosity, sacrifice, love and gondnf:ss.
Thus whilst for Barthes and others the author is dead, there is an under-
lying tension that has led writers like Umberto Eco to see meaning as

a negotiation between author and reader.?

5. Liberal practice: a post-secular period?

Is there a post-secular period? Jurgen Habermas describes what he
regards as the emergence of the post-secular society.” The critical clash
he highlights is between those promoting a shared or uniform citizen-
ship and those promoting cultural difference. He also high]ights the
clash of those seeking a positive freedom of religion (those secking to
share their faith) and a negative freedom (thosc sccking to be sparcd
the practices of people of a different faith-position). He notes that secu-
larists are no different to religionists in that they can casily assume the
superiority of their own truth claims. Further, he notes that the citizens
who promote what might be called ‘the Enligﬁtcnmcnt ijcct’—that
religious believers will recede in power and number as the process of
modernisation occurs—have now been proven wrong. Religion has not
diminished. Thus, the society requires a means to respect and integrate

both religious and secular voices. He calls this Tiberal practice’ and states:

Two reasons speak in favour of such liberal practice. First, the
persons who are neither willing nor able to divide their moral
convictions and their vocabulary into profane and religious
strands must be permitted to take part in political will forma-
tion even if they use religious language. Second, the democraric
state must not pre-emptively reduce the polyphonic complexity
of the diverse publ_i-:: voices, because it cannot know whether
it is not otherwise cutting society off from scarce resources
for the generation ofmc:mings and the shaping of identities.
Particularly with regard o vulnerable social relations, religious
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traditions possess the power to convincingly articulate moral
sensitivities and solidaristic intuitions. What puts pressure on
secularism, then, is the expectation that secular citizens in civil
society and the political public sphere must be able to meet
their religious fellow citizens as equals.

The critical sentence is the final one. What is the rcﬂ[iry of our
trajectory as a society? Ifsoci-:ty is progressing towards a point where
rcligi-:aus interpretations of texts (bf: they statements that amount to
truth claims or statements promoting a sct of universal or c:nduring
values) are diminishing in influence, the secular voice can adopt a ‘tri-
umphalist’ position and marginalise religious voices. In a society that is
going to be persistently polyphonic, they need to be heard on their own
terms. Habermas believes the latter to be reality of the post 9/11 world.

Miloslav Volf reflects a similar respect for this notion in his books
Exclusion and Embrace, Fl'aurisbing and A Public Faith. Both writers
highlight the importance of allowing individuals to have distinctive
voices, emerging from either faith or secular positions. We do not need
the world that John Lennon imagined, where people lose the beliefs
they hold most precious in order to have peace between us. Rather we
require a society that can listen to and embrace another position, whilst
being permitted to maintain its own critical distinctives.

The implications of a post-secular world for the English teacher
are ‘up for grabs. There is a huge variety of perspectives now on what
the English teacher’s role is. Many English faculties in religious and
non-religious schools are impacted by the personality or world view
of their head of faculty. Ostensibly Christian educators might be pre-
dominantly Romanticist or Egalitarian or Conservative or Feminist in

their rcndcr'mg of their actual work.

The task of the Christian educator

The task of the Christian educator is to take a Christian metanarra-
tive and meta-affectivity'® to their role of leading the minds of young
people. This requires that young people understand all that has been
written so far.

In order to br'mg this about, the English teacher guidf:s students
to discover through their reading:

291
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- that texts can be read as revelatory (the Word of God) or as

scripture (words of wisdom)

that there is a range of views on the relative value of texts;
and that some texts have had a profound impact on how we
think about God, ourselves, our socicty and others. The Bible

remains central.

- that it is possible to see the Author, Text and Reader cach
as the potent renderers of meaning, or to sec text as having
its meaning nf:gotiatcd. We do not need to ascribe ‘truth’ to
Barthes’ ‘death of the author. Umberto Eco makes a strong case

that the author remains potent. This enables the transcendent
voice to be heard. God can be God.!!

. that rcac[ing and writing and sp-:::l.kjng and Ijstf:ning will hclp
young people find useful employment and at the same time

to be able to function well in their relationships
that power operates in texts

that religious understandings of the Universe are valid (Volf )/
will always exist (Habermas) and that religious interpretations

of texts need to be considered in the classroom.

The larger Christian narrative is informed by the core notions that
the Christian has about humanity: that we're made in God'’s image,
that we are flawed, that we require forgiveness, and that God is a God
of justice and love who, in Jesus’ life and death and resurrection, dem-
onstrates this love. This love is extant in Jesus.

The excursion of finding Christian influences in texts and of reflect-
ing upon their implications for how we position ourselves as human
bcings is an intriguing one. It also indicates how important the idea
that people are made in God’s image is to so many things that we value.

It is therefore also important to identify contrasting positions
in order to deconstruct any remnant of a faith position in a directly
atheistic text. Even absurd texts rely on remnants of some form of the-
ological hope to indicate the humanity of the hero. A text like Albert
Camus’ The Myth of Sisyphus, for example, identifics the absurd hero
as a type: the person who sees their life as absurd but finds courage in

bcing ‘SIS}’thS’, thC pﬂl’SDI‘l bfﬁl.‘ff‘: etmugh to return to thﬁ bottom Df
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the hill to start pushing the wretched stone back up the slope. Perhaps
a classic film like Groundhog Day plays on this theme. If we are disci-
plined in our reading as English teachers we can place Camus in the
history of ideas and note that the notion that life is absurd plays out in
many places, including in secular philosophy (e.g., Bertrand Russell)
and in the Philosophy of Science (e.g., Lawrence Krauss).

The Christian can accept that each individual is free to declare
their life absurd.

A text like 1 Samuel 8 suggests that God allows humans to select or
desclect the authorities that rule them. The Christian English teacher
has the wonderful ministry of allowing the student to grasp that even
in their deconstruction of Christian or the theologies of other faiths
the critic draws on the sense that some values transcend the immanent
frame. It is in the name of agape love, not absurd heroism, that I hear
students calling for equity in regard to gender issues. It is in the name
of creating a community of trust and hope, not non-being, that people
wish to expose pacdophilia.

“Where can I go from your Spirit? Where can I flee from your

presence ¥ said the Psalmist.'? As on the earth, so also in literature...
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EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

25 A Christian philosophy

of mathematics

Martin Dowson

For since the creation of the world God invisible qualities, his
cternal power and divine nature, have been clearly seen, being
understood from whart has been made.

Romans 1:20

he purpose of a Christian biblical phi]osophy of mathematics
is to provide teachers and students with a way of understand-
ing mathematics and mathematical thinking that is consistent
with the Bible and with mathematics without doing violence to either

(see Holmes, 1997).
A Christian biblical philosophy is not:

apologetic, in the sense that the philosophy assumes rather

than argues for the existence and application of biblical truth;

thf:{:-logy PC’?" &, but USCS thCOlOgY to blllld a bl’Dﬂ.dCI’ llI'ldCl"

stand ing of mathematics;
biblical exegesis per se but:
>  reasons indirf:ctly and infe rf:ntiaﬂy from the Bible, ack110w[cdg=

ing the limitations of the Bible with respect to various issues

under consideration, and
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> cites biblical texts where these texts are indicative of broader

principles or themes relevant to mathematics.

Mathematics and the Bible

In attempting to provide a ‘biblical basis’ for mathematics it is common
to encounter attempts to derive or construct a foundational and com-
prehensive understanding of mathematics directly from specific biblical
texts. Not atypical, for example, are observations that the Bible makes
frequent usage of logical arguments (e.g., I Corinthians 15:12-50 or
Matthew 12:25-29), contains numerous instances of simple arithmetic
operations (addition, subtraction, multiplication, and division), and
illustrates the axioms of arithmetic. With respect to the latter case, for
example, Jesus’ (prophetic) observation that ‘there shall be five in one
house divided, three against two, and two against threc’ (Luke 12:52),
illustrates the arithmetic axiom a + b = b + a. However, such treatments

are limited and problematic because:

- The Bible is not, and is not designed to be, a text book on
mathematics. As such, the Bible touches on a very small subset
of mathematical entities and operations, pr(wicif:s no systematic
treatment of mathematics in either an operational or philo-
sophical sense, and so provides little or no basis upon which to
draw general conclusions within or concerning mathematics.
For these reasons, over-reliance on the Bible to generate an
undf:rstanding about mathematics is quite [jkc]y to both over-

extend the Bible and under-explain mathematics.

The Bible confirms that basic mathematical reasoning and
operations were used by both the Hebrews and the Jews.
However, such usage also applics widely to ancient civilisa-
tions. Moreover, there is no evidence that the Hebrews or Jews
contributed in any substantive way (or in any way at all) to the
development or spread of mathematics in the ancient world. On
the contrary, the Egyptians, Babylonians and Greceks (judging
by both their mathematical and architectural [cgacics) had a
much stronger grasp on mathematics than the Hebrews. As

such, the Bible contributes little unique historical information
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to the study of mathematics.

Numbers (eg. 7, 12, 40, 666) arc used symbolically in the
Bible—but so too in many other religious texts. The sym-
bolic use of numbers in the Bible, thus, provides little unique
information about the Bible and, of course, no particular

information about mathematics.

Given the limitations of attempting to use the Bible to directly
address mathematics (see, for example, Keister, 1982), a more fruitful
approach is to attempt to ground the truth of mathematics in broader
understandings derived from the Bible. In particular, reasoning from
the existence and attributes of God as revealed in the Bible may prove
to be a less direct but more defensible approach. This latter approach
is taken in the present philosophy.

The discipline of Mathematics

Mathematics may be defined as the science of spatial and quantitative
entities and relations. However, certain features of these entities and
relations, and of thinking pertaining to these entities and relations, pose

some Pf{)f{)llﬂd Ph ﬂOSOP]‘l iﬂﬂl qucs tions. For f:xamplc:

Mathematical (e.g., 2+2=4; 242 # 5) and logical (e.g., A =
A, A # B) concepts and operations are (as far as we know)
time- and contcxt-indcpcndcnt; ic., mathematical and logical
concepts and operations apply, and have applied as far as is

k_ﬂDWl"l, ll[liVCfSﬁi[Y.

Mathematical ‘objects” are intuitively recognised as exact
(‘perfect’) representations of abstract categories that are not
replicated in the physical world. For example, a circle repre-
sents (exactly) circular objects, yet no physical (non-abstract)
object is exactly circular.

Mathematical ‘objects” have properties that are said to be
discovered not invented or constructed; ¢.g., the number pi

(m) is said to be an inherent not imputed property of a circle.

Mathematical thinking and reasoning is:

> judged by its correspondence to the external and independent

29
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structure implied by the statements above. For example, 2+2
=S is not accepted as a valid mathematical statement (any-
where, any time) because it does not correspond to (what is
taken to be) the actual, and not just hypothesised, structure
of mathematics.

> limited ie., Godel (1931/1964) demonstrated that, at least
for more sophisticated mathematics, no self-evident axiomatic
basis could account, or be proven consistent, for mathematics

45 a Wi\D[E.

These features of mathematical relations and thinking (cognition)

suggest that:

- mathematics deals with invariant concepts and operations;

- mathematical representation applies to ideal (abstract) as well
as physical (concrete) objects;
mathematical objects and relations have ‘real’ properties that
exist a-priori, and hence are indf:pcndf:nt of human thought

and invention;

. mathematical reasoning is subservient to, and limited by,

criteria not invented by mathematicians.

In other words, mathematical concepts, constructs, relations and opera-
tions appear to exist indcpendent of human tiiought and invention.
The view that mathematics is indepcndf:nt has been, and is here, termed
mathematical realism. As an cxpi:mamry system, mathematical realism
has a number of distinct advantages over mathematical constructivism
i.c., the view that mathematics is a human invention or construction.

These advantages include:

Application: Realism can explain the (apparently) universal
applicability of mathematics; i.c., from a realist perspective math-
ematical theorems and ideas work because the world actually is
mathematical not just because of an accidental collision between
mathematical constructs invented in the human mind and their

applicability in the world.

Foundation: Realism can explain why mathematics should provide

a firm foundation for analyses in the physical sciences despite the
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apparent ‘unreasonableness’ (Wigner, 1960) of this foundation.
As indicated by Wigner in his seminal work, The Unreasonable
Effectiveness of Mathematics (1960, 14), ‘the appropriateness of the
language of mathematics for the formulation of the laws of physics

is a wonderful gift which we neither understand nor deserve’

Limiration: Realism can explain why identifiable mathematical
truths not derived from axiomatic constructions should exist. In
other words, the incompleteness of any axiomatic construction of
mathematical truth can be cxplaincd by a realist account indic:u:'mg
that such truth exists beyond human ability to fully conceptualise
this reality.

Motivation: Realism explains why mathematics has provided, and
continues to pmvidc', a powcrﬁﬂ intrinsic incentive for research and
exploration; i.c., the notion that the universe (including mathematic
representations of the universe) has actual mathematical properties
capable of ‘discovery’ provides an incentive for investigation that

lies outside the person of the mathematics researcher.

Mathematical realism has been explicitly defended by a number of
outstanding mathematicians, including Georg Cantor, Kurt Gédel
(1931), G.H. Hardy (1967) and Roger Penrose (1989). However,
mathematical realism does pose some awkward questions. Not least
amongst these questions are: “Where do mathematical realities come
from?) and ‘How can abstract mathematical entities (such as numbers
and figures) provide a real basis for mathematics?’ (see Hersh, 1997).

These questions are addressed below.

The origin of mathematical realities

The (apparr:nt) a-priori nature of mathematical concepts and objects
requires the existence of something actual but not-human in which
they exist. Morcover, this something actual’ must be universal (because
mathematical truths are invariant), non-material (unless ideal/abstract
mathematical objects are said to arise from physical processes), and
superior to the human mind (because human mathematical thought

is subservient to, not dominant over, the structure of mathematics).
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A universal, non-material, and superior ‘something actual’ would
correspond to God. Somewhat more specifically, Augustine argued
that the something actual’ is the eternal and infinite mind of God
in which all necessary truths exist. This argument was, and has been,
widely accepted in Christianity. Extending the argument, the consist-
ent and systematic mathematical nature of the physical world can be
taken as evidence from which it may be inferred that the universe has
been c[csigncd by a mind that controls matter and is prior to matter.
Somewhat more specifically, the existence of a mathematical structure
to the universe suggests (or, at least can suggest) its creation by a rational

Creator, who freely chose to actualise the universe in mathematical form.

Realism and abstract objects

From a realist perspective, abstract mathematical objccts (such as numbers
and geometric figures) can and do provide a real (as opposed to sym-
bolic) basis for mathematics. Three main interpretations of abstract
objects, and of numbers in particular, exist. Nominalism asserts that
numbers are dependent on physical reality. Conceptualism asserts that
numbers are dependent on psychological reality (the human mind).
Realism asserts that numbers exist indcpcndcnt of both physir.:al and
psychological reality. The realist view of mathematics is evident in the
writings of Pythagoras and Plato, and was also embraced by Augustine
who stated that the ‘im:ﬂrruptible truth of number’ is self-evident.

Philosophically, one of the most significant picces of evidence for
the abstract rf:ality of mathematics is the perception of mathematical
truth and beauty. It is common amongst mathematicians to refer to
the ‘beauty’ of mathematics and ‘elegance’ of particular mathematical
solutions to various problems. For example, Bertrand Russell (who was
in fact an atheist) wrote that ‘mathematics, right[y viewed, possesses
not only truth, but supreme beauty ...’ (Russell, 2004, 47). Similarly,
commenting on Euler’s identity (¢™ + 1 = 0), White says that the idea
that * ... two irrational numbers should combine with an imaginary
one to yicid ... a result so basic to mathematics argues that there is a
profound elegance or beauty built into the system ... * (White, 2008
cf. Howell, 2006; Nahin, 2006).
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Despite the limitations of human knowledge and perceptual
capacities, when the beauty of mathematics (or of anything else for that
matter) is acknowledged, it is clear that something intangible yet nev-
ertheless real is bc:ing identified. Moreover, the fact that the presence
of beauty in mathematics is agreed upon by more than one individual
argues against bcauty being simply an idiosyncratic perception and
for beauty being an authentic reality beyond the physicality and the
psychoiogy of individuals. lmportant[y, if bcauty is a ‘real’ qua!ity of
mathematics then this qua[ity implics that mathematics itself is real;
i.c., there appears no obvious reason to doubt the mathematical reﬂ]ity

to which mathematical beauty points.

Mathematical realism and theism

Mathematical realism has led phiiosophcrs and mathematicians to
consider links between mathematics and the spiritua] or the divine.
For example, the Pythagoreans (followers of Pythagoras) believed that
‘number is all’ and that the ‘harmony of the spheres’ (movement of the
planets) was determined by numbers. However, since the Enlightenment
the epistcmolﬂgical divide between the rciigious! spiriru:tl and the sci-
entific/mathematical has become entrenched. However, even in the
context of the still current divide, mathematical patterns and relation-
ships evident in the natural world typically lead investigators to reach
bcyc:‘nd the material level of rcaiiry for dcscriptivc, if not for anaiytic,
reasons (Carter, 2005). For example, scientists such as Albert Einstein,
Stephen Hawking and Richard Dawkins (despite their disbelicfin any,
or any personal, omnipotent being) have described the physical world
using rciiginus/ mctaphysical languagf:, have pcrsoniﬁcd the laws of
physics and/or mathematics as ‘God, and have asserted the importance
of ‘truth’ over and above the simple acknowledgement of “fact.

For the Christian student or teacher, however, the more specific
question is: How can the Christian belief in a personal God be reconciled
with mathematical realism? One possible answer comes in the context
of considering God as Triune. If God is three Persons united in one
personal being, then both number (three azd one) and the transcend-
ence of number (three iz one) is inherent in the being of God. Number

is part of who God is, yet God is simultancously beyond numbering.
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Moreover, if the Trinity exists of necessity, then number must exist of
necessity because the Trinity directly implies number. Similarly, the
beauty of mathematics can also be understood as a derivative of the
bf:auty of God as demonstrated in the Triniry. Thus, mathematical
realism both in terms of the numerical and the aesthetic can be seen
to be predicated on the existence and nature of God.

A somewhat different, but related, perspective is provided by Alvin
Plantinga (1980a) who argues that, since God is necessarily omnis-
cient, necessary propositions (e.g., 7+5=12) are necessarily always
known to God, who thus athrms their existence. Thus, because God
holds mathematics in his mathematical mind, the universe inevitably
and inherently displays mathematical properties. This line of thought
grouﬂds mathematics in the mind as distinct from the person of God.

One final perspective focusses on biblical accounts of God as initi-
ating and being centrally involved in mathematical action (or at least in
actions that may be metaphorically described in mathematical terms).
These actions include numbering stars (Ps.147:4), and measuring the
waters in the hollow of his hand (Is.40:12). Thus, God’s action, through
which he reveals himself, is in some sense (even if only in a metaphorical
sense) mathematical. This action may be considered to be prototypical
and/or inspirational for human mathematical action and reasoning.

Whether based on God's person, mind or action, cach of the perspec-
tives above acknowlcdgcs God as the ‘real’ foundation and inspiration
of mathematics. In addition, each perspective implies that God did
not create mathematics per se but rather number is pre-existent in the
person, mind and initiating action of God. Further, theistically, math-
ematics is true not just because it is intcmaﬂy consistent, or because it

com:sponds with the physical world, but because it originates in and

from God who is Truth.

Naturalism and theism

In terms of the distinction between naturalism and theism as explana-
tory frameworks, table 1 indicates how a naturalistic-relativist view
differs from a supcmatumlist/ absolutist view with respect to kcy ele-

ments and features of mathematics.
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Table 1

Features and elements
of mathematics

Naturalistic
explanation

Theistic explanation

Subject matter of
mathematics: quantity,
structure (order and
patterns), space, change.

The universe does not
have mathemarical
properties, or has
accidental mathematical
propertics as a

result or random
physical processes.

God has created

a universe with
properties that either
are mathematical, or at
least can be understood
in mathematical terms.

Wide applicability
and effectiveness

of mathemarics:
Marthemarical truth
is applicable and
useful in distinct
arcas of application.

The wide applicability
and effectiveness of
mathemartics is evidence
of the ingenuity of

the human mind in
understanding diverse
physically-generated

phenomena.

The wide applicability of
mathematics is evidence
of a single creative mind
bringing an underlying
mathematical
consistency to differing
areas of creation.

Abstraction and
generality: Abstraction
is generalisation of
particularities, involving
identification of the
essence of a class of

Abstraction and
generalisation are
possible because of

the naturally arising
sophistication of human
cognitive processes.

Abstraction and
generalisation are
possible because God
enables the recognition
of the essence of
particularities that

objects, together with are existent in the
systematic organization mind of God.

around that essence.

Parsimony (search for Simplicity and Simplicity and

a single exposition) complexity are possible: | complexiry are possible
and complexity (search | the human mind is because the universe is
for dense exposition): able to build coherent purposcfully designed,
The mathemarician and coordinated and so is coherent

desires the simplest
possible exposition for
the greatest number
of facts or examples.

explanarions of
random or accidentally
ordered phenomena.

and coordinared in
whole and in part.

Axiomatic arrangement
and logical derivation:
Marhemarical
knowledge may be
organised axiomarically.
Mathemartical proofs
may be derived logically.

The axiomatic
arrangement and
logical derivation of
mathemarics is made
possible by survival-
related cognitive
capacities developed in

the context of evolution.

The axiomatic
arrangement and
logical derivation of
mathematics is made
possible by created
yet freely-deployed
cognirive capaciries
of the human mind.
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Features and elements
of mathematics

Naturalistic
explanation

Theistic explanation

Words and numbers/
shapes/ functions: The
language of mathematics
is built upon the

The ability to express
mathematical truth in
language is the result of

human linguistic and

The ability to express
mathematical truth
in language is the

result of one Creator

correspondence mathematical cognitive | creating physical and
between two sets functions developing cognitive conditions
(linguistic and in parallel in the with respect to which
mathematical) of context of evolution. commensurate symbolic
symbolic representation. representations

are possible.

The table above is not meant to be definitive, but in gcncral terms
indicates that it is possible to explain plausibly the origin of various
specific features and elements of mathematics by making inferences
to specific qualities of God and GodSs action. These inferences do not
‘prove’ God or prove that God created the conditions for mathemat-
ics. (Similarly, naturalistic inferences do not prove ‘no God’ or no
mathematical intent on the part of God.) However, these inferences
do show that it is possib[f: to prcwidf: a nuanced cxpianatory alterna-

tive to naturalism.

Knowing mathematics

The acquisition and applicati{}n of mathematical knowlf:dge involves both
the recognition of abstract entities and the acquisition and application

of the laws of deductive logic. These processes include the ;lbility to:

W

idcntify and delimit the size and shapf: of spatial oijjccts,

. distinguish distance between oi)jccts} and thus discriminate

between individual {:bjf:cts and groups of {)bjccts,

- recognise change, and the causes of change, in and between

objf:cts over time, and

L] I'CPICSEI‘lt Elil Df- ti'lﬁ' 3])0\-"6 SYITIbD[iCE].HY.

These processes form the basis of logic, algebra, geometry, calculus
and other foundational ficlds of mathematics. From a Christian per-
spective, the capacity of human beings to recognise the mathematical
structure of the physical world, represent this structure symbolicnﬂy,

and then manipulate mathematical symbols as a means of testing and
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verifying physical hypotheses (as well as testing the veracity of the sym-
bolic representation itself) are all the result of the action of a Creator
who creates an orderly and interpretable world. Importantly, human
creation in the image of God impiics that thinkjng humans have the
ability to discern mathematical patterns in creation. Further, in making
the world mathematical, and gifting mathematical thinking to humans,
God is making at least his mathematical, but also by extension his logical,
characteristics known to his creatures thus c[isp]aying his g[ory. Hence,
the apostle Paul can say (referring to more than mathematics alonc):
‘For since the creation of the world God’s invisible qualitics, his eternal
power and divine nature, have been clearly seen, beingunderstood from
what has been made.’ (Romans 1:20)

For the reasons outlined above, mathematical truth can authenti-
caﬂy be said to be discovered, and inferences from mathematics to the
person, mind and action of God are not unreasonable. In contrast to
this discovery-based and inferential approach, secular mathematicians
have (at least most recently) attempted to demonstrate that the foun-
dation for mathematics lies not in God, but in ‘self-evident axioms,
thus moving the search for a foundation for mathematics from (divine)
ontology to (human) epistemology (Byl, 2004). However, if even our
mental processes are created by God, then even if ‘self-evident axioms’
could provide a basis for mathematics (a proposition which is currently
disputcd), the derivation of these axioms can be attributed to God’s
reasoning capacities gifted to humans, not to autonomous, self-gen-
erated human reasoning. Thus, from a Christian theistic perspective,
mathematical reasoning provides as much evidence of God’s mental

p[’GCESSCS as it dOCS ﬁ)l’ our owin.

Mathematics as theology

Theology may be defined as the study of God. Theology as we have
come to know it is the study of God in the Bible (what might be called
theology proper), and/or the study of various topics in light of God as
revealed in the Bible (the theology ofa given topic). To the extent that
mathematics reveals God, and so God’s existence and attributes are
understood from mathematics, mathematics may be seen as a branch

of natural theology ( perhaps supplemented and/or tested by reference
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to understandings of God revealed in the Bible). Mathematics as the-
ology, then, may be seen as a study of the divine that in some way
draws on mathematics. In such circumstances, mathematics may take
a proper place as ‘one of the loci of theology’ (Plantinga 1980b, 144).
Thus, the Christian teacher may both study (and teach) mathemat-
ics from a theistic perspective, and/or study (and teach) God from a

mathematical perspective.

Conclusion

Humans percceive real things beyond the physical world. Some of these
realities (so it has been argued) are abstracted mathematical truth and
beauty—and the objects and processes associated with that truth and
beauty. Mathematical realism is, however, difhcult to uphold without
theism. God provides both a necessary and sufhcient ontological founda-
tion for all reality including mathematical reality. Indeed, mathematical
realists throughout history have at least intimated theism, and have
typically conceptualised mathematical truth as existing beyond the
physical. From a specifically Christian perspective, the Trinity suggests
that mathematical truth exists of necessity in the being of God, thus
providing an ontological foundation for the nature of mathematics,
and perceptions of mathematical beauty. The mind of God and action

of God also provide ontological foundations for mathematics.
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EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

26 Learning science well

Mitch O’ Toole

If students are taught only current understanding, it is hard to
avoid the consequence that they will learn that there is only
one answer, now known and uncontentious.

NSW Education Standards Authority (NSWESA)

am going to begin this chapter on learning science well with some
personal reflections, move on to a taste of the history of science
and delve into current curricula and the implications they have for
the teaching and learning of science. The length of this chapter makes it
necessarily introductory in scope but I have provided a range of refer-
ences which interested readers can follow up if they wish. References
are provided because they represent a position that [ do not have space
to explore in detail, not because I necessarily agree with their authors.
I began university in 1972, intending to major in Biology and
Education. I encountered my first Geology course in 1973 and in 1974
I studied both Vertebrate Palacontology (Geology) and Anatomy and
Physiology of the Chordates (Biology).  eventually completed a Science
Education program, majoring in Geology. The program included two
courses in the History and Philosophy of Science (HPS) and I went on
to further such work in my Masters and subsequent teaching.
These apparently trivial personal details matter because the second
edition of Structure of Scientific Revolutions (Kuhn, 1970) was pub-
lished the year I began undergraduate study; Criticism and the Growth



310

j BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN CHRISTIAN SCHOOLS

of Knowledge (Lakatos & Musgrave, 1972) appeared to debate his con-
clusions that same year, What is this thing called ‘Science’? (Chalmers,
1999) first appeared during my undergraduate years; and the geophysical
data from the 19th run of the survey ship Eltanin across the Antarctic
Ridge was distributed five years before my study of Geology began.
Wood (1985) argues that international acceptance of Plate Tectonics
can be traced as following the distribution path of Elzanin 19, which
explicitly confirmed the seafloor pattern of parallel bands of oppositely
magnetised rock to both sides of a mid-ocean ridge. This ‘planking’
had been noticed by Mason and Raft in 1958, an explanation was
hypothesised by Vine and Matthews in 1963 and deep sea drilling in
1968 had established progressively greater ‘plank’ ages with movement
away from the mid-ocean ridge. The theory of continental drift had
been published by Alfred Wegener in German in 1915, translated into
English under the oversight of Lawrence Bragg in 1922 and kept alive
by Arthur Holmes in successive editions of his successful Principles of
Physical Geolagy from 1937. Continental Drift finally had a mecha-
nism in 1968 and the ‘new’ model of Plate Tectonics began in carnest.

Or did it? We used Principles of Physical Geology in that first intro-
ductory Geology course but my lecturers were conservative. They were
still cautioning us against ‘drifting continents’ in 1973. It was in Holmes
and there had been a flurry of academic publication but my lecturers
still felt that the continents seemed too stable to be sliding around the
surface of the globe. The five years since Eltanin 19 were apparently
not enough time for them to come around. However, by the time I
finished my undergraduate program in 1976, they had come to terms
with continental plates being shoved around the surface of a round
Earth by long belts of mid-ocean ridges.

There had not been a change of such magnitude within science
since Mendel/Morgan and the emergence of chromosomal genetics in
the 1920s. My HPS classes were discussing the arguments that I was
overhearing and sometimes joining in the Geology building. The con-
servatism of my undergraduate lecturers meant that I lived through a
paradigm shift at the same time as the conceptual tools for understand-
ing it were being debated. Then I started listening to palacontologists
and biologists talking about the same fossils. The Biology lecturers used

the fossils as evidence to support theories they sought to teach us but
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the Geology lecturers urged focus on the rocks and told us to let the
theories look after themselves until we were more certain about what
we were looking at. It was sometimes difhicult to decide whether two
accidcntaﬂy consecutive lectures dealt with the same fossil but, surpris-
ingly, they often did.

I began to teach secondary science classes in 1978 with a growing
sense of wonder at the fluid nature of what I shared with my classes in
a range of school systems. Science is not the place to look if you want
an answer that will still apply a hundred years from now. My personal
history sensitised me to that brute fact but such perception is hardij,r

idiosyncratic.

Understanding changing science

Concerns with the history, nature, app[ications, implications and
excitement of science surface in the Australian curriculum: Science as
the ‘Science as a Human Endeavour’ strand. Both national and state
documents make reference to the ‘developmental nature of scientific
knowledge and processes, their ‘provisional character’ (NSW Board
ofStudies (BofS), 2003, p. 10) and the ‘dynamic nature’ of scientific
knowledge (ACARA, 2015, p. 3):

Through science, humans seck to improve their understanding
and explanations of the natural world. Science involves the
construction of explanations based on evidence and science
knowledge can be changed as new evidence becomes available.
Science influences society b}? posing, and 1'r:sp0nding to, social
and ethical questions, and scientific research is itself influenced

by the needs and priorities of society. (ACARA, 2015, p. 5)

Modern curriculum documents take what might be labelled a
‘socio-intellectual interactionist’ approach to the ways that ideas in
science change. Such a view suggests that scientific development should
be understood as a result of the interaction of social causes and intel-
lectual reasons (Feyerabend, 1975) in response to problems that need
solving (Laudan, 1977). This implies that the rational component of
paradigm shift and the social pressures within which it occurs can both
be fruitfully explored. With all due respect to Kuhn, scientific models

do not appear to be undifferentiated paradigms, to be swallowed or
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spat out whole. They seem to have a hard core, acceptance of which is
necessary for communal membership. Around this there is a protec-
tive belt, which provides the problems that make up scientists’ usual
work (Lakatos, 1971). Therc are always awkward facts that don’t fit
(@nomalies) but nobody is much interested, so long as the protective
belt is wide f:nough to kfep evcrybody workjng pmductively. When
the belt no longer provides enough problems, scientists begin to pay
more attention to the anomalies and some start to question the hard

core of the model. Interactionist science looks like this:

The continents seem solid: permanent and fixed (observa-
tion ) scpamtf:d by oceans that are of similar age, if not older
ﬁmp!imtz’an, if not yet predim'a?z ). However, the grmmd shakes
sometimes, some of the land looks like it was once underwater
and other places do go under periodically (@nomaly). So, rock
scientists (emerging community) develop a fixed model of the
planet’s surface with most movement being vertical (accepred

model).

However, some parts of the surface look like they were once
joined, even though wide seas now separate them. Weather and
water people, outside the rock mainstream, start finding more
and more connections across the seas (anomalies) and suggest
that the basic movement might be horizontal, rather than verti-
cal (alternative model). This will solve a lot of problems that
the vertical model can’t begin to explain but the rock blokes
won't have a bar of it. The ourtsiders can’t explain what pushes
the continents around (no mechanism: stalemate, sometimes
called risis’).

The two major world powers start to use the deep oceans to
move around weapons of mass destruction by submarine, so
they need good maps (social need). So, lots of money becomes
available (finance) for ocean research (multiplying anomalies
and then a suggested mechanism).

This allows the outsiders to show that the oceans are young, not
old ﬁqﬁfning hard core), and that newly described mountain
ranges down the middle of the oceans are pushing the continents
around (data for persuasive explanation). Horizontal replaces
vertical as the fundamental direction of crustal movement (zew

model). (adapted from O’ Toole, 2012, p. 99)
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This is an extremely brief account of the acceptance of plate tecton-
ics embedded in the personal details at the beginning of the chapter.
Similar accounts could be generated for the collapse of Phlogiston and
the rise of modern Chcmistr}f; for the coﬁ:tpsc: of Newtonian physics
that Einstein precipitated; or for the more recent changes in modern
genetics.

This socio-intellectual interactionist model, and all of the docu-
ments that seem to draw on somctﬁinglikc it, recognise the rclativeiy
rapidly changing ideas that c[istinguish science from other ways of
knowing and encourage teachers to try to explain them to children:
‘If students are taught only current understanding, it is hard to avoid
the consequence that they will learn that there is only one answer, now
known and uncontentious.’ (BofS, 2009, p. 143).

It seems clear that scientific models are transient. The variations
in the way that the atomic model or acid-base reactions are described
across the years of secondary schooling provide relatively uncontro-
versial cxamplcs of recognition of this fact in contemporary practice.
Recent curricula developments encourage science teachers to make the
ch:mgc:s in treatment r:xplicit and share historical narrative to remove

the appearance of arbitrariness from them.

So, how does a Christian think about science?

The first and most obvious point is that science and faith do not have a
particularly happy history. There have been controversies about cosmol-
ogy, mainly although not entirely revolving around Galileo (Butterficld,
1957; Carroll, 1999; deSantillana, 1958; Finiocchario, 1999); con-
troversics about the place of beliefs and values (Cantor, 1991; Poole,
1995); controversies about the age of the Earth (Gillispie, 1959); and,
of course, controversies about biological evolution (Blackmore & Page,
1989; Hitching, 1982). Classroom engagement in these disputes is
inevitable for any science teacher who takes a theistic view seriously.
My personal history and commitments made classroom engage-
ment with these issues inevitable. However, I have found myself drawn
beyond my own classroom by wider controversies, beginning with the

1996/7 Roberts/Plimer controversy over Noah’s Ark (Dayton, 1997).

A geology professor, lan Plimer, mortgaged his house to finance a legal
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challenge to Allen Roberts™ attempts to raise funds to work further
on what he claimed was remains of the Ark emerging from a Turkish
mountainside (Plimer, 2000). The school at which I worked at the time
was one of those over which Plimer had earlier expressed profound
concern (Plimer, 1994) and we were contacted by a reporter from a
metropolitan daily for a comment. This prompted the development of
school-approved documentation and a number of subsequent publica-
tions to which I refer readers who may wish a more detailed treatment
of the perennially vexed issue of evolution (O Toole, 2005, 2006, 2011).
This chapter will take a broader view.

Science is intrinsically and unashamedly reductionist. Galilco ignored
the more fruitful work of his contemporary Kepler and his enduring
contribution to science lies not in his flawed Copernican cosmology
but in his reduction of motion to its essentials and his use of the ver-
nacular for communicating the results of the work he did under house
arrest following his recantation in 1633. His reduction of movement
to its essentials (mass, distance and time) was a brilliant methodologi-
cal step. Nothing beyond these three quantities mattered and changes
could be measured and predictions calculated. Such reduction made
modern science possible. Reality is simply too complex to take in one

bite

agrecing to nibble at it in shared and consistent ways has been
spectacularly effective in changing our world.

However, this reduction to essentials does not mean that the things

Galileo neglected did not matter or were not real—they were merely
outside the questions that he was asking at the time. All scientific models
are less than reality. Such methodological reductionism produces the
focus that characterises modern science but documents such as those
of our local curriculum authorities urge that the actual cxperimcntai
work be considered in the context of the things excluded.

This could be illustrated by the fact that the Minnesota Starvation
Experiment is acceptable science (Guetzkow & Bowman, 1946; Keys,
Broznck, Henschel, Michelson, & Longstreet, 1950) while systematic
denial of sustenance to involuntary Nazi concentration camp inmates
were not. The Minnesota volunteers knew what they had agreed to do
and they chose to participate (informed consent) in the hope that the

l'CSllitS mlght bﬂﬂﬂﬁt SUrvivors ﬁ'DlTl lfl'lf: 1'101'1'01’5 Oi:iltl'ﬁl"ﬂpl'f:d gCﬂOCidC

(social benefit perceived as greater than personal cost). Methodological
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similarity does not make the two processes equivalent. Such concerns
underlie the current voluntary moratorium on germ-line research (and
consequent work on somatic stem cells) and the movement of scien-
tists from Physics to Biology following the Los Alamos work on the
atomic bomb. Enrico Fermi’s supposed quip (something like ‘Say what
you will, the thing is superb Physics’) represents a reductionist view of
science that rings false in the case of the Italian physicist but truc as an
expression of the kind of misplaced arrogance repudiated by contem-
porary Australian curricula.

There is some dispute about whether this reduction to material-
ism is merely methodological or an essential feature of science and this
dispute leads us into the various ways in which the interaction between
science and faith can be conceptualised. Some people believe that science
defines rationality and things beyond science are either false or purely
personal, or in many cases, both. This arrogant reductionist position
takes materialism beyond a pragmatic method to the only path to reli-
able knowledge. We might call this ‘Science only, no God’ (Dawkins,
2006, can read like this and he can sound like that in person). Some
people believe that science is characterised by pragmatic materialism but
that other ways of knowing may take other approaches. We might call
this ‘Science, lots of other stuff, maybe God’ (Gould, 1997, but science
usually prevails). Some people believe that materialism is a trap from
which the unwary might not escape with their faith intact. We might call
this ‘God only, true science in support’ (Goheen, 2004). Some people
believe that this latter view should lead science to abandon pragmatic
materialism and build a ‘theistic science’ (Moreland, 1994). Adults
with variations of each of these positions will be found in pubs, clubs,
colleges, churches and staffrooms. Children with more or less cohesive
versions of combinations of them are found in our classrooms (Fysh &
Lucas, 1998). We have a responsibility to deal respectfully with such
variations in belief about the nature of what we teach.

However, it is well to remember that these conflicts can heat up
remarkably quickly, particularly when they involve discussion of evolu-
tion. Changing an established position can damage personal relationships
(Couzin, 2008). Attempting to distinguish productively between posi-
tions can strain professional relationships (Ayala, 2005). Expressing

concerns not yet firmed into doubts can limit professional options
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(Ruse, 2015). Even advocating tolerance can have professional conse-
quences (General Nursing and Midwifery (GNM), 2008; Reiss, 2008).

It may be that the way forward has already been suggested to us by
Australian curriculum documents. Life in general, and school in par-
ticular, is composed of many different types of activity and each has
its own srrf:ngths and its own limitations. The skills dcvclﬁped in one
may be useful in others but transitions must be made with care. If we
do not take sufhicient account of the complexity of our lives we make
what philosophers call a ‘category error’: “That smells pretty purple but
I think that it might taste a bit too tangcntial.’ Scientific reductionism
has had amazingly powerful consequences but science itself cannot
judge whether those consequences are positive. Science is neither con-

ccptuaﬂy nor p]’ﬂCtiCﬂ HY autonomous:

This strand highlights the development of science as a unique
way of knowing and doing, and the role of science in contempo-
rary decision making and problem solving. It acknowledges that
in making decisions abour science practices and applications,
ethical and social implications must be taken into account.
This strand also recognises that science advances through the
contributions of many different people from different cultures
and that there are many rewarding science based carcer paths.

(ACARA, 2015, p. 5)

So, how should we think about science? How should we teach
it, if that is our calling? How should we learn it, if that is what we are
asked to do?

We should recognise the power of the narrowing of focus that char-
acterises modern science. We might call it concentration or we might
call it commitment but it is necessary for any scientific work. It also
contains within it the seeds of its own decay. Such narrowing always
nf:giccts things that will Dnly become important later and its direction
is aiways open to chnﬂcngc from bcyond the laboratory. If the direction
1s social]y acccptablf: and the model is vigorous and fruitful, the work
will yield new knowledge and new applications. Eventually, even the
most fruitful model will uncover things that cannot be explained with
the tools it provides. Evcntua[[}r another model will f:xpiain all that has

:Llrc:ady been found, plus the new things, and suggest directions for new
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work. That is where this chapter began and what has come between
will hopefully have helped readers to see that transient science holds
little threat for firm faith.
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EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

27 Can one learn lessons
from history?

Edwin Judge

Not tha ... the truth was easy to discover: different eye-witnesses
give different accounts of the same events, speaking out of parti-
ality for one side or the other or else from imperfect memories.

Thucydides

he idea that history repeats itself dies hard. But we no longer

live in a fixed universe. The Stoics in the time of Christ believed

we would all come back again, doing exactly the same things,
down to the last detail. Then the grand cycle would begin once more
and so on, for ever. There was no point in trying to change anything.
Everything was predetermined. Tragedy arose from trying to do the
impossible. The foolish dream of hoping to do better only made one’s
doom the more pathetic. Sisyphus, in the underworld, could be seen
pushing his boulder up the hill, only to have it roll down again the
moment it reached the top, to be for ever repeated. He had to learn
the lesson of history the hard way. Nothing could change.

By the end of the Peloponnesian War (404 BC), Thucydides had
long been writing its history. He was at first an Athenian general, but
had lost. He needed to explain the fate of proud Athens (Pericles had
carlier thought her at the summit of civilisation, as indeed we still do).

So Thucydides’ history might help later generations not to make the
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same mistakes. (He had not yet realised the ultimate futility of the

Stoics.) On this he writes:

And it may well be that my history will scem less casy to read
because of the absence in it of a romantic element. It will be
enough for me, however, if these words of mine are judged
useful by those who want to understand clearly the events
which happened in the past and which, human nature being
what it is, will, ar some time or other and in much the same
ways, be repeated in the future. My work is not a piece of
writing designed to meet the taste of an immediate public,
but was done to last for ever.'

Thucydides has certainly not failed as an historian. His principles
of evidence, cxp[;tinc:d immf:diatc:ly before this passage, are :tcccpted as
the norm in our profession. He is the classic historian. Morcover, his

ff:ff:i'f:l’lﬂﬁ to hlll]"lﬂ.l'l nature tDLlChES t]lf: hﬁ:?l.l't Ofthf: matter.

Change in human history

Though the principles of scientific evidence are the same as those of
history, we do not now mostly speak of ‘natural’ history. The ‘human’
dimension of understanding confronts us with questions of purpose
and therefore of personal judgement that simply do not apply at all to
the universe as a whole. But in Athens during the age of Thucydides
the philosophers were debating the opposite axiom.

It was taken for gr:mtf:d that the universe itself was the one coher-
ent totality of all existence. It was constituted by reason (logos) itself,
the same power of rationality by which philosophical debate also was
to free people from poctic fiction and superstition. Hence the doctrine
of changelessness. What is perfect or complete cannot change, by defi-
nition. Change implies imperfection or error.

Modern science has, however, demonstrated the historicity of
change. It has been discovered not by pure reason, but by history—
that is, by inding out what actually happens. Prior to Thucydides and
the philosophcrs alike, the Homeric pocms attest the judgcmcnt of
the histor. He is the arbitrator. He must settle the dispute by finding

things out. The same Greek stem provides his method: ‘I saw’ (eidon),

and thus ‘T know’ (eida).
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The philosophers had a term for this: ‘empiricism’ (in Latin ‘experi-
ment’). The great medical philosopher of the second century AD, Galen,
rejected the empirical approach to disease. It lacked logical proof. “You
would think you had come into the school of Moses and of Christ; he
said, where God merely says things and does things.” The custodians
of Moses and of Christ, however, also partly tied themselves to logical
proot. We had to wait until the nineteenth century before biblical
empiricism gave us microbiology, revealing the cause of infection.
Earlier logic proved you had a fever simply because you were too hot.

Testing for truth is one of the great epistemological motifs of the
scriptural canon. The paradoxes of the ‘inner man; and therefore of
motivation and human relationships in general, have not been, and are
not likely now to be, revealed by the assimilation of humanity to the
natural order as defined by philosophical logic. This is why education
on its own often fails to cope with social problems. Thucydides was in
one sense right to look to human nature’ for the uses ot his history. We
do instinctively like to copy cach other. And of course circumstances
may scem similar. But his far-sighted empiricism was already in danger

of lcﬂving history to become incvitabﬁy repetitive.

Finding out for oneself

We learn some things by genetic inheritance, the instinct to walk, for
example, practically instantancous with many creatures. But others
we can only master by trial and error, such as how to ride a bicycle. In
spccch we learn by copying other pcop]c. Seeing and hcaring lie at the
basis of all human knowledge. We may leave to the philosophers any axi-
omatic or necessary truth, as imp[icd with logic, mathematics or music.
All our knowledge of the actual world as experienced and understood,
past as well as present, depends ultimately upon our own or (mostly)

someone clse’s having once found it out. Witness again Thucydides:

And with regard to my factual reporting of the events of the
war [ have made ita principlc not to write down the first story
that came my way, and not even to be guided by my own general
impressions; either I was present myself at the events which
I have described or clse I heard of them from eye-witnesses
whose reports 1 have checked with as much thoroughness
as possible. Not that even so the truth was casy to discover:
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different cye-witnesses give different accounts of the same

cvents, spcakjng out of pm'tiality for one side or the other or
3

clse from imperfect memories.

This noble principle remains the ‘Hippocratic oath’ of all students
of history. It may be blind of course to its own partiality. Thucydides
has alrcady spent the opening 21 sections of his book justil:ying the fact
that he began to write at the beginning of the war ‘in the belief that it
was going to be a great war and more worth writing about than any of
those which had taken place in the past’* Such large provisos apply to
any student at all times. We are only studying the other person because
they interest us. Like Thucydides, we need to identify the reason for
our interest.

The preface to Luke’s gospel (1:1-4) embraces the same principles
of learning as Thucydides. He has followed the evidence of those who
were eye-witnesses, appi}'ing to it the term that gives us ‘autopsy’. But,
like Thucydic[es, he brings to its interpretation the conviction that
events of the very greatest importance are being unfolded. At the end
of the gospel (24:45-49) Jesus himself explains their historic meaning.

In the nineteenth century, the most recent great age of history
writing, the rival powers of Europe each had their national histories
studied in comprchcnsive, multi-volume works. This is probabl}f why we
often focus our sense of history on changes in government or warfare.
Tfmcyd ides had orig'maﬂy providf:d the model for that. The twentieth-
century catastrophes, however, have made it all seem inadequate as
history. There must now be an explanatory vision that can embrace
the whole world, and more.

David Christian, from Macquarie University, has attracted interna-
tional attention and funding for ‘Big History. The human experience
is appmﬂchec[ in naturalistic terms as part of cosmic history itself. The
interpretative structure is that of ‘increasing complexity, an economic
or ecological perspective. No adequate explanation is attempted for
how it is that this has culminated so recently, and why from the West.
By starting with the people themselves (rather than our own grand per-
spectives) we may better be able to sort the matter out for every time.

Ancient tombstones often set up a spirited conversation between

the departed and the passer-by. In Syria scores of them salute the latter
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in Greek simply with ‘Don’t worry! Be happy!” Who might have been
worried, and what for? A whole philosophy of life is assumed surely. It is
the principle of the Epicureans: since the world is entirely random, with
t:vc:ryrhing happcning only by chance, you might as well sit back and
enjoy things while you can. Many of our contemporaries in Australia
live by this rule today: ‘No worries, ‘She’ll be right!” But we all know
there are often difficult decisions to be made.

One Latin tombstone announces, ‘A(ulus) Junius Faustus lies here,
poor little boy, two years old. To my impious mother may the gods below
and above return the favour for (what she did to?) me.”

Who is really saying this to us? In my class the cighteen-year-old
girls thought it must have been the father. But the middle-aged house-
wives said, the mother. What partiu]itif:s are involved here, both for
them and for us, in response to the boy’s message? Are the likelihoods
different then and now ? Can we ever know a pf:rson's real intentions,
even in our closest circles? Do we trust ourselves to admit our own
inner responses? Why are we offended when others impl}' thf:y doubt
our motives? Do we never suspect ourselves of hypocrisy?

[t makes no difference whether the other person is with us or not.
Present or past, we are drawn into a personal engagement with the
one we encounter. We remain somehow answerable to them. Over it
all hangs our instant reaction in any contact; we may like or dislike the
other, care or not care, even before we learn what they have to say to us.

The study of human history of course deals with what actually hap-
pened. We know when the boy died, and where. We know they used
Latin. But we cannot reduce the encounter to a statistical item or some
causative factor without dchumanising other pcoplc, rcducing them to
part of a biologica! process. Human history needs to be understood
from personal experience.

Learning history well ought not to begin with generalities. First
find the voice of another. Then work out from there, with explanatory
details. In this way a gcnc:m] awareness of human culture in other times
and places may be won. It is like learning another language. The formal
grammar may indeed be ciar‘iﬁying. But nothing matches the spokcn
voice for realistic human contact.

One should not start by superimposing such sccmingly essential

twenticth-century categories as race, class and gender. That would be
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a systematic throwback to the philosophical framework from which
biblical empiricism has delivered modern science. Take the example
of Paul in the Epistle to the Galatians 3:28:"So there is no difference
between Jews and Gentiles, between slaves and free men, between men
and women; you are all one in union with Christ Jesus.

Paul 1s rejecting the modern anaiytical troika a.ltogf:rhcr. How can
this be? He is only in this letter treating the race category, Jews and
Gentiles. Why bother here with the other two? Perhaps he is reacting
against the stereotyping of Aristotelian political science, alrcady 300
years behind him. By ‘union with Christ Jesus” he refers of course to his
own personal emancipation from socially predetermined frameworks.
He is learning with experimental enthusiasm.

In a remarkable analysis of a selection of Pauline letters Claire Smith
isolates 55 different words, within nine different semantic groupings,
by which the Pauline communities express the exuberant divcrsity of
experience in learning what their “union with Christ Jesus’ meant in
practice. Thcy are ‘if:arning communities, and ccrtainly not formalised
ones such as the term ‘scholastic’ might have implied.® This illustrates
how a sensitive student may work into the hist{)r},r of any culture from

direct contact with actual people encountered in the sources.

Who has the last word?

In daiiy life we can mistrust even the most intimate encounters: ‘I know
what you are thinking’; ‘T only meant the opposite of what you say’; ‘1
know you too well’; “You are just like your father!” The assumption of
concealed motives was itself projected into the rational scenario of life
by the pinpointing of hypocrisy in the gospels. Jesus echoes 1 Samuel
16:7:"'Man looks on the outward appearance, but the Lord looks on the
heart. The art of political joumaiism would lose much of its interest
without this. Even before anything happens, the commentators can tell
you the concealed motives that will have to lie behind it. But how must
we protect the integrity of those in history who cannot answer back?
Their honour remains at stake. We can tell this when each work
of history criticises its prcdcccssors for misjudgcmcnt of the matter.
Why should that concern us in a post-modern culture where the truth

is thought to lie only with the observer anyway? Yet my students are
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angry with me for dishonouring Julius Caesar. How can he matter,
2,000 years later?

After the decisive battle of Pharsalus (following the crossing of the
Rubicon in 49 BC) Gaius Julius Caesar is reported by Asinius Pollio,
the historian, who was present, to have said, ‘It was their choice. I, Gaius
Caesar, after all my accomplishments, would have been found guilty if
I had not sought the help of my army.”

This tendentious claim has become the classic vindication of
revolutionaries across the ages, and is akin to much justiﬁcation of
aggressive war. Yet Caesar has been celebrated ever since antiquity as
the very exemplar of generous and decisive statesmanship. It has even
been declared, ‘Caesar was a genius and a well-ordered state should be
able to f:mpioy its great men fruil:[‘hi[},r.’3

It was the lcading historian of the nineteenth century, Theodor
Mommsen, himself a liberal and even a radical politician, who pro-
nounced Caesar a genius. His multi-volume History of Rome was
awarded the first Nobel Prize for Literature. It culminated with Caesar,
only half-way through the millennium of Roman history, as though
nothing more could mcaningﬁlﬁy be said.

The term ‘genius’ was a Latin one. It meant something like one’s
inner spirit, one’s particular identity, or in Pauline terms one’s spiritual
gift (for the good of others). Every family (gens in Latin) had its own
genius. [t isa trap in our understand ing of the Romans that we inherit
their words, but (as always with any words) the usage shifts with chang-
ing circumstances.

It would have been monstrous in Roman terms to suggest that
Caesar's genius justiﬁcd his ovcrriding the laws and conventions of
power by armed force, and at the cost of a massive loss of life, as though
no one clse counted against his personal glory. Indeed, that is why on
the Ides of March, 44 BC, his own trusted collaborators assassinated
him on the floor of the senate-house in Rome.

In modern terms one might use the word ‘gcnius’ fora poljticia.n
who found the way forward out of entrenched conflicts of interest both
at home and intcmationaﬂy by private negotiation behind the scenes,
without himself or anyone else feeling compelled to resort to force.
That is what we mean by st:ttf:smanship. So if we do not judgc: Caesar

to be a genius or a statesman, what are we to make of him?
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Caesar himself has left a detailed account of his military career. It
has commanded the serious attention of other historians then as now for
its cool objectivity (written in the third person) and intelligent grasp of
the discipline of warfare. Caesar was admired by his men, and by many
of his peers in politics, such as Cicero, who supported his opponents
but thought he nevertheless had a reasonable complaint against them.
Cicero also admired him as a writer and thinker. So what went wrong?

The odds in the civil war that Caesar risked by crossing the Rubicon
were in the long term on the side of his rivals. In the previous generation
Sulla had demonstrated that the rich resources of the more civilised East
were ample for the reconquest of Rome itself. Caesar was a gambler.
His Epicurcan associates perhaps allowed him to risk much in a uni-
verse ruled by random chance. He perhaps assumed that his opponents
would quickly capitulate. But again and again they trapped him in the
consequences of the risks he took. Yet in the end his bravado gave him
the victory at Pharsalus over their superior forces.

Morally Caesar sought justification in the claim that his conquest
of Gaul across the ten-year provincial command there had earned him
the right to escape prosecution for any constitutional breaches of his
preceding consulship (59 BC). Conviction would dishonour his glory.
It was not a matter of life or death. The penalty would have been in
cffect exile, as had happened earlier with Cicero. But that could be
reversed by political control, which in practice might come down to
funding. Caesar critics alleged that he only crossed the Rubicon now
that his reserves had already been squandered on indulging the per-
sonal loyalty of his troops.

By calling on his army for ‘help’ (auxilium), Cacsar appealed to the
age-old civil rights of a Roman citizen. Roman law did not provide for
the exclusive prosecution of crime by the state, as with us. The victim
was expected to seck the patronage of a powertul friend who could
finance the prosecution. At the street level also there was no readily
available police force to protect you. Instead you must appeal to your
neighbours or friendly by-standers for ‘help’ by main force (just as for
us, likely to risk your own prosecution if neighbours are too drastic).
But at Rome this was the high principle of ‘vindication’ (literally justice

by the assertion of force).
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Caesar’s statement at Pharsalus amounts therefore to the claim
that his honour was vindicated by his troops, and that the huge loss of
life was therefore the fault of those who had sought to discredit him.
It implicitly admits his failure at the political level to show himself the
greatest man of the hour.

This conclusion is of course insufferable to our two thousand years
of Caesar admiration. So a loftier justification is invented. It was the
opponents who had failed by not honouring him, and thus the state itself
(that is the traditional form of it, the ‘republic’ as we say) had failed,
and must be replaced by a ‘democratic monarch’ as Mommsen claimed
Caesar was (echoing the ideals of the revolution of 1848 in which he
had himself been dismissed from his chair of law for treason).

Cacsar of course had no inkling of the possibilities for constitutional
reform which gripped the European states of the nineteenth century.
Neither he nor any other had a plan for Rome. Having seized control
by force, he retreated by stages through a temporary dictatorship into
the lifelong one which led directly to his assassination. Caesar did not
care: ‘| have lived long enough both for life and for glory’, he remarked.

Thus we should not say that Caesar founded the Roman ‘empire’
like his titular namesakes the Kaiser (‘Caesar’) of the German Empire
and the Tsar (‘Caesar’) of the Russian one. Traditionally that honour’
is reserved in our convention to Caesar’s adoptive son, Augustus. He
for his part did indeed face the evil rumour that he was trying to change
the way the Roman republic worked.

After 57 years under Caesar’s name and financial heritage, Augustus
was obliged to insist that from 27 BC he did indeed stand ahead of eve-
ryone in authority, though holding no more power than his colleagues
in each magistracy.9 This manifesto had also made clear that his financial
resources now outstripped those of all his peers combined, and that his
military command consolidated the whole Mediterranean world in a
single security system, for the first (and only) time in its history."’ The
Augustan republic was indeed now a great imperial power, much as the
imperial ‘republics’ that dominate the world of the twenty-first century.

Who then has the last word in history? Not oursclves, of course.
The scenario must indeed be meaningful from our own point of view.

But we must not i‘l.].[OW our version to S‘Wﬂl'ﬂp thf: Llﬂdf:i’stﬂ.!}dil}g Of{)ll_l.'
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informants whose voices are still available to us. How can we learn this
two-sided lesson from history?

Judge not lest you be judged yourself’, said Jesus, for the same
standard will be applied to you' (Matthew 7:1-2). It is the same standard
we expect in daily life as well. Our culture has built into it this biblical
dua[ity ofpcrspf:ctivc on what hztppf:ns. The other’s viewpoint must
be considered. We guarantee this in the forensic structure of legal dis-
putes, with advocates for opposite sides. In political life we recognise
the equal status of lawful opposition to government.

Learning human ]1ist0ry well clcpf:nds on not starting with a singic
predetermined structure of events. Instead we should focus our sight
first on the perspective of any particular participant to whom we have
access, our eyewitness. Then we may ask how somebody else at the time
might have secen that matter. From there we may reflect on our own
mldersmnding from our vantage-point. But the final verdict must be

left until the last day.
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EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

28 Geography:
Understanding
global complexity

Stephen Codrington

The study of geography is about more than just memorising
places on a map. It’s about understanding the complexity of our
world, appreciating the diversity of cultures that exists across
continents. And in the end, it’s about using all that knowledge
to help bridge divides and bring people together.

Former US President Barack Obama

he teaching of Geography varies greatly in different parts

of the world. As the quote above suggests, Geography in

US schools still tends to take a gazetteer approach in which
students memorise (or attempt to memorisr:) facts and features. The
approach taken in Germany and several other countries in Europe is to
disperse Geography into the teaching of other subjects. For example,
the regional geography of countries such as the United Kingdom, the
United States or Australia may be integrated into the modern lan-
guage classes (English, French, Italian, Spanish, Russian, and so on).
Consequently, geographical content is often taught by non-geographers,
with the result that geographical skills and concepts tend to be poorly
developed. Morcover, the distinctive potential of Geography to link the

biophysical and built environments through its content tends to be lost.
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In countries with educational approaches that stem from British
traditions, such as Australia, Canada, New Zealand, India, and of course
the UK itself, Geography is usually more explanatory in nature. This

tradition views Gcography asa subject that uniqucly—integratcs the

physical and human elements of the environment. From this distinctive
cpistc:mologica] foundation, Gcography attempts to idcntify, describe
and explain the processes that have formed today’s environments, and

which are currcntly Ecading to ch:mge.

The tradition of studying Geography Christianly

At its most basic level, Geography focuses on three fundamental questions:

Where is it?
Why is it there?

And so whar?

From a Christian perspective, it is the third question that is most sig-
nificant. Expressed a little more eloquently, this third question can be
re-articulated as: “What are the consequences of the spatial patterns
we can observe and explain?’

There is a rich tradition of Christian scholarship in Geography.
Although Jesus may not have spoken about spatial interrelationships or
analysed regional disparities, he had a great deal to say about relation-
ships and justice, both key elements in answering the third geographical
question above.

To establish a foundation for the discussion that follows, four
principles are advanced as hopefully being helptul to students and
Christian Geography teachers:

As Christians engagf:d in the study of our world, we should
engage with the scientific method, which means accepting that
our current positions are p{)stu[atcs that we seek to improve

and enhance.

If some aspects of scientific Lmdcrstanding are incorrect, then
Christians should be able to prove this just like any other

scholars.

To discover the secrets and patterns of our planet is to find
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truth. And for a Christian, to find truth is to find God (Psalm
19:1-2). Science and religion can work together harmoniously
towards this purpose, provided both are prepared to accept

their limitations and their different purviews and purposes.

. As a science, Geography uses inductive reasoning, inferrin

graphy 8 8
general laws from particular instances. Unlike the deductive
logic used in Mathematics, inductive reasoning can never

8 g

providf: ccrtainty, but any high {[CgI'CCS of probability based
on larger and larger volumes of evidence. Consequently, our
postulates and understandings must always be open to review

based upon new data and evidence.

In recent years, there has been a growth in specialised, often ide-
ologically-driven sub-branches within Geography, especially at the
university level and in academic publications. We can refer to these
new sub-branches of Geography as neologies (the plural of ‘neology’
or ‘new area of study’). Depending upon one’s perspective, neolo-
gies might include radical geography, humanistic geography, critical
geography, feminist geography, neo-Marxist geography, neo-liberal
geography, non-ethnocentric geography, anti-hegemonic geography,
anti-technocentric geography, or one of many other variations.

Is Christian Geography just another neology? For the Christian,
Christianity is relevant to every aspect of life and the environment.
There are facets that would warrant inclusion in a Christian Geography
teaching program because they are primarily ‘Geography’ rather than
because they are primarily ‘Christian’ Thus, mapping, acrial photograph
analysis and even the bifurcation ratios of streams still find their place as
essential constituent parts of a Christian Geography program because

thf:y arc means to lth' grf:atcr Cﬂd ofundcrstanding GOd’S WOI’[C].

The importance of Geography in a Christian education

For teachers and schools that are concerned to encourage the forma-
tion of a Christian worldview among the students, there are two main

arcas in which Geography has an important role to play:

First, as stewards of creation, humans have a duty to under-

stand the environment—its processes, its fragility and its
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interdependencies. There is a clear biblical command that
humans serve as stewards of creation (Genesis 1:26-30,
Genesis 2:15), and therefore all Christians have a duty to
preserve, protect and restore the environment. Implementing
this command demands a thorough knowledge and apprecia-
tion of the concept of sustainability, and this is achieved most
effectively through the unique linking of the physical and

human environments thﬂ.'[ gCngﬁth Pl’OVidCS.

Second, Geography provides a framework for understanding
the needs, circumstances and challenges of people in other
places. This is necessary for Christians to fulfil Christ’s Great
Commandment, which is to love others (John 13:34-35)
and take the Christian message across the whole world (Mark
16:15; Matthew 28:19). Geography is also a powerful tool
for providing the understandings and appreciation needed to
fulfil Christ’s teachings on social justice (e.g. I John 3:17-18;
Matthew 25:35-36).

What is a Christian perspective?

Before discussing this question, it is necessary to clarify what is not a
Christian perspective. Although some may disagree, a Christian perspec-
tive in Geography does not imply censoring contradictory evidence to
promote relatively obscure hypotheses such as young earth creationism.
Such an approach would place Christian-oriented Geography alongside
neo-Marxist Geography, anti-technocentric Geography, and so on, as
just another neology. Such an approach, which simply secks to justify
a predetermined position, would be contrary to the development of
the attitude of enquiry that has been the basis of Geography since
the beginnings of the subject. To extend the well-known reflection of
William Butler Yeats, education lights fires; indoctrination fills buckets.

A Christian perspective in Geography will promote a set of ideas
and ideals rather than attempting to justify the practices of those who
identify themselves nominally as Christians.

To be a Christian is to attempt to take on the nature of Christ—to
become Christ-like (Philippians 2:5-11). A Christian perspective in
Geography is one that takes a Christ-like viewpoint as its starting point.
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For example, a Christ-like view of the physical environment would be
as a once-perfect, harmonious creation of God that has been modi-
fied through the intentions and actions, virtuous and evil, of people.

In a Christian worldview, pcepic are valued not for their material
possessions and wealth, but for their qualities of faith through actions,
humility and mercy towards others (Matthew 5:1-12). In other words,
values are a most important component of a Christian perspective in
Geography teaching, perhaps even to the extent that content is merely
a means to this greater end.

In Christianity, the greatest valuc (or spiritual gift) is love (I
Corinthians 13:1-7). Love is esteemed as a means of valuing others
(both students in a classroom and the other people being studied in
Geography) and as a means of teaching. Thus, a Christian perspective
in Gcogr:tphy is as much concerned with mzethod as with content. These

two aspects will now be examined.

Christian content in Geography

Authentic Christian education calls students to become ethical schizo-
phreﬂ ics if th::y are to survive in contemporary socicty. The pmblcm arises,
of course, from the base nature and direction of contemporary society
(or worldliness) rather than with the purer ideals of the Christian faith.
Consequently, the answer is not to abandon the Christian perspective
but to embrace it fu]ly and use it in order to ch:mgf: the imperfcct society.

Once one accepts Christianity as an integral part of everyday life,
and the cha]lcngcs of faith through actions seem to demand that this
should be so (James 2:14-26), then it becomes impossible to divorce
a Christian perspective from any of the subjcct matter studied in
Geography. Most topics commonly found in Geography syllabi lend
themselves casi]y to a Christian perspective, whether thﬁ}’ fall mahﬂy
into the realm of physical geography (e.g. weather and climate, land-
forms, soils, vegetation, ecosystems), human geography (e.g. food and
health, urban environments, disparities in wealth and development,
gl{)balisatinn, resource distribution and consumption, pGpuJation and
demographic change) or span the two (e.g. regional analysis, extreme
environments, climate change, water use and conflicts, environmental

quality and sustainability, and resource consumption).
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The Christian believes that all things in the world are gifts from
God, which have been given to human beings so that through them
they may know the nature of God more easily and return that love more
readily. Christian geographers should have a sensc of great wonder, awe
and joy at the world that God created. To share this with students is a
necessary consequence of loving them in the Christian sense. Indeed, if
the Christian teacher has really experienced God'’s love and understood

God’s creation, he or she cannot hclp but want to share this with others.

Christian methods in Geography teaching

In Ephesians 6, Paul instructs parents to train and educate their children.
With the increased spccia[isation of contemporary society, Christian
parents rely on a supportive school system and the church to assist them
in this rcspﬁnsibihty. The methods used to teach Gcography from a
Christian perspective should aim to pmducc a Christ-like individual
by the conclusion of the program. This ideal Christ-like student:

will have a Christ-like Pcrccption of and attitude towards the
surrounding world. In other words, as outlined carlier, he or
she will be loving, charitable, sensitive, faithful, humble and

conciliatory—a man or woman for others;

will be viewed as awhole person. A person is not just a collection
of parts (eyes, nose, ears, body, soul, etc), but an inseparable
entity which must be educated as a whole (1 Corinthians
12:14-20). Thus, spiritual matters must not be divorced from

the everyday matters they influence;

will be seen to have tremendous potential to respond to God
and to do good for others by the well-intentioned and unselfish
usc of God-given talents and abilities (James 2:14-26). Every
individual has different talents (both in type and quantity),

but all abilities have been given by God to serve him (Matthew
25:14-30, I Corinthians 12:4-11);

will come to understand the world, its environments, its chal-

icngcs and its pcoplc through the lens of authentic Christian
wisdom (1 Corinthians 4:18-25); and

will be valued as a creation of God in his own image, and
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therefore worthy of affirmation and love (Genesis 1:27, Genesis

5:1-2, Matthew 22:34-40).

Naturally, we should not expect students to be perfect in thought

or deed whether thcy ic[cntify themselves as bcing Christian or not.

Students are subject to original sin to at least the same extent as their

Christian teachers! The Christian teacher should recognise his or her

spiritual weaknesses (Matthew 5:3, 5-8) and be prepared to share

these with students who are searching for the same insights into truth.

The principlcs outlined above seem to ilnpiy that several tcachhlg

methods are helpful in achieving the intended outcomes:

Learning should make students more keenly aware of God’s

works.

God’s absolute standards of right and wrong should be built
into the program as a learning process (perhaps through
discussion, role-play, structured debates or moral dilemmas).
Needless to say, it should be impossible to condone, explicitly
or implicitly, evils such as racism, human exploitation, sexism,

discrimination, and so on, within this context.

Teaching should be simultancously student-related and

God-centred.

Tcach'mg should foster co-operation rather than competition

in order to allow students to experience &:ﬂowship and shar'mg.

Students should be trained to enjoy and appreciate aesthetic

experiences as ways of providing insights to God’s creation.

Topics should be shown to have social relevance in order to
encourage students to exercise their commitment by develop-
ing rcsponsib[f: and unselfish patterns of action, serving other

people by using and developing their talents.

Students’ motivation should be directed towards pleasing God
rather than pleasing themselves, because it is this orientation
that will determine what the students ultimately become
(Proverbs 22:6). Students will then be equipped to change
the world rather than simply be changed by it.
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Much of the time, of course, the communication of Christian
ideals in Geography will be unplanned, arising naturally in the atmos-
phere of discussion which should be found in the classroom practising
a Christian perspective in Geography. I recall an example from a lesson
I was teaching on cultural change in Papua New Guinea to a Year 10
class. At the end of the lesson, part of which was spent discussing the
traditional belief in tribal societies that all natural phenomena could be
explained in terms of appeasing the spirits, one student asked me, Tsn't
the same true with Christianity? If you pray to do well in an exam and
you don't, doesn’t that mean you didn’t pray hard enough?’

The student’s question made me realise that I had underestimated
the full potential of our class discussion, and so we spent the next lesson
contrasting the role of Christian prayer to tribal spiritual appeasement.
We concluded that the Christian God is certainly not a god of gaps
like tribal spirits, which are often used simply to explain away those
phenomena that tribal science does not understand.

In many ways, it is the methodology of the Christian approach to
Geography, rather than its content, which gives it distinctiveness. The
content framework of a Geography program with a Christian perspec-
tive should be broadly similar to that of any secular Geography program
(though with different emphases of coursc), but the teaching method-
ology will be markedly different. Furthermore, these differences will
not be superficial, but they will permeate into every fibre of the course.

Thus, a Christian-focussed Geography teaching program will be a
search for truth about the environment created by God, the impact of
people upon this environment, and the quality of relationships between
the people within it. The methods used will reflect Christ’s values of
love and service to others, and this methodology should explicitly aim
to produce students with mature, wise, defendable Christ-like percep-

tions and value orientations.

An example of a Christian approach: the teaching of spatial justice

A central element in any Christian appr{mch to tcaching is the com-
munication of values. One kcy value to which Christianity addresses

itself is justice, and this will be discussed here as an exemplar.
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The very nature of the educative process means that teachers are,
of necessity, concerned with values. Teachers who profess faith in
Christ rightly see one of their most important tasks as being to lead
their students to a loving and intimate rf:lationship with Christ in the
first instance, and then to love one’s neighbours as an inseparable con-
sequence of that rf:iationship.

Thus, through the biblical view of love for our neighbour (Luke
10:25-37; Matthew 25:31-46), we can conclude that love and justice
arc inscpamblc, one not bc:'mg able to exist without the other. Christian
teachers therefore have a rvf:spfcmsibiiitj,r to integrate the tca-::hing of
justice within all subject areas, including Geography, because of the
subject’s unique capacity to address such issues.

One effective means to enhance Christian perspectives in tf:achjng
is to include a review of biblical passages where relevant and appropri-
ate to the student demogmphic of the class. To givc one illustrative
example—the use of biblical passages in lessons on geographical devel-

opment—questions such as the foliowing might be useful:

Table 1

Exodus 3:7-8 What is God’s attitude to suffering and injustice?

Does this agree with your last

Deuteronomy 26:5-8 : :
t conclusion? Explain.

Exodus 6:5_7 Whar does God dn.about
slavery and oppression?
Amos 6:4-8 How does God view the unjust rich?
eaiah 10:1-4 Who are the oppressors in the passage,
and who are the oppressors today?
. How are Christians expected to act with their
Jeremiah 7:5 wealth and affluence towards the poor?
Luke 4:18-19 and What was Jesus” mission on
2 Corinthians 8:9 earth towards the poor?

How should Christians act towards
Macthew 25:31-46 the less privileged, and whart are the
consequences if they do not?

Proverbs 14:31 If the poor are oppressed, who is insulted?

Is it wrong to oppress the poor and

James 2:1-7 treat them badly? Explain why.
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Is this passage saying that it is good
Luke 6:20-25 to be poor and bad to be rich? If
so, why, and if not, why not?

How does this describe the developed and

lsaiah 3:13-15 the developing nations in the world today?

How should we treat those in developing
nations? What should be our motive?

Luke 14:12-14

Luke 6:33-36 Read this to see if your last answer was correct.

Can inacrion ever be considered

Isaiah 1:16-17 injustice ? Explain.

Isaiah 58:6-8 Is selfishness injustice ? Explain.
e Jesus says we are to love our neighbour.
Loke 102537 Who is our neighbour?
Who are the rich people, and who are
I John 3:17-15 and their brothers? What are some ways
James 2:14-17 Western Christians should act towards
the poor in developing nations?
Deuteronomy From the above, does God love the
10:17-19 poor more than the rich? Explain.
Psalm 140:12-13 Which of the rich will live in God’s presence?

What is the message here for us,

2 Corinthians 8:13-15 in industrialised economies?

W hart is the furure for Christians

Luke 6:20-21 : : :
in developing nations?

If we give more assistance to those in developing

Luke 12:22_31 nations, will we go short? Explain.

If chis is so, why don’t we do more to

2 Corinthians 9:3—11 help those in developing nations?

To what extent is this significant in
Matthew 6:24 answering the previous question? Express

this verse in your own words.

Summing up, what should we do

Romans 12:2 abour underdevelopment?

Invariably, when people are asked to recall their favourite teach-
ers from their school days, t:hcy are described in terms of ‘lovingl “fair’
or ‘cared about me), while disliked teachers are remembered in words
describing the opposite characteristics. In other words, the lasting

impression that many students have of their teachers relates to teachers’

339



340

j BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN CHRISTIAN SCHOOLS

sensc of justice. This highlights the ‘hidden curriculum’ whereby teach-
ers not only teach the subject at hand with their words, but they teach
values through their conscious and unconscious attitudes and actions.
Teachers cannot teach justice f:ﬂ‘f:ctivciy if thr:y do not exhibit justice
themselves, for it is their attitudes and actions that will continue to
resonate with the student after the content is long forgotten.

This places high expectations upon the teacher. The teacher who
wishes to communicate justice, and who wants this tcaching to be effec-
tive, must prepare lessons adequately, show concern for others, keep
up-to»datf:, and practice justice and fairness in all disciplinary matters.

In role modelling justice to students, it is important that Christian
teachers spend time in the prayer that is necessary to maintain and
strf:ngthcn their own rclationships with God. It is far too casy for the
busy Christian teacher to be dcvoting so much time dﬂing things ﬁ'r
God that there is no time left to be with God. This is despite the fact
that time with God (prayer) provides the very source, foundation

and strength for the Christian service that takes so much time in the

first place—and provides the grounding for the teacher’s own values

perspectives.

Conclusion

Unfortunately, many school environments exist in ‘Christian’ countries
such as Australia where f:vcrything prcscntcd in this chaptcr will be
irrelevant. This may be because the school authorities have adopted the
American ethos of complctc separation of rcligion and state, a situation
that has even led to the banning of prayer in US schools. Alternatively,
teachers may have values other than Christianiry that thcy would prf:fcr
to present. The reality is that teachers communicate values to students

whc:thcr tl’lﬁy dCSil’E to CID so or not. Even I;l':fiﬂg to convey a ‘ﬂﬁlltﬂl.[’

values position will make its own values statement—namely the inde-
fensible proposition that a values vacuum can actually exist, or the
weaker, naive position that something can be described, analysed or
understood without any reference to a values framework.

Christ commanded his followers to ‘Love one another. As I have
loved you, so you must love one another. If you have love for one another,

then everyone will know that you are my disciples’ (John 13:34-35).
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Christian teachers cannot love their students in the biblical sense without
doing their utmost to strengthen students’ faith through experience. If
Christian teachers have experienced the joy of a Christian perspective
and personal relationship with Christ, how can they not seck every
opportunity to share this joy?

Christians are encouraged to help one another rather than judge
one another (see Matthew 7:1-5). Consequently, faith developed
through the teaching of a Christian perspective in Geography can be
self-evaluated through the actions it generates (James 2:14, 26). Thus, a
Christian approach to Geography will be action-oriented, with actions
during and subsequent to teaching becoming the proof or otherwise
of the success of learning. At the conclusion of the Good Samaritan
parable, Jesus said, ‘In your opinion, which of these three acted like a
neighbour towards the man attacked by the robbers?” The teacher of

the law answered “The one who was kind to him.” Jesus replied, “You

go, then, and do likewise.’ (Luke 10:36-37).
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29 'The languages classroom

Joanne Fenton, Melissa Gould-Drakeley and
Andrew Kokic

Students who become strangers in a foreign land are called 1o be
a blessing to the locals by speaking in their tongue ... Similarly,
students also are called to become good hosts to the foreigner
or alien in their own land ... Both callings ... make up the very
hearr of foreign language educarion.

David Smith & Barbara Carvill

am Jo, one of the three writers of this article. I have a confession

to make ... the confession of an unloving neighbour. Several years

ago, a new family moved into my apartment block. It didn’t take
long for the smell of retek (clove) cigarcttes and the muted strains of
Bahasa Indonesia to reveal my neighbours” Indonesian identity. As an
lndoncsia11~ianguage teacher, Indonesians’ hospitality was well-known
to me. [ was instantly aware that a culturally appropriate way to wel-
come my new neighbours would be to pay them a visit. Furthermore,
developing a relationship with them would also be a wonderful means
of improving my Indonesian conversational skills.

However, I was simu[tancously struck with an irrational sense
of panic as fear of my pcrccivcd l:l.ngtmgc inadcquacics took over. As
someone who will never be mistaken for a native sps:akcr, I worried
that my neighbours would find my faltering efforts ridiculous, particu-
larly when they discovered I taught their language. Even worse, what

if my language and cultural faux pas caused offence and a barrier that
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could not be easily repaired? T have to live next door to these people;
I rationalised. So for nearly a year, on the infrequent occasions that
we bumped into each other in the stairwell, I greeted my neighbours
politely in English, remaining secretive about my Indonesian skills.

Without warning, a removal van arrived one morning. My neighbours
were moving! To my surprise I felt a sense of loss, like an opportunity
had been missed. In my parting words to the husband I finally divulged
my secret skills. His response caught me completely off guard as he
explained that his family was returning to Indonesia due to his wife’s
terrible loneliness. She had found it difficult to make friends since she
spoke little English, instead spending hours upon hours with only her
small child for company.

The impact of the husband’s revelation had an immediate and pro-
found impact upon me. My heart was cut to the quick and I was deeply
ashamed as I realised the tragedy of my failure to love my neighbours.
In that single moment the severe mercy of God shattered my long-held
view of language learning. Rather than the mere acquisition of skills,
fluency and pragmatics, the true end of language learning is about
people and relationships. I was being called to obey the two greatest
commandments of Jesus in my teaching: loving God and loving my
neighbour (Matthew 22:37-39, Luke 10:27). From this point on, the
focus of my students’ learning would need to make the needs of others

its highf:st priority.

The philosophical Babel

Why had my approach to language learning been in such a state of con-
fusion for so long? How had it taken me decades, as both a l:mguagc
learner and teacher, to become aware of the foundational truth that
the goal of language-learning needs to be loving others? In our shared
experience there are several contributing factors.

The most common problem is that there is a complete discon-
nect between our faith and syllabus knowledge, programs and lesson
outlines. Many Christian l;mguagf: teachers simpiy don't engage with
the intersection of languages and the greater gospel meta-narrative.
For many years we ourselves taught without ever considering how our

practice needs to be shaped and informed by the Bible. We considered
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how the display of our Christian character could model Christ to our
students, but our thinking ran no deeper than this. Essentially, despite
being Christians, we operated out of the same paradigm as non-Chris-
tian language teachers.

In such a void, what invariably occurred was adoption of the pre-
vailing self-referenced view ofianguagcs tcaching. Simﬂarly, we suspect
that many of our Christian colleagues have merely followed syllabi and
languagc textbooks without considcring their various inherent ﬂgcndas,
which CDIHmOﬂi‘}’ give little attention to rclationships.

Even when we bcgan to gmppif: with what it might look like to
teach languages ‘Christianly’ we didn’t know how best to proceed.
We began our journey with a ‘Bible concordance’ approach, ‘baptis-
ingj topic areas and lessons with somewhat relevant Bible verses. This
approach has great potential to do more harm than good through loss
of connection with context, greater purpose and pcdagﬁgica] narrative.
It is superficial at best and, at worst, contrived and doctrinaire. Since
such an approach is compif:tcly ad-hoc and disconnected, it fails to
promote an environment where students can make meaningful con-
nections between course content and the application of their faith in
real-world contexts. Consequently, from a Christian perspective, despite
its sincere and well-intentioned approach, the outcome is unfruitful

and unsatisfying for both teachers and students.

Nailing the framework

Evcntuﬂl!y we realised that this appmach was the c:quivalcnt of trying
to renovate a structurally unsound house. In essence we had been
choosing the prettiest wallpaper we could find to cover the dry rot
that beset the building.

Rca]ising that relationships are the heart of imlguagc !carning was
a catalyst to change. We needed to go back to the beginning to develop
an overarching framework strong enough to underpin our program and
reshape our ideas, content, teaching practice and the enduring under-
standings we cm'isagcd for our students. It is vital that teachers invest
time at the macro level establishing a clear framework so that students

will be able to make connections at the micro level.
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At Macarthur Anglican School we chose Jesus’ two greatest com-
mands in Mark 12:29-31 to ‘love the Lord your God with all your
heart and with all your soul and with all your mind and with all your
strength’ and to ‘love your neighbour as yourself” as the bedrock for our
programs. These verses remind us that love is an action which finds its
full expression in relationships, firstly with God and then our neighbour,
with the latter an outworking of the former. These texts have brought
a level of cohesion to our Kindergarten to Year 12 teaching program
that previously did not exist.

Taking a Christian view of relationships as the foundation of our
teaching speaks to the intellectual, social, emotional, moral and spiritual
aspects of our students’ lives. In a youth culture where relationships are
central, such a framework has the ability to engage our students’ hearts
and minds. It promotes deeper engagement with their personal world

than is the case in a pun:ly content or skills driven :tpproach.

Sharpening the design

In recent years, there have been a number of influences that have sig-
nificantly sharpened and inspired our thinking. Smith and Carvill’s
work, The Gift of the Stranger (2000), has been highly influential and,
in our opinion, needs to be mandatory reading for all Christian lan-
guage teachers and members of the school executive. At the heart of
Smith and Carvill's approach is the view that the Christian language-
learner has a two-fold calling: to be a blessing as a ‘stranger’ and to be

a biCSSiﬂg to thC ‘Stl'ﬂilgt:l' ’:

Students who become strangers in a foreign land are called
to be a blessing to the locals by speaking in their tongue, by
listenin gto their stories and sha ring their own, by asking gnod
questions, by comparing and contrasting, by In:arning from
them. ... Similarly, students also are called to become good
hosts to the foreigner or alien in their own land, to receive the
stranger graciously, and to practice a kind of hospitality which
is a blessing to both the guest and the host. Both callings, we
propose, make up the very heart of foreign language education.'

The other particularly helpful stimulus to our thinking process has
been the Intercultural Language Learning (IcLL) pedagogy, which is



CHAPTER 29 The languages classroom |

embedded in the Australian curriculum. Although not a Christian meth-
odology it has a number of elements that have influenced our teaching.
According to Liddicoat et. al., the key principles of this approach are
engagement, interaction and reflection. It includes both intracultural
(self) and intercultural understanding. Most importantly, this meth-
odol{:-gy t:mphasiscs the fact that languagf: and culture are intrinsically
linked.* In other words, if we are to use language authentically, we must
understand the culture of the people whose language we speak. IcLL
accentuates the signiﬂcant role that culture p]ays in shaping our beliefs
as well as our presuppositions about life and rclaticnships. While still
falling far short of the biblical view of relationships, it is important
from a linguistic point of view to view language as a product of social
contexts, rather than as somcthing that can be studied with no refer-
ence to people and their culture.

One of the strengths of IcLL is that it is reflection-based which
benefits all of our students. Socrates famously said, “The unexamined
life is not worth living” and IcLL enables teachers to intentionally create
space for students to reflect on matters of significance. As students
learn to question, test their idcntity and examine their actions, there is
scope for vigorous discussion and multiple viewpoints to be heard. As
students consider the interplay between language, culture and identity,
they can reach new understandings through their reflection.

One of the biggest drawbacks of the IcLL view of culture that we
have encountered is that it does not take into account the fact there
is an ultimate biblical truth which can be known and which needs to
control every aspect of our lives. Furthermore, the premise of IcLL is
that all cultures are mcrc[y different, with no consideration given to
the impact of sin. All cultures, including our own, have elements that
can and should be critiqued in light of the gospel.

Teachers have a valuable role to play as students begin to question
the impact of culture in their lives. We have a unique opportunity
to teach students skills that will help them to discern the difference
between biblical truth and the cultural practices that influence their
lives so that thf:y can learn what it means to be ‘in the world’, but not
‘of the world” (Romans 12:1-2). We can encourage students to live in
a countercultural way, as aliens and strangers in the world while await-

ing Jesus’ return (1 Peter 2:11-12). We believe that one of the major
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contributions of languages teaching is that it can enable students to
bridge the tension of appreciating and participating in the cultures of
the world without conforming to their ungodly elements.

As we have examined our teaching and learning framework, another
element of IcLL that has been influential is the concept of the “third
place’ When interacting with people of another language and culture,
students will encounter points of discord and discomfort between their
own worldview and that of the alternative culture. According to Lo
Bianco et al the ‘third placc’ 1sa piacc of compromise, where different
points of view are rccogniscd and mediated: ‘An intercultural interac-
tion is neither a question of maintaining one’s own cultural frame nor
of assimilating to one’s interactant’s cultural frame. It is rather a ques-
tion of ﬁnding an intermcdiary p[acc: between these two pasitions—of
adopting a third piaccf?'

However, from a Christian perspective there are some matters
where compromise is not possible. Just as for a Muslim there is no
‘third placc” around issues concerning haram (forbidden) items such
as pork and alcohol, Christians too will find areas where we cannot
bend to appease cultural differences. Consequently, something that
we are introducing in our Language classrooms is the concept of a
‘fourth), transitional place. We know in our sinfulness that when we are
confronted with difficult intercultural issues we often reach hasty or
simplistic conclusions which are not ncccssarﬂy biblical. By introducing
a ‘fourth’ place we can teach students to suspend judgement and leave
space to further examine complex matters in light of biblical truth. In
this way, we can model the need for deep thought as we seck to love

God and our nc:ighbou: in truth.

Ways of building on the foundation

With our Christian foundation in place, we have been able to be far
more intentional about the qualities and understandings we want to
develop in our students. We have begun re-shaping each unit of work
from a Christian relational paradigm, sc[ccting concepts, skills and
content that enable our students to live lives of faith in action. It is

our aim to establish an Indonesian Kindergarten to Year 12 overview
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which explicitly shows the sequence of what it looks like to be a loving
neighbour.

Most of the examples below taken from our programs can be adapted
to any language. However, our programs also contain many examples
which have intentionally been drawn from elements specific to the
Indonesian language and culture because they will promote reflection
on what it means to love others. We suggest teachers be intentional in
scf:kjng the unique points of interest within their own [anguagf: that

will achieve this g{:-al.

First example: examining our identity

One of the first activities our Year 7 students complete is viewing a
video clip we created emphasising the many influences on identity,
inciuding t:thnicity, gcndcr, family and socio-economic status. The
clip concludes with a reflection on Colossians 2:6-7 and the idea that
a Christian’s whole identity is to be found in Christ. We believe that it
is important for our students to examine who they are before they can
dccply reflect on their interactions with others. Without this cxplicit
focus on understanding self, students may not fully understand their
reactions to other people and the multiple worldviews held in society.
This examination of identity culminates in Year 12 with the under-
standing that their words, actions and ethics need to align with their

pf:rsonai worldview.

Second example: meeting Indonesians

This might be stating the obvious, but it is impossible to effectively
teach our students about relationships in the languages classroom
without providing opportunities for students to interact with native
spcakcrs. This idea is clf:ariy articulated in Carvill and Smith’s work
(2000). When we (Melissa and Jo) learnt Indonesian at high school
we did not meet a single Indonesian, only secing Indonesian people,
language and culture through our Australian teachers’ eyes. How sad
it would be if our students’ experience mirrored our own! When we
look to the example of the Good Samaritan we see that he was inten-
tional, going out of his way and crossing the road to show love to his
neighbour (Luke 10:25-37). Despite the challenges and constraints

we may facein creating opportunities for our students to interact with
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native speakers, we, like the Good Samaritan, benefit considerably by
being proactive and intentional in our efforts.

The impact of such relationships can be profound and long-last-
ing. One of our most memorable teaching moments occurred when
our Year 12 students farewelled Irfa, a native speaker who had worked
alongsidc them for two years. Since she was held in such high esteem,
we encouraged our students to express their gratitude in a personal way
that communicated effort and love. Each student delivered their own
speech in Indonesian expressing how Irfa had helped them to learn. As
Irfa listened, she was overwhelmed to the point of tears. As she then
spoke to us about how welcomed she felt as a Muslim in our school, it

became an emotional and unforgettable memory for us all.

Third example: developing meaningful relationships

Through establishing and maintaining relationships with people from
Indonesia we have been able to teach our students to think about how
their conversation can show care and concern for others. It took us a
long time to realise that even conversation has trad ition&l[y been taught
in a self-referenced manner. No doubt all of us have felt the annoy-
ance of having a conversation with someone who merely talks about
themselves, never asking a question in return. Yet, in the vast majority
of Australian classrooms, this is how conversation is taught. Typically,
students learn how to answer questions with little thought given to true
interaction. It is critical we teach students to ask guestions and listen
actively to others so as not to promote a ‘selfie” culture of conversation.

To rectify this fault, we have designed a unit of work focusing on
conversational intcﬂigf:ncc:. Students learn phmscs cnabling them to
ask questions of their own, showing their interest in the other person
by commenting on what has been said. They also learn to maintain and
repair conversations in order to overcome the inevitable challenges that
arise. We want our students to see themselves as equal participantsin a

conversation [E].thﬁf than to pllt thEﬂlSClVCS at tl"lf: centre le it.

Fourth example: transacting abroad

In many textbooks, shoppingis dealt with i)y tcaching students expressions
and vocabulary for buying and selling. The focus is on the transaction

with the goaf bc'mg fulfilment of the consumer’s desire. Yet shopping,
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particularly in an Indonesian culture context, is a social practice and
involves people.

In Indonesia, one of the most common ways to shop is bargaining.
Gf:nf:rauy, pcaplc cither love the process of bargaining, th:iving on the
challenge of beating the seller down to the lowest possible price, or they
avoid it at all costs, happily paying a highcr price for the convenience
of shopping in the air-conditioned comfort of the malls. Within our
new framework, we have re-structured a unit of work on bargaining to
take into account the relational dimensions of the cx-::hangc, rather than
focusing saicly on the transaction. When bargaining, i)uycrs and sellers
establish relationships that are important to both parties. Students are
encouraged to take time to engage in small talk and share a joke with
sellers as a form ofsncizl.lising and a means Gfshﬁwing respect. This will,
however, make the transaction more time-consuming and therefore
less convenient. We want our students to consider the pcrsona[ cost

entailed in being relational.

Fifth example: global interconnectedness

The starting point in a Year 10 environmental-themed unit is the idea
that Christians are stewards of God’s creation.

The content has been shaped by the relational frame to highlight
the importance of environmental interrelationships with our neighbour
through the study of orangutan endangerment. One of the biggest
contributing factors to the near-extinction of the orangutan is palm-
oil plantations. This issue can be viewed as Indonesia’s problcm or
alternatively as a problem of Western consumerism, which drives the
economic rationalism behind the destruction of the natural habitat. We
want our students to see that their individual actions have an impact
on others. Ifthcy shift blame and do not take pcrsonal rcsponsibﬂity

for their choices, it will have a snowball effect on future generations,

including those of their children and grandchildren.

Conclusion

We do not want in any way to suggest that a relational framework we
have outlined is the ‘correct’ or even the only appmach that Christian
language teachers can use. Smith and Carvill’s hospitality model dem-

onstrates an alternative and richer frame. Our approa-::h 1s simplc:,
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practical and lends itself easily to reshaping ideas and practice. We
share it and our experiences merely in the hope that they will encour-
age other languages teachers to take seriously God's call to hold out
the word of life to our students and train them in wisdom. We lmpc
that teachers will see that it is not impossible or too hard to take small
steps in faith, trusting in God’s equipping for the task and his power
to achieve his purposes.

How can we assess the impact of the changes we have made in our
program? It is important to recognise that we have not radicaﬂy modi-
fied our language content. Instead, we have changed the focus of our
activities to reshape our students’ values and attitudes. While values
and attitudes cannot be assessed formally, they are still part of the cur-
riculum and are often reported on.

Morcover, in the Australian Languages curriculum both the
Communication and Undcrstanding strands allow for intercultural
reflection. Activities such as classroom discussion and reflective writing
can draw out these attributes, and teachers can hf:lp make biblical qualia
ties explicit through assessment as learning tasks. Ultimately, the value
of the changes can be seen in the character and attitudes of the learners
leaving our classrooms.

We have had the joy of secing some of our students make mean-
ingful and significant connections between our subject content and
their personal rclationship with God, in a way that would not have
occurred prior to restructuring our model. We would like one of our

students to have the final say:

For me, the [reflective journal] task was very challenging,
as | have been brought up in a very Australian family where
religion hasn't played a large role in my upbringing. Learning
abour Islamic socicty and culture and comparing it to my own
challenged all of my beliefs. It forced me to ask questions and
really test myself. Through learning Indonesian, I was actually
able to strengthen my Christian beliefs. [It] also helped me
to develop as a person and to understand who I am, what I

belicve, and why.
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Reflection questions

What sort of paradigm do you currently operate out of ?

Is this framework clearly visible to students?

What are the natural intersections between faith and your
language?

What examples of love in action are in your programs? Where
is there opportunity for development?

What might a scope and sequence of Christian relational

understandings look like based on your programs?

Who can you network with? What other resources can you

access to refine your thinking?
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EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

30 Visual arts as an
expression of humanity

Ann Gribble

Who but God would then be imaginative, generous, and selfless
enough to make a whole race of beings in his own image, grant-
ing them creativity, the gift of imagining and making things,
allowing them to use the very stuft of His own handiwork....2

Harold Best

here is a vast range of creative endeavour. I am going to confine
myself to looking at the visual arts as an area that enables hu-
mankind to demonstrate, document and critique its humanity.
First, some comments about God and creativity. As a part of being
made in God’s image, we share in God’s creative work. Just as his spirit
hovered over the decp, inspiring and dirf:-::ting creation in Genesis 1:2,
God’s spirit also inspircd the craftsman/teacher Bezalel' with ‘skill,
:tbi]iry and knowled ge in all kinds of crafts to make artistic designs
and to engage in all kinds of craftsmanship’? As part of being human,
we become ‘sub-creators™ with God. Like God (in his image) we are
also moved to create. Best says: ‘Crcativity is first of all a word about
being human ... imago dei was graciously bequested to each of us’?
To some the arts, particularly the visual arts, are dangerous. The fourth
commandment— You shall not make for yourself a carved image'—
was the basis of the cighl:h-ccntury Byzantine iconoclastic controversy

and the destruction of religious artwork in the Reformation. Like any
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work of humankind, the arts can be and are misused, but ‘If we believe
that all of life is to be brought under the lordship of Christ, we must
learn to develop a Christian discernment in our use of contemporary
media, for one way or another it will influence us.”

Arts teachers have the opportunity to engage students in pro-
grams that reflect an undcrstanding of how knowing, bcing and c[oing,
individually and in community, can result in imaginative and creative
processes and invention which are transformative for both artist and
audience. The collaborative aspects of the performance arts of Dance,
Music, Drama and Film have a particularly unique power to illustrate
the notion of learning in community.

Some of the ways that visual arts can do this are as an expression of
belief, as a reflection of the world around ws, as social comment and/
or as a communication. This list is by no means definitive or mutually
exclusive. All of the examples used below have been used in the class-

room within the context of specific programs.

Art as an expression of belief

The oldest artworks we have found express belief. These come from
prehistoric times, perhaps as carly as 30,000 BC. They were probably
a result of ceremony and ritual that was undertaken to bring about
that which it was representing; for example, the return of animals to
a particuiar placc or the continued fcrti[ity of women—both things
necessary to the survival of the individual and the group.® The carli-
est civilisations all demonstrate wide varieties off:xtrcmcly competent
arts. Almost all Ancient Egyptian art was hieratic, and supported the
belief in the pharaoh as god-king and the belief in the afterlife. Artists
and craftsman displayed excellence in sculpture (both freestanding and
relief), architecture, painting, jewellery making, goldsmithing, spin-
ning and weaving, and illustration.”

Christian themes dominated Western art from the time of
Constantine to the Renaissance. During the Middle Ages, art (mainly
in the form of church architecture and sculpture) was essentially
didactic. O'rclinarj,r peoplc were illiterate and the Mass was conducted

in Latin.® The church building itself with its soaring columns, stained

glass windows and sculptural decoration, where harmony and light
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become ‘mystic revelations of the Spirit of God, illustrated the teach-
ings of scripture in much the same way as illuminated manuscripts.”
For example, the West Tympanum at the Cathedral St Lazare, Autun
(1130-1135), shows the last judgement. On Christ’s right, the saved
are taken up to heaven by angels, and on the left, the damned are tor-
mented by demons and devils. This image would have had considerable
impact on those entering the church, as they looked up to the image of
Christ sitting in judgf:mcnt.

In the tenth and eleventh centuries in China, landscapc painters
of the Sung Dynasty were dcpicting their undcrstanding of the uni-
verse as an ordered, balanced creation. This reflected the philosophy
of Daoism or ‘the Way. The viewer was invited to participate in the
experience byjoumeying rhmugh the landsc:tpc, fo[lowhg the path or
the stream, pf:rhaps ﬁnishing his journeyata small monastery nestled
in the mountains.

In Gate III, (1970), the New Zealand artist Colin MacCahon painted
the words ‘T AM” in letters that are over a metre high. His reference is
to the words of God in the burning bush to Moses. Moses asks God
what is his name, and God’s reply is ‘Tam who I am’!” McCahon was
reacting to the threat of nuclear war and destruction by secing these
words as a gateway, a way through to the promised land. The painting
reflects McCahon’s ongoing struggle with conceptualising the nature
of salvation. He uses black and white text and abstract expressionist
gestural brushstrokes to create a picture space that communicates his
troubled mind and asks the viewer to wrestle with spiritual concerns."’

All these works demonstrate a range of beliefs. The artworks show
how (for a varicty of reasons) humankind has been moved to express
belief in a visual way, from the systematic schemes of Egyptian society
to the individual struggles of Colin McCahon. In gaining both his-
torical and personal insight into the belicfs of others, we become more
human as we seek to understand the ‘other’. This calls for us to use our
moral imagination as we look and comprchcnd the artwork as its audi-
ence. Having understood another’s point of view, students can begin to
contcmp]atc, articulate and visualise their own beliefs, which thcy will,

in turn, present in a visual form for the inspection of their audience.
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Art as a reflection of the world around us

The carliest representations in Western art are found in Egypt, Sumer
and Mesopotamia. The painted frescoes on tomb walls in Egypt show
the life and work of the deceased and the people around that person.
The works are often made to be read along the walls and represent the
lifestyle of the wealthy, who could afford to have tombs that were lavishly
decorated. The very beautiful Geese of Maidum from about 2750 BC
demonstrates the artist’s observation and skill. The geese are gracefully
and naturalistically rendered although this is less important than the
decorative patterning, and show a real joy in the beauty of the birds."

In The very rich hours of the Duc du Berry (1412-1416), painted by
the Limbourg brothers in Flanders, we see the recording of the activi-
tics of the year, month by month. This beautifully illustrated book, a
wonderful example of an International Gothic illuminated manuscript,
incorporates prayer and martyr calendars with the astrological calendar.
The bright, jewel-like colours and activities of the seasons show a joy in
life and liv'mg; both peasants and courtiers show df:iight in the season’s
activities. Likewise, woodcuts of the Japanese printmakers Hiroshige
and Hokusai reflect the appeal of landscape, city life and activities of
Japan in the late cighteenth and carly nineteenth centuries.

British land artist Andy Goldsworthy works using only site-spe-
cific natural materials. He creates works which are often transitory
in nature: sand or rock sculptures that will wash away with the tide,
painstakingly sorted leaf designs that will blow away when they dry,
‘rain shadows™" that will disappear as soon as the rock dries out or gets
wetter. Goldsworthy photographically records his works. They are often
fragile, unbelievably beautiful, time-consuming and back-breakingly
difficult to make. Goldsworthy’s works communicate his closeness
to the earth and his interest in environmental issues: “Working with
nature means working on nature’s terms. I cannot stop the rain falling
or a stream running ... Movement, changg, light, growth, decay are the
lifeblood of nature, the energies that I try to tap through my work .

George Gittoes is Australia’s best-known war artist. He has docu-
mented conflict and suffering throughout the world from Somalia to
South America. He uses film, photography, drawing, painting and mixed
media. In his painting Kibeho (Rwanda) 1995, we are confronted with

3

5

-
/



358

j BETTER LEARNING: TRAJECTORIES FOR EDUCATORS IN CHRISTIAN SCHOOLS

the image of a soldier holding a child’s decapitated head and another

child with its hands cut off (a symbol of powerlessness). Here is an

interview George Gittoes (GG) had with George Negus (GN):

GG: Well, I think the art world in many ways is asleep. And a lot
of art ro me ... like, art itself has committed suicide in that it’s
just become this strange kind of ..

GN: Art for art’s sake?

GG: Yeah, art for art’s sake. And I can’t see how art is much differ-
ent to the great writers like Dickens and Tolstoy. Anyone who
loved humanity—that’s who I can relate to. It doesn’t matter
what medium they worked in. And I think that’s our job. It's
to understand what it is to be human. No, it’s not abour what
you can live with. Quite often it's what you can’t live with. It’s
what you remind people about that is hard to live with and
that’s what my work does, I think.

GN: You're putting it in our minds, as distinct from our living

rooms.

GG: EJc:Lcl:ly.j 2

The point is obvious. As humans we can look at ourselves and
our world and observe both the wonder and joy of life, and of God’s
creation and its hopelessly fallen nature. In the classroom, students see
how artworks are a mirror that mjght show us just one tiny aspect of
ourselves or our world and help them in their search for meaning. In
studying such works, students are enabled to look for topics they are

passionate about, and find ways to communicate this to an audience.

Art as social comment

Picasso’s painting Guernica, 1937 was prompted by the bombing of the
town of Guernica during the Spanish Civil war. In this work, Picasso
fused many images that he has used before, for example the horse, the
bull and the weeping woman. In this painting, the images have become
strong symbﬂls of human schzring. The black and white painting was
and is a powerful invective against war, and is, according to Robert
Hughes, ‘the last great history painting ... that took its subject from

politics with the intention of changing the way large numbers of people
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thought and felt about power’'® A copy of Guernica hangs in the offices
of the United Nations in New York. When the delegates arrived to vote
on the invasion of Iraq, the painting had a curtain hung over it so that
it couldn’t be seen.!” This acknowled gement of the possiblf: influence
of the image demonstrates that the artwork can be an instrument for
transformation. In many respects, Guernica becomes a voice that has
the power to ‘shatter settled reality and evoke new possibility in the
[istcning asscmbly’. -

Such pmphctic possibilitics are seen more and more in the art
of the streets. Barbara Kruger does enormous billboard posters that
attack consumerism and sexism using such phrases as I shop therefore I
am; Buy me, I'll change your life; We have orders not to move; Your body
is a battleground. Grafliti artists like Jean-Michel Basquiat connected
with the young'g during the 1970s and 80s, epitomising the angry,
rebellious black yourh of the street. His vital images of life, death and
alienation emphasise postmodernism’s distrust of authority and tradi-
tion. Such artworks have the abilir}' to cut across the stories that are
being perpetuated by power and reveal the ‘myth of the imperium’ In
the classroom, students discuss how artists are commenting on society
and begin conversations that explore how they can both understand
others’ works and communicate their own ideas. Such artworks have
the ability to cut across the stories that are being perpetuated by power

and reveal the ‘myth of the impf:rium.'m

Art as communication

Most visual art assumes an audience, and is therefore trying to com-
municate a message. The earliest Christian art of the catacombs under
Ancient Rome was used almost exclusively to educate. The artworks
are done in the Roman style, but used themes that communicated a
Christian message; for example, Christ as the Good Shepherd from the
carly third century.”

The work of Frida Kahlo speaks so strongly to people that it has
attracted a cult foUowing. Involved in a car accident when onlj,r fifteen,
she bf:gan to paintasan antidote to boredom.” She paintcd about her
pain and ongoing struggle to regain health, and this can be seen in The

broken column of 1944. Here she paints her body torn apart revealing
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her spine as a classical Greek column, shattered. Pins and nails pierce
her whole body, which is held together by a white surgical brace. The
meaning in her work is very accessible and evokes enormous sympathy
and understanding. Kahlo is uncompromising in her portrayal of her
appearance and suffering.”

Gordon Bennett is an Aboriginal artist who did not discover his
aboriginality until he was in his early twenties. The outsider, painted in
1988, is a strong image of powerlessness and loss of identity. Painted in
the style of van Gogh with thickly applied paint and heavy brushstrokes,
the work in fact appropriates two van Gogh paintings— The starry night
and the 4tist’s bedroom at Arles. Bennett inserts an Aboriginal figure
into the painting whose headless body sprays blood forming both the
swirling patterns of van Gogh's night sky and Aboriginal dot patterns.
The figure reaches for two white classical marble heads (to replace its
own?), but cannot pick anything up because its hands are transparent
and inefective. The headless body represents a loss of identity, and the
transparent hands, reaching for the white marble heads of white Western
culture, are powerless to pick anything up. Like van Gogh, Bennett sces
himself as another alien outsider, unsure of where he belongs. However,
this is more than just a personal statement. 1988, the year the work was
painted, was the year of the Bicentennial. Bennett is also expressing the
alienation of Aboriginal people in their own land.

Thomas Smith, critiquing Chad Myers, writes:

Myers subscribes to the anthropological axiom that human
beings do not apprehend social reality directly, but always
l:hmugh the ‘cognitive filters’ of cultural meaning-systems,

especially our ‘natural capaciry to use (significant symbols),
124

primarily language’
While contemporary visual art often uses language, most artworks
rciy on non-verbal communication to convey meaning. Meaning in
visual art can be read from signs and symbols, called ‘visual literacy’®
Artworks such as The broken column and The outsider have such acces-
sible imagery that they are able to communicate meaning in a powerful

}ll'ld transf{:arming ‘\3"|TEI‘}-I'.:"6
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Student artmaking

Artworks contribute to the documentation of ourselves personally and
collectively, past and present. As students look at the world and are
moved by the things that affect themselves and others, they can find
ways of communicating their ideas through the visual arts. As artists,
students can bring together artistic elements and build on accumulated
skills, knowlcdgc and visual litcracy to imagine and create a body of
work that articulates and communicates their own ideas, opinions, per-
spectives, world views. This gives them a real and pﬂwcrﬁll voice, and
can be transformative both for themselves and others. There are not
many other curriculum contexts where students have the opportunity
to determine their own learning direction and content, but this is the

case in the arts, particularly in the senior years.

Assessing the value of the visual arts

The imaginative and creative process has much wider implications.
Thomas Groome sees that by creative imagining as a social process
‘we move to interdependence as selves and as societies with a sense of
n:sponsibﬂity to “the other” whose life is imping-::d on by our own social
praxis and by the praxis of society. It prompts us to act together for the
life of the world and gives hope that our solidarity can be humanizing
for all. As such, creative social imagining has an emancipatory inter-
est.” Groome sees that our creative imagining of how another person
exists can lead us to greater intcrdf:pcndcnce. This is where the visual
arts can play an important role as they expose the ‘other’ for audience
scrutiny. As the audience finds meaning, a link of understanding is
made—humanness in solidarity is found and this, says Groome, has
the power to enable us to act together for good.

John Wall says that ‘moral practice requires a fundamental capabil-
ity for creative transformation, imagination and social renewal’”® He
argues that as Christians in the image of God, we are called to continu-
aﬂy recreate our fallen world, not by :tpp{ying fundamentalist pr'mciples,
pharisaical sets of rules, or looking only to tradition. We are called to
apply our faith crf:ﬂtivcly to continualiy recreate (in the image of our
Creator) our ‘complex, plural and fallen social world’ Wall explains

how we can do this:
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Justasa painter draws togcthf:r a divcrsiry of colours, impres-
sions, and influences to create a work of art ... so also, in the
intc:rsubjcctivc realm, moral selves should on some level inhabit

difference and conflict in such a way as to create ever more
29

profoundly meaningful and reconciled life in common.

QOur Godagivcn human creativity can use the visual arts as a part of
our search for meaning in the world. This transformative activity can
also model how we could use this same creativity to create and recreate
our culture and society, individual[y and coﬂcctiveiy, endeavouring to
‘act together for the life of the world, to create an ‘ever more profoundly
meaningful and reconciled life in common’ As we engage in this, as well
as contributing to it, the visual arts can help us to critique and evalu-
ate the creative proccss—‘imag'mation, transformation and renewal.

I think that this process is passi{:natciy cxprf:sscd by Middleton
and Walsh. They explain how ‘we need to hear cach other and the
whole creation that we might join together in fulfilling the story of
rec[cmption’.-’"} To do this we must ﬂpply discernment that ‘dismantles
the idolatries of past and present and points forward to a new path
of faithful improvisation’."’ . Having made that discernment, we must,
in community, allow the Spirit of God to capture our imaginations*
to liberate (‘emancipate’ in Groome’s terminology) us ‘from the con-
strictions of the dominant culture. It is only when we can imagine the
world to be different from the way it is that we can be cmpowcrf:d to
embody this alternative reality which is God’s kingdom and resist this
present nightmare of brokenness and confusion.

If the arts can shed some light on our historical journey, help to
cxplain our confused times or illuminate an alternative and better
rf:aiity to CXP]OI‘E, then it has hclpcd us in our search for meaning, and
thereby has made us more human. The arts can also help us to exercise
imaginative and creative processes that, when unleashed, can empower
us to act together for good and bring about an ‘impossibly possible’

Hﬂl‘leOl'mFttiOﬂ UFbOth GU.FSEIVIES ﬂl’ld our ‘é'u-"(.‘lI[d.':l'zi



CHAPTER 30 Visual arts as an expression of humanity |

ENDNOTES

1

P

[ Y I

~J

10
11
12
13

14
15
16
17
18

19

20
21
22

24
25
26

27
28

A reading of the text thar sees Bezalel as an able craftsman inspired by God
makes more sense than a reading that sees Bezalel inspired so that he might
become a craftsman. (This view arises from a discussion with Dr Thomas

Smith.)

Exodus 31:1-5.

J R R Tolkien coined this term in Tree and leaf, Allen & Unwin, 1964.
Harold Best, 1994, p. 2.

Robert Banks and ] Paul Stevens, 1997, p. 47.

Donald Williams and Barbara Vance Wilson Caves to Canvas, McGraw Hill
(3rd edition), 2008, p. 4.

Ibid, p. 31.

Ibid, pp.86-87.

HW Janson, History of Art, Prentice Hall, 1977, p. 285.
Exodus 3:14.

Adam Art Gallery, Wellington New Zealand, 2003.
Donald Williams and Barbara Vance Wilson, pp.29-30.

The artist lies down on a rock when it is raining lightly. When the rock is wet,
he gets up and takes a photograph of the resultant ‘rain shadow’.

Andy Goldsworthy, A Collaboration with Nature, H N Abrams, 1990, p. 160.
George Negus, Tonight, ABC, 2004.

Robert Hughes, 1991, p. 110.

Robert Hughes, 2007.

Craig Detweiler and Barry Taylor, 4 Matrix of Meanings: Finding God in Pop
Culture, 2003, p. 152.

Basquia still does influence the young. His artwork was very influential on my
HSC Visual Arrs class of 2007.

Thomas Smith, 2007, p. 4.
Williams and Wilson 2008, p. 73.
Williams and Wilson 2008, pp.274-275.

Interestingly, I raughr a girl some years ago who suftered enormously with
Lupus. She was greatly influenced by Kahlo, and was able to express her
suffering in a similar way.

Thomas Smith, 2007, p. 5.
NSW Board of Studies, 1999, p. 26.

I have taught many students who have confessed to a greater understanding of
an Aboriginal perspective of white occupation after scudying The outsider.

Thomas H Groome 1991, p. 105.
John Wall 2005, p. 45.

363



364 | BerTER LEARNING: TRAJECTORIES FOR EDUCATORS IN CHRISTIAN SCHOOLS

29 1bid, p. 60.
30 ] Richard Middleton and Brian ] Walsh, 1995, p190.
31 Ibid, p. 191.

32 In the same way the Spirit of God captured the imaginations of Bezalel and
Oholiab, the artist/craftsmen/teachers who built and decorated the temple.

33 Middleton and Walsh, ibid, pp. 191-192.
34 John Wall, 2005, p.47.

READING LIST

Robert Banks & R Paul Stevens, The Complete Book of Everyday Christianity,
InterVarsity Press, 1997.

Harold Best, Creative Diversity, Artistic Valuing and the Peacable Imagination,
Arts Policy Review, May/June 1994.

Thomas H Groom, Sharing Faith: A Comprehensive Approach to Religious
Education and Pastoral Ministry. San Francisco: HarperSanFrancisco,
1991.

Robert Hughf:s, The Shock qf the New: Art and the century af cbange, Thames
and Hudson, 1991.

J Richard Middlevon and Brian | Walsh, Truth Is Stranger Than It Used to
Be: Biblical Faith in a Postmodern Age, IVP Academic, 1995.

John Wall, Moral Creativiry: Paul Ricoeur and the Poetics of Possibility,
OUBP, 2005.



EXPLORING THE RELATIONSHIP OF CHRISTIAN
EDUCATION TO CURRICULUM

31 Physical & health
education

Garry Gannell

Arhletic activities focus on certain aspects of dynamic living:
namely health, skiltul movement, wise movement decisions,
willing and doing, releasing self to go beyond self, beauty and
drama, perfecting and enlarging, joy and disappointment,
joyful busyness, and dramatic expressions.

Marvin Zuidema

hile it can be argued that there may be some fundamental
differences between the foundations of and reasons for
teaching physical education and health education, the
fact that these two subject disciplines are seen to be interconnected in
every educational jurisdiction in Australia, and in many placcs in other
countries, means that it is appropriate that consideration be given to

both disciplines in this chapter.

Physical education

Although physical education is more than simply sport, the value one
accords to teaching it can often be influenced by one’s own school expe-
riences and personal history in growing up with sport. While teaching
basic physical skills in isolation can help develop a student’s fine and gross
motor skills, balance, co-ordination, strength and endurance, observa-

tion of the practices in schools and personal experience point to the
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reality that physical skills are not taught in isolation, but rather within
the context of sport, incorporating some level of competition. Any dis-
cussion on the teaching of physical education in a Christian education
context would be naive if this aspect were overlooked. Furthermore,
Australian culture has a strong tradition of involvement—or at least
interest—in sport. The cultural importance of sport and exercise is
another factor that helps us in our discussion of the teaching of physi-

cal education in a Christian school.

Why teach physical education in a Christian school?

A quick search on the Internet will reveal a vast range of suggested
benefits to students who are exposed to a broad physical education
teaching program. Such benefits include improvements in many aspects
of ph}fsicnl fitness includ ing fine and gross motor skills, cardiovascular
endurance, coordination, balance, strcngth and ﬂcxibﬂity. Less obvi-
ously, and perhaps even in some contexts, contentiously, other suggested
benefits include positive developments to psychological and social skills,
leadership development, the provision of a suitable environment for
the release of many tensions, and providing opportunities to test the
students’ sclf-control, perseverance and skills.

No school, and indeed no subject discipline, exists in a vacuum.
For this reason, some of the mooted benefits outlined above need to
be considered in light of how the wider culture, incluc[ing the families
of the students, view different aspects of sport. Consideration might
need to be given, for example, to the emphasis that some parents and
the culture place on competition, winning, the treatment accorded
to sporting heroes, other winners and, of course, losers. Related to
this is the very real danger that the Christian school will mirror the
culture’s technical and scientific npproach to sport in a way that can
endanger the very nature of playfulness and pleasure that is one of the
main initial attractors for children and young people when it comes to
being involved in play and sport. Some of these considerations might
be thought to take greater prcccdcncc for the subjf:ct spccia[ists in the
sccondary schools (cspcciaﬂy as physical education spccialists are often
required to coach their school’s representative teams). I believe that

there is good reason for a generalist teacher who is called on to teach
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to think about these issues so as to guide the students as they begin to
build the foundations in this subject.

This thinking needs to be broad. Here is a caveat—have you noted
that even this discussion reflects some Australian cultural cc«ndition'mg,
as ['ve focused on competitive sport and less so on fitness and motor
skill development, while not even mentioning other aspects of the
subject arca such as dance or how the subject can, or should, engage
the students with physica[ or intellectual disabilities?

It is therefore important for the Christian physical education
teacher, working with children and young people of any age level, to
think broadly about the different aspects of the subject. It is necessary
to move beyond building their philosophy and justification for their
suiij:ct by rf:ff:rring toa simpiistic and out of context use of scriptures
such as 1 Corinthians 9:24-27, 1 Timothy 4:8 or 2 Timothy 2:5, or
even the sometimes hcipful but potcntiaﬂy iimiting literature around
‘Muscular Christianity.

Care needs to be taken in how even sccmingly positive fruit from
the pursuit of teaching physical education is viewed. Take, for example,
one aspect of Galatians 5’s ‘fruit of the s?irit’: self-control. The devel-
opment of ‘self-control is often presented as a by-product of training
in the physical realm. There can be no doubt that for a Christian, self-
control is a key Christian virtue. But, as is so often the case, an over
cmphasis ona siﬂglc virtue can raise that virtue highf:r in status than is
helpful. Biblically, it is the surrender of oneself to Christ, rather than
selt-control, that is at the heart of the Christian faith and being rec-
onciled to God. So the question has to be asked: ‘How does this play
out in the sporting field?’ Self-control is widcly, and rightly, viewed as
a positive attribute and, as noted, it is without doubt a biblical virtue,
but if misapplied it can lead to a moralistic approach to life where
adherence to certain behaviour, rather than a heartfelt response to the
call of Christ, is paramount.

The physical education teacher will also need to consider whether
competition is ethically defensible given that it always produces a zero
sum outcome; there is always a winner and a loser. How do we compete

or cooperate with one another in the quest for excellence?
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How to teach physical education Christianly

The answer is embedded in the biblical worldview where the teacher
sees him or herself, and the students, in the same way that God does.
It is only through the perspective that allows individuals to be seen as
being in the image of God, Hawed and fallen yet the object of Christ’s
redemptive work, that will allow both the teacher and the students to
engage in this subject discipline in a way that is consistent with the broad
tenets of Christian education. Such things cannot be f:xp[icitly taught
in every lesson, but need to be consistently modelled by the teacher
and encouraged within the students. Aspects of this will include awide

range of attitudes and practices including:

. dCVC‘[OPiﬂg C[CCP and gcnuinc i'CSpECt {01' an 0?})0]’16[1]:, and

) I’ICSCH: H

- focusing on the process and the experience more so than the
final outcome:
enjoying the sensc of transcendence that can come when one

loses oneself in play;

L] a wi]lingncss to ECleﬂW[ﬁdgﬁ l'l"lf.‘ Sourcc Dfph}rSiCﬂ.l pl’OWCSS

and an avoidance of pride and hero worship;

an understanding of the difference between confidence and
cockiness:

- beingwilling to use one’s gitts without diminishing the impor-
tance of the gifts of others;

- adesire to take appropriate risks and to learn from failures

without anger or blame;

a desire to adhere to the spirit, cthos and rules of the chosen
sporting discipline;

graciousness in winning and lc:-sing;

a balanced understanding of the importance of the sporting

activity in [ighr of the pcrsnnhnod of all involved.!

Some of the students who do have a rc]ationship with Christ would
also benefit from their physical education teacher helping them to see

how they might use their movement skills (specifically in dance but
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also in other areas) to express their faith in God and their gratitude

for his work in their lives.

Health education

The breadth of topic areas encapsulated by the health syllabus in most
jurisdictions means that there will be times when the physical educa-
tion teacher will be teaching content that is clearly consistent with
Christian principles, and at other times is highly controversial. Even the
approach that might be taken towards a topic that would enjoy broad
support among Christian parents and teachers can be approached in
a way that undermines clear biblical principles.

A stark example of this difficulty is the conflict that captured
some media headlines in Australia during 2015-2016 with regard
to the ‘Safe Schools Program’. This program was broadly presented
as an anti-bullying program which would almost certainly fall into
the purview of a school’s health education program. Controversy fol-
lowed this program as it emerged that the co-founder of the program,
Roz Ward, told the Safe Schools Coalition National Symposium in
2014 that the ‘Safe Schools Coalition is about supporting gender and
sexual diversity. Not about celebrating diversity. Not about stopping
bullying. About gender and sexual diversity. About same sex attractive
(sic). About being transgender. About being lesbian, gay, bisexual ...”
This issue is but one example where Christian schools, and Christian
teachers who teach health education, may need to think carefully about
how to comply with government expectations and regulations while
maintaining an authentically Christian approach to their teaching. Of
course, this ch:tl]c:nge is inherent across all subjcct cliscipiincs but the
challenges may be seen to be greater in this discipline because of the
immediate relevance of the topics to the developmental stages of the
students being taught. There is little space to do more than raise this

specific issue.

Why teach health education in a Christian school?

The biblical approach to life and worship is a holistic approach, incor-
porating body, mind and spirit. Appropriate care of the imdy, without

straying into the error of ‘body idolatry’ is consistent with this biblical
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view. Much of the content in health education syllabuses supports this.
Topics included in a properly structured health education program that
support this foundation would include: understanding the nature of
health and the influence that genetics and environment might p[:ty;
nutrition; drug and alcohol education; understanding and accepting
onc’s own body; being a positive part of a community (including careful
and respectful relationships; appropriate use of power; recognising,
:woiding and reporting abusc:l; and a mature and wise undcrstanding
of both appropriate and inappropriate risk taking and [carn'mg first aid.

Other topic areas that are widely accepted as part of a health educa-
tion curriculum include understanding the physical, physiological and
psychological changes that come with adolescence, human sexuality,
and how the students express their scxua]ity within rclati{:-nships. These
topics might have once been seen to be the exclusive rcsponsibility of
parents to teach but our society has moved on from this view and it
seems that many parents, from schools across all sectors, are happy for
schools to take the lead in tcuching the students about these topics.

Biblically, the responsibility and privilege of nurturing and teach-
ing children lies with parents. Schools, and therefore the teachers, are
enlisted to support parents in this and it is not good when parents abdi-
cate their responsibility and leave it entirely in the teachers” hands. Of
course, if parents cannot or will not teach their children about these
matters, it is better that the school takes on this rf:sponsibi]ity rather
than the Internet or the media. So, what is the right response to the issue
of teaching content that falls into this category? For the purposes of
simplicity in this discussion [ will call this category TOPRASS (Topics
of Parent Responsibility and School Support).

First and foremost, I believe that teachers need to see that they are
in partnership with parents and that they make the most of every oppor-
tunity to model this attitude to both the students and the parents. Full
use needs to be made of whatever appropriate tools and strategies exist
to engage the parents in advance when teaching content that falls into
the TOPRASS category. Digital communications tools (such as the
school’s own website, SMS, email linked information systems, Twitter,
Facebook), as well as parent meetings and letters home can be used in

concert to engage parents. It is even appropriate to give parents a voice

in the decision of what health topics rightly fall into the TOPRASS
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category. This consultation needs to be authentic and be presented in
such a way that any reasonable parent attending will not have the slight-
est sense that the consultation was simply tokenism or an attempt to
avoid difliculties in the weeks to come.

One way of doing this is to genuinely offer the provision of assis-
tance and resources to parents who wish to take the rcsponsi’bility of
teaching some or all TOPRASS content themselves. These parents
should also be given the opportunity to elect to have their children
removed from relevant lessons, provided they are helped to under-
stand the possible implications that this might have (both socially and
academically) for their children. Of course, any communication from
the teacher to the parents will need to make clear that both the school
and the health teacher are in a very real sense ‘serving multiple masters.
First and foremost, the practices of the school and the teacher must be
founded on biblical principic:s, and the engagement and equipping of
parents is consistent with this principle. The school therefore needs to
encourage and where possible equip parents to alsoactina way thatis
consistent with biblical principles.

Further, the school and teacher have lcga[ rcsponsibi[itics to the state
which must be considered. Alternatively, should the school choose not
to comply with state requirements, a risk assessment and damage miti-
gation strategy needs to be developed by the school. These decisions are
beyond the purview of the classroom teacher, but the classroom teacher
may well be called to have input into the discussion with the school’s
authorities and will need to have thought deeply about these matters.
These cases are of course extreme, and in most cases the health teacher,
W{Jrking in partncrship with the parents, should be able to address
TOPRASS content, and indeed all content, in a way that reflects an
authentically Christian perspective.

What is a Christian perspective in health education?

A Christian perspective in health education flows naturally from a bib-
lical view of humanity. Pcopif: are made in the image of God and are
worthy of respect and value. This extends to the students respecting and
valuing themselves, their parents, their teachers and their peers. This is

played out in every subject in the way that students are encouraged to
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treat each other in discussions, in conflict situations and in all aspects
of the relationship milicu of the classroom. It extends to a difterent level
when talking about looking after one’s own body, relationships, sexual-
ity, use ofdrugs and alcohol, risk»taking behaviour and bf:ing part ofa
broader community. Care needs to be taken by the teacher to ensure
that the moral and relational standards taught cxplicitly in the Bible
are communicated in a way that avoids secing compliance as a pathway
that leads to justiﬁcation and forgivcncss. The Christian health educa-
tor should work as an integral part of a whole school approach, clearly
articuiating and encouraging the perspective that compiiancc to the
Bible’s moral and relational teachings is a pathway we follow, flowing

from forgiveness and justification.

Assessment in physical and health education

Unfortunately, teachers are often tempted to limit assessment to those
things that arc casy to assess, and to overlook assessing some of the more
important aspects of the subject because it is just ‘too hard. In physical
education, for example, the emphasis on assessment is on a checklist of
skills that can be somewhat isolated from the real world competitive
experience. Alternatively, authentic assessment such as that proposed
by Dr William Russell (see Further reading) emphasises the use of tasks
that are meaningful and often simulate real world scenarios, focusing
on the process, the pmduct and the use of higher-ordcr skills in mul-
tiple domains. Russell’s reference to multiple domains here demands
further consideration.

This is neither casy, nor straighttorward. Russells criteria for physical
education assessment, for cx:tmp[c—th:tt it be as gamc-ﬁkc as possiblc,
that it requires cognitive development and application in a game-like
situation—may be judgcd to address the psychomotor and physical
domains, leaving the affective domain unassessed. At the Assessment in
Different Dimensions Conference (2009), the difficulty of authentically
assessing in the affective domain at the tertiary level was acknowledged.
At this conference, Birbeck and Andre put forward the example that
students’ ethics could be assessed in a group work activity where the

following were assessed:

Did the student meet their agn:f:d commitments?



CHAPTER 31 Physical & health education |

Did the student fulfil their agreed role within the group/

team structure?
Did the student defend their ideas?

Was the student willing to confront team members who
were not meeting their obligations? Was the student willing

to take risks?

Wllf.‘ll dECiSiOﬂS were IC&Cl"lﬂd b)’ CONSscnsus dld tllf: studcnt

commit?’

In this approach, the teacher might feel somewhat unburdened by
avoiding the difhicult situation of judging the students’ motivations and
values, as they are judging the students’ actions and, only by implica-
tion, the students’ values. But the question here remains of the ethical
basis of such an assessment—should the focus of the assessment be
more explicitly revealed to the student?

At this point, the Christian educator needs to think carefully
about the possible unintended consequence of assessing students in
the affective domain. This issue is somewhat fraught as consideration
needs to be given to cellﬂicting realities. The students tend to p]acc
more value on teaching and learning that they know is assessable. Also,
the Christian teacher may be less interested in assessinga student’s atti-
tude, knowing that such assessments have the potential to lead to the
student simp[y ‘pa.rroting’ the attitude that thc:y believe the teacher
would want to see. The argument that the teacher would not assess the
actual attitude, but rather the process the students have used to arrive
at their beliefs may have some validity, but this approach is often not
believed i}y students if thc:y deem that the teacher views one particu-
lar attitude as bcing ‘more Christian’ than others. Further increasing
the complf:xity of this issue is the fact that in both physical and health
education, understanding content is important, but of greater value is
the sound lifclong application of the knowledge and attitudes that the
teacher is trying to inculcate.

Without a doubt, strategies such as rcsponding to various scenarios
may have merit, but the Christian educator would need to be aware of the
criticisms historically levelled at some approaches to values clarification
exerciscs in the classroom, where the development of *behaviour ... [as]

the result of free, uninfluenced, autonomous choice, based on personal
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analysis of a given situation coupled with the moment’s emotions and

desires was encouraged 2 A Christian school is likely to hope that such

a process would lead to a more all-embracing values outcome than this.

Conclusion

Health and physical education in Christian schools provic[f:s

opportunities for students to engage with concepts and activities that

are developmentally and culturally important and that, if well taught,

support a holistic approach to Christian education. The Christian

CdllCﬂtGl’ must llilVC a Clﬁﬂf, Wf:].i C[EVE]OP(:(] PhIJDSDPh}’ i].l’ld appmach

to both disciplines that reflect:

a biblical worldview;

an awareness of the inherent dangcrs that lie in the culture in
these discipline areas;
a biblical view of the role that parents should be playing in

the education of their children: and

a willingness to work in partnership with those parents for

the sake of children and to the g[ory of God.
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FURTHER READING

Russell, W (n.d.) Authentic Assessment in Physical Education hup://
jonesytheteacher.net/wp-content/uploads/2010/02/ped-393-au-
thentic-assessment-in-physical-ed 1.ppt (last accessed 15th July,
2016). This PowerPoint provides a helpful introduction to Authentic
Assessment in Physical Education although its discussion is limited
to assessment withourt reference to any Christian perspective.

Watson, NJ & Parker, A (2013) Sports and Christianity: Historical and
Contemporary Perspectives, New York: Routledge. As noted in its
Foreword, this book attempts to provide a ‘treasure of careful and
measured studies of aspects of our lives—sports, play—thart in earlier
generations were not studied with so much attention and precision’
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CONTRIBUTING THROUGH CHRISTIAN EDUCATTON
TO CHARACTER FORMATION

32 Student thinking
made visible

Thomas Smith

Bur as for what was sown on good soil, this is the one who
hears the word and understands it, who indeed bears fruit
and yields, in one case a hundredfold, in another sixty, and

in another thirty.
Jesus

recent fashion in Christian education has been to call for it

to be transtormational. Brian Caldwell in his keynote speech

to the 2013 Christian Schools National Policy Forum', said

that Christian schools should be open to the will of God to be self-
transforming schools. He said that ‘all schools in all settings can secure
success for all students in an era where society and the economy are
changing constantly and dmmaticaiiy’. This fashion, in educational
phi]osophy, is timcly for Christian schooling discussions as incrcasingly
it comes under pressure from the effects of the postmodern secular
hegemony. Few Christian schools would argue with Caldwell’s thesis
because they know that Christian teaching should encourage students to
so relate to their creator and sustainer that thcy will seek a mf:aningful
life as God’s agents in their society. Christian teachers long to sce their
students transform their thinking to the thoughts of Jesus, as it were.
At the time of writing, Christian schools are incrcasingly focuss'mg

on helping their students think about life-issues from a Christian point
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of view. The current debate in most Western societies concerning the
rights of groups of people and the subsequent restriction on the freedom
of expression of others is grist for the mill for schools. These debates
in society are needed and Christians will need to p[:ty their partin the
rights’ discourse because they believe that the Lord of the universe is
the ultimate protector of the interests of all people.

One Christian school in Sydney’s north-west has maintained a
spc-::ial interest in the dcvciopmcnt in their students of a Christian world
view. The school executive has worked with the writer for over six years
to help their teachers understand how best to encourage their students
to use biblical viewpoints to understand their immediate world and
to resolve life-issue scenarios. What follows is an account of how this
school made use of scenarios with (}PCIPCl’ldCd questions to idcntity

some PFOCCSSES its Stlldﬁﬂts use to undf:rstand Il[ld [ESO]Vﬁ iifﬁ'iSSUES.

Learning to have an integrated understanding of God's world

From its inception, the school considered that Christian education
should involve helping students transcend their current understanding
of themselves and their world. The Bible instructs bciif:v'mg parents to
work continualiy with their children to learn God’s way for iiving. This
is a major way that children can be helped to transform their thinking.
The key strategy is found in Deuteronomy 6:7-8, which sums up the
command to parents and by extension to schools, ‘Keep these words
that I am commanding you today in your heart. Recite them to your
children and talk about them when you are at home and when you are
away, when you lie down and when you rise. Bind them as a sign on
your hand, fix them as an emblem on your forchead, and write them
on the doorposts of your house and on your gates.

Strawn? indicates that this means all parts of a child’s life, including
the social and cultural, are to be dominated by God’s commandments.
Children are to be so imbued with God’s ways that they will be able
to interpret their everyday life using the world view of God’s instruc-
tion. This command still applif:s today and itisa major way Christian
school teachers can wisely counter the post-modern hegemony of our

Western society.
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Students will acquire world views irrespective of whether people
help them acquire one or not, as has been shown by Habermas® and
Edlin." Newell's concept of world views provides the useful description
that they are ‘values systems’ that people use to interpret situations
and actions.’ In his work, “Worldviews in Collision: Jesus as Critical
Educator;, he interpreted Jesus’ struggle with his socicty as a struggle
between world views. Jesus, who had a Kingdom of God world view,
was involved in a life and death strugglf: with the rcligious leaders of
his da}f as he sought to, as Newell writes, ‘clarify the true meaning of
God’s covenant with Israel while subvcrting the dominant world view’®

Christian teachers, following in Jesus’ steps, would be wise to discern
the clash of world views occurring in their students’ experiences and to
seck to challenge them to transcend their society’s post-modern offer-
ings for life meanings by considering Jesus’ world view.

One way of hcl?ing students to be able to interpret the Bible text
is to teach the skill of taking the viewpoint of biblical characters. This

pcdagogic:tl strategy may hclp students gain a vicarious experience of

Jesus’ ministry.

Taking the viewpoint of biblical characters to discover one’s world
views

One way of helping students develop their world view is to get them
to find and take the viewpoints of the protagonists in a Bible narra-
tive. To take another person’s viewpoint is a form of transcendence
because it requires forcapmjccting of what the other experiences until
they think they can see the other’s situation from their viewpoint. It
is usually only a temporary time of transcendence unless one is chal-
lenged by the usefulness of the other’s viewpoint.

Research has shown the vah'dity of this tcaching strategy. For
example, Scheindlin, from the Jewish Sinai Akiba Academy, referred
to Proust, who had explicitly demonstrated that people can form a
subjective consciousness from within the mind of another through
rcading a novel. Proust laid down two conditions for this process to be
successful: the reader must be able to idcntify with the protagonist in
the novel and must be able to therefore learn about their own mental

life in the process (cited from Qatley by Scheindlin.” This process
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is equally applicable to students when they read the scriptures, and
teachers can help them to take the viewpoint of characters in the Bible
who had significant experiences of Jesus. This process is equivalent to
taking the third person perspective which students in Year 6 and over
are able to do.®

The following steps are the generally accepted steps for taking the
perspective of a biblical character. The meeting of Jesus and Zacchacus

15 llSCd as an CX&I’I’IPIC:

Ask the students to consider the cultural and geographical
context of the biblical event: What part of the country was
Jesus in? That is, did the Bible writer consider the geographic
situation to be important to understand the event? For example,
Jesus met Zacchacus in Jericho on his way to Jerusalem and
his crucifixion (Luke 19:1-10). To understand the universal
benefits of Jesus death it is necessary to know that traitor type

oppressors also matter to God.

Then have the students discover what Jesus events had occurred
through the preceding chapter/chapters. What reaction did
the people have to Jesus in those events? How does this reading
fit into the overall story of this Gospel? For example, in the
chapter preceding the Jesus and Zacchacus meeting, the right-
cous wealthy ruler had talked with Jesus (Luke 18:18-30).
The ruler found that he was unable to enter God’s kingdom
because of his love of wealth. The disciples’ response to this

encounter was amazement at how hard it is to enter God’s

kingdom (verse 26).

The students are then helped to analyse the text to say what
actions Jesus carried out. For example, Jesus entered Jericho
on his way to Jerusalem. Zacchaeus climbed a tree because he
wanted to see Jesus. Jesus asked to come to Zacchacus’ place
for a meal. The villagers were upset at Jesus consorting with

such a traitorous man, etc.
Ask the students to discuss how thcy might feel if tl‘lf:}' saw/

heard Jesus do that action, (wonder?, awe?, fear?, jealousy?;

CtC.). Thc tCﬂChCl' may ilCCC[ to diSCU.SS tl‘lﬂ ]"lf:‘:lVi.[lESS D{tl'lﬂ tax
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system used by the Romans and the unfair dealings of some
Jewish tax collectors. Maybe that is why Zacchaeus was a
wealthy man! Encourage a wide class discussion so that every

Sﬂldf:ﬂt can FCC] sccurc ﬂb{)ut Sﬂyiﬂg W]lilt thﬁy WOU_ld havc: ﬁ?lt

Then ask the students to choose one of the characters in the
passage and to try to understand what that person might
have felt, thought and said. Year 7 and 8 students could write
a paragraph, in the ‘first person, of what the Bible character
probably felt and thought about Jesus” actions. If time permits,
people who took the third person perspective of the same Bible
character could share their insights in groups. Time spent doing
this exercise is valuable because it helps the students to bring

their whole bf:ing into discourse with the [passage.

The class could then share the various perspectives or views
of the Bible protagonists. When this has been achieved the
teacher may add the class’s insights into the story and repeat
the whole event. Watch how differently the students listen to

this new way of 11f:aring.

At this point many of the students may have gained sufhicient
understanding of the meaning of the event to begin explaining

what the passage is saying to us today.

The connection between world views and viewpoints

Viewpoints are patterns of mderstm1di11g that students use to interpret
situations. Considered metaphorically, they are ‘templates of meaning’
that allow people to bring pre-formed understandings to match closely
with a new situation. Viewpoints are often aspects of world views that
are used to perceive the importance of a situation. Once the meaning
of a life-issue event is determined, the students are then able to use their
pcrsnnai viewpoints to makea judgcmcnt as to the best way to resolve it.

An example of a biblical viewpoint is apparent in Jesus’ conflict
with the Pharisees when he healed people on the Sabbath. In Matthew
12:9-14, where Jesus healed on the Sabbath, his opponents saw his
action of hcaiing as a violation of the Torah. Their viewpoint was that
the (Torah) law must take priority in people’s actions; therefore no

healing on the Sabbath! For Jesus the issuc really was, “Who has the
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true knowledge of God?’ Jesus’ opponents recognised this too; they
raised the question of his right to act in the way that he acted.

Newell writes that Jesus’ action in healing the man on the Sabbath
showed an alternative to the viewpoint that the Torah aiways takes
priority. Jesus’ viewpoint is that God is a merciful being, shown by:
‘[{:any ofyou hasa shf:f:p and it falls in a pit on the Sabbath, will you
not take hold of it and lift it out? How much more valuable is a man
thana shf:cp! Therefore it is lawful to do good on the Sabbath’ (vcrses
11-12) Jesus’ viewpoint resulted in a man being mercifully healed on
the Sabbath. The Pharisees’ viewpoint resulted in them consu]ting as
to how they might destroy Jesus (verse 14).°

Viewpoints guide the direction of the cognitive appraisal a student
makes of a text or event. Scheindlin argued that pure logic is r:u’c:ly able
to solve people’s dilemmas, such as whether or not to vote for an envi-
ronmental party to protect the environment or, a{tcrnativcly, to vote for
a conservative party that will reduce unemployment. He said that the
choice of a party will dcpf:nd on previous emotional judgmcnts in these
arcas.'’ (Scheindlin, pp. 180-181). These judgements are integrated
over time to form the viewpoint mechanisms that students use to form

a judgement on issues such as which political party has the best policy.

Viewpoints draw on fore-projections to discern meaning

Martin Hcideggcr’s thf:ory of the forc-proécction process pmvidcs
a model that coherently suggests how students evaluate life-issues.
Hcidcggf:r said that pf:opic see a whole situation in terms of a rt:aiity
that consists of the detailed experiences of everyday existence (the parts).
When students consider a new text or situation, they project prcviousiy
learnt meanings onto it: ‘A person who is trying to understand a text is
always performing an act of projecting. ... to understand [ he] projects
before himself a meaning for the text as a whole as soon as some initial
meaning emerges. The initial meaning emerges because the person is
looking at the text with expectations of certain meanings. Students
continue to scqucntialiy check their forcaprojcctinns against the text

until thcy feel thf:y have pf:nf:tmtcd into the meaning of what is there."
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A case study for teaching viewpoints and taking the other’s
viewpoint

The Christian school in the north-west of Sydney mentioned previously
carried out research to discern the processes its students used to resolve
the life-issuc of bullying. The results of its Year 7 life-issues survey sug-
gested that students (age about 11 years) use personal viewpoints to
determine the meaning of that life-issue and the means to resolve it.
The Year 7 project had initially sought to determine whether a number
of students who enrolled in Year 7 had a higher proportion of prob-
lematic behaviour than those who had enrolled earlier.

The Year 7 investigation used an open-ended survey asking five
questions about a bullying scenario. In essence the scenario was of a
Year 7 boy being bullied by James in class and the teacher dealing with
the bullying. During recess, James gave the boy a hard time. The class
leader spoke to James and, in effect, rebuked him for his action. James
sneeringly replied: ‘At this school you are all soft. You don’t know what
it is really like outside.

The survey questions were:

Q1. What would you say to James (the bully) if you were the

class leader?

Q2. Whywould you say that?

Q3. How should I treat students who are seen as unpopular?

Q4. Ifyou think about your opinions what do you test them

against?

Q5. Whatdid the bully mean when he sneered and said: ‘At this

school you are all soft. You don't know what it is really like

outside.

Discussion of the Year 7 personal viewpoints scenario results

The Year 7 students appeared to process their interpretive thinking
along similar lines to that of fore-projection, as seen in the sequence
of phrases found within the students’ answers. For example, when stu-
dents were asked: “What would you say to James (the bully) if you were
the class leader?} many students pmvidcd an answer similar to that of

Student 18:"Stop it; if it was you, you would be very scared. Respect
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other people.” Student confidentiality precluded allowing follow-up

interviews to identify the steps students used to get to their answers.

Table1.
A comparison of the proportion of personal viewpoints used per question

Personal viewpoints
chosen per question Q1 Q2 Q3 Q4 Q5
Simple personal
ViewpciiE 19 69 85 54 54
Complex personal

: : 90 41 26 46 54
viewpoint
Not answered or
misunderstood question 6 5 4 15 i
Total b

SR IENNEE 115 115 115 115 115
P rti f |

o 078 | 036| 023 040 | 047
personal viewpoint

Table 1 shows that the five questions elicited quite different pro-
portions of personal viewpoint responses from the students. The results
were unexpected and were considered important. Question 1 elicited
the highest proportion of complex personal viewpoints, 0.78 (Table
1). Its analysis considered the number of simple and complex personal
viewpoints used. A complex personal viewpoint uses two or more simple
pcrsonal viewpoints. For n::xampic, student 18’s answer above contains
three simple personal viewpoints (other examples are in Appendix 1).
This contrasted sharp[y with the small proportion of complc:x per-
sonal viewpoints that Question 3 clicited (0.23). A pupil’s greater use
of complcx pcrsonal viewpoints suggests dcf:pcr thinking or thinkjng
that goes beyond stereotype answers consistent with the school ethos.
It was considered important to determine why the five questions varied
grf:atly in the proportions ofcnmplcx persona[ viewpoints students used
to answer them; because this 111ight have impiications for the questions
teachers ask in their lessons.

Question 1 asked, “What would you say to James (the bully) if you
were the class leader?” The high percentage of complex personal view-

points (0.78) used to answer this question suggests the students carried
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out deep thinking. The reason for this may be that few would have pre-
viously thought about how they would act in a real bullying situation.

Question 3 was the question least likely to require cognitive effort
by the students. It asked ‘How should I treat students who are seen as
unpopular?” Because the school has consistently promoted an anti-
bullying stance it was likely that the majority of students would not
need to give the question a lot of thought in terms of Gadamer’s (1978)
fore-projection theory, little modification to their fore-projections being
required to provide an interpretation that best explained the situation.

Question 2, “Why would you say that?’ produced the second smallest
proportion of complex personal viewpoints (0.36). The students would
already have been aware, to varying degrees, of their personal beliefs
about the seriousness of the situation and would not have needed quite
so deep a thinking process to test their fore-projections.

%cstian 4, Tfyou thought about your opinions what did you test
them against?’ generated the third highest proportion of complex per-
sonal viewpoints, (0.40). It appeared to require students to think more
deeply because they were asked to determine the ‘rightness-truthfulness’
of their opinions. The proportion of complex personal viewpoints
appears lower than a question like that would be expected to elicit.
This can be explained by the large number of students who chose the
‘“Teaching God’s values’ (T) and ‘Clarifying my beliefs’ (Cl; against
my inner beliefs). It is speculated that in the context of the Christian
school’s ethos these two personal viewpoints would appear to require
less deep thinking because they would already be part of most students’
cultural-values and school ethos repertoire."

QlJcstion 5, “What did the bully mean when he sneered and said:
“At this school you are all soft. You don’t know what it is really like
outside™ had the second highest proportion of complex personal
viewpoints (0.47). That question encouraged students to take the third
person perspective of the bully and then to compare that with what
they believed about the cultural-values of their school life. Cognition
of this type requires decper thinking as evidenced by the greater pro-

portion of complex pcrsonal viewpoints used.
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Implications for Christian teachers

1.

In this chapter, the concept of personal viewpoints has been sug-
gest-::d as a means to describe the guid'mg mechanism used in the
thinkjng processes undertaken by students when fbrc=pr0jccti;1g
to understand and resolve a life issue. As such, teachers should
provide students with opportunities to self-consciously use their
pcrsonal viewpoints when undf:rtakj_ng new work, f:spf:cially in

Biblical Studies and Personal Dcvclopmcnt type subjccts.

The teacher might also test their students’ pcrsona] viewpoints
on a topic to judge their learning and to gain a more accurate
measurement of their broader l»f::lming.IEE To maximise the benefits
of incorporating the students’ personal viewpoints into a lesson,
teachers could pre-test their students’ personal viewpoints on
the pertinent issuc before introducing a life-issues subject. This
would identify entrenched student thinking that already exists

with regard to the life-issues being considered.

The life-issues questions in the Year 7 survey differed in their
abi}ity to cngcndf:r comp[cx think'mg (explaincd by the different
task cach question asked the students to perform). Questions that
asked students what thcy would do in a difficult life-situation
appeared to engage them in deeper thinking. Similarly, ques-
tions that invited students to take the third person perspective
of protagonists in a life-issues scenario appeared to be more likely
to result in students undertaking deeper thinking.

Therefore, it would be propitious for educators to choose the type
of questions for a life-issue lesson that will cha[lcngc students
to consider their habitual and somewhat stf:rc:orypcd way of
resolving the issue. Questions that ask the students what action
they would take to understand and resolve a realistic life-issue are
more likely to engender complex personal viewpoint thinking

than questions of fact or doctrine.

There appears to be support for the theory that when students
take the third person perspective in considering a life-issue there
is an increase in their use of complex personal viewpoints and
itis specu[:ttcd that this indicates df:cpf:r thinking. Many of the

students who did take the third person perspective were able
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to hypothesise reasons the bully acted as he did. Consequently,
when teaching life-issues subjects such as Biblical Studies or
Personal Development it will be important to ask the students
to take the third person perspective of the protagonists in the

narratives or scenarios.

Application to faith issues

Christian teachers would do well to model ways of transcending
Western culture t:hrougil discourse on life-issues as prcscntcd in the
Bible. Students can be invited to vicariously experience Jesus as people
in the New Testament cxpcricnced him within the context of real life
situations. Most students can readily enter the viewpoint of biblical
characters and thereby experience how others learned about Jesus by
taking the third person perspective. The critical part of this pedagogy
is to then hf:ip students reflect on their own viewpoints and to modify

them to become viewpoints based on a Kingdom of God world view.

Appendix 1
Samples of simple viewpoints and complex viewpoints

Simple viewpoints
Q 1 If I was student leader I would tell James the effects of the type

of humiliation he inflicts on others.” (Student 100)

Q4 ‘Timagine what felt right” (Student 106)

Complex viewpoints

Q 1 Twould say, “In this school we love God and he tells us everyone
is equal. Pleasc leave the boy alone. If you are having trouble at home

or in school you can tell me or the teacher.” (Student 25)

Q2 ‘Because if  don't people will still be picked on while James’ stress
or hurt will still be piling up. I prayed because I know God will protect
him and help him. (Student 29)

38
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CONTRIBUTING THROUGH CHRISTIAN EDUCATION
TO CHARACTER FORMATION

33 The English teacherina
society that measures

Paul Burgis

[People’s] chief end is to glorify God and enjoy him forever.

Westminster Shorter Catechism

¢ live in a society that measures us. Students need to achieve

certain academic levels to matriculate. Once in work we

are likely to be assessed on the quality and quantity of
our contributions.

The English teacher doesn’t operate as an autonomous pedagogue.
Curricula are set externally and examinations are the blunt instruments
driving the agendas of the vast majority of schools. For better or worse,
ﬁrst]y, our society needs to separate students according to a set of criteria
so that we can establish which students do which courses at university;
and secondly, we need to recognise that part of our teaching is con-

nected to the notions we have of the value of work.

Measurement and higher education

We need to define student academic achievement carcfu]]y so that it
can be assessed which students can benefit from university.! In the
Christian-Hellenic and early Liberal periods outlined in my chapter
in Part C, when most citizens worked in agriculture or manufactur-

ing, few students competed for positions in higher education. The later
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utilitarian period, also outlined in my chapter in Part C, was driven
more by the belief in Western societies that access to education was
the road to prosperity and peace than it was by changes within the
academy.” The move to value deconstruction did not remove the need
to measure the accomplishments of eighteen year olds according to an
agreed standard.

Whilst we are in a state of flux in our understanding of the purpose
of our work, we still have the pragmatic task of getting students ready
for examinations. Markets kec:p scﬂing goods, even in wartime.

Thus, a kind of Faustian wager exists Nnow in our society. Schools
ostensibly measure academic excellence, whilst not being sure what it
is or will be in the future. We thus ask students to trade their minds on
the current trend in return for a qualification that will allow them to
access the power that an education promises. Whether or not they are
really adequately equipped for the future is anyone’s guess.

Governments and newspapers measure schools by their marks.
English academics and teachers are pcrmittcd to state what should be
valued to achieve a high mark in English. The teacher is thus left to
instruct students in the thcory of how to ac[opt the trcnding values,
or to reject claims to truth or power in order to maintain the relative
standing of her school as an academic institution. Meanwhile students,
given the hegemony afforded to a high pass in an end of school exami-
nation, learn to treat ideas as the pragmatic means to an end. They can
claim their place in the best tertiary institutions by becoming better
and better at writing in the fashion of the day. Increasingly the status
of individual institutions is measured by league tables and websites as
ifa gooc[ education is a thing that is divorced from the philosaphy of
lf:am'mg that guidf:s it.

Ironically, the status of the institution becomes the important thing.
The ‘rebellion’ that ‘exposes’ power is a sycophant to this structure. This
raises the very real possibility that we are teaching our students that it
is not justice or love or pcrsonal integrity or kindness that uitimatcly
matter. It is the pretence of things—including the pretence of rebel-
lion—in order to gain a foothold on the bottom rung of the ladder
to achieving power. It was Muggeridge who stated that educational

institutions were bccoming the new standard in h}fp{:crisy, ahead of

the churches.?
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Measurement and work

In the Christian-Hellenic and Liberal periods the notion of vocation

was still strong. Consider three broad definitions of work:

Work as a ‘job’ that pays the bills and allows the individual to

have a separate ‘real’ life
Work as a ‘career’ that allows access to power

Work as ‘vocation’ that sees family and profcssien:t[ rcsponsi=

bilities as a continuum, actions taken for the good of others.

Both Weber® and Taylor® have noted the importance of Calvinism
to the development of a strong work ethic—where work is viewed as
a social ‘good. In the nineteenth century in Britain and her colonies,
there were cnough rciigious orders and ministers to indicate that thcy
were known locally,® meaning that children engaged with the idea that
a person could choose a vocation rather than a carcer or job. Work was
of value whether or not it was paid. The notion of vocation has shifted
over the twentieth century but the vocation idea, noted above, is still
extant.” Alignf:{i with this, sport was largf:[y though not cxc[usivciy
amateur® and many teachers and nurses worked in vocational settings.’
Perhaps as part of a focus on reducing the patriarchy that existed in our
society we decided to highly value the notions of career and to devalue
the idea of vocation. Pcrhaps it was part of what T:tylor identifies as the
creation of an imagining of the person as a “buffered self’, no longer
porous to spiritunl definitions.'’

Have we sought at least in part to solve the problems associated with
gender and class by using advancement in career as the gold standard?
To work without a chance ofa highcr payor advancement in status was
to limit the pctcntial to be cconomicaﬂy indcpf:ndent. The work that
has become most highly valued is work outside the home."

This impacts the English teacher in that she works with many authors
and texts who viewed their lives as a vocation. It gives her a chance to
cxpl{:rf: nuthcnticity. Whether it be a character like the “Whisky Priest’
in The Power and the Glory or the actual life of a poet like Shelley or
Coleridge, or the way that the characters in Paul Gallico’s The Snow
Goose took on their task of saving a bird and saving men from the guns

of war, vocation was highly valued. In a utilitarian so-::ir:ty the cquation
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is that work is for pay and status and independence. There is both a chal-

lenge and an opportunity for the English teacher in this circumstance.

Vocation as the outcome of education: four approaches to work

How should Christian teachers respond as moral and ethical agents
to the challcngcs of education and its outcome, work? The rest of this

chapter will look at four approaches to work:

1. Work is valued, as is the worker, for their own sakes

In quite a famous interview on the BBC in 1979 two of the Monty
Python writers defended their film The Life of Brian from a claim that it
was blasphemous and should be boycotted.'* At that point in Britain’s
history, the established church still had some ground to defend. If you
watch the interview you will hear the bishop and the commentator
(Muggeridge) secking to argue that the film will degrade the youth
of Britain and undermine their understanding that the Incarnation is
the central act of human history. It is clear that both men believed that
it was the cooperation between church and state, in some form, that
would provide the good society.

John Cleese clearly held—and the laughter in the audience sug-
gests he was not alone—that it was the frecing of the society from the
claims of religion that was important. To Muggeridge and the bishop we
might rightly ask if it is valid to seck to link Christian faith to the type of
political power that is able to control culture. In the light of Habermas’
commentary I think we could also spear John Cleese’s (secular?) cow
and ask if the inability of some secularists to respond to religious belief
with anything other than ridicule and suppression has contributed to
the rise of extremism. Both suggestions have a populist ring to them
but neither is suthcient. Miroslav Volf has written an excellent com-
mentary on the importance of allowing all voices, including religious
voices, a place in the public square.”® Christians have a rich heritage in
being a minority—we do not need to be privileged.

Under the pressure of performance for a final examination our
response need not be to simply teach students to write according to
the zeitgeist. Remember Anselm’s phrase ‘faith secking understand-
ing’'* We can encourage reflection that has integrity. In this we value

thf: Sﬂ]dCﬂt’S vocation (l am a Stlldf:nt WhO SEEkS to EC“ tl‘lﬁ El'llth as [



CHAPTER 33 The English teacher in a society that measures |

understand it) over their career (I am a student who will write what is
required to access power).

The task of the teacher is not to create students who create polem-
ics. As teachers we can see past the politicai divide and value the role
of the educator as the one who assists students ‘to understand’. Can we
teach our students this? No sub}cct is off limits. Yes, the secular voice of
Cleese should be heard. Recognise the reasons for his criticism, under-
stand why peop[f: see things as funny. Yet don’t be afraid to criticise
the critic. Cleese should not represent a new orthodoxy or hegemony.

And to this end, I suggest we continue to allow students to access
Jesus’ parables and sermons. Continue to note the line of thought
from the theological and philosophical discussions of the churches to
literature. For example, Dostoevsky’s chapter on the Grand Inquisitor
in The Brothers Karamazov is the basis of the creation of the character
of Mustapha Mond in Brave New Warld. Let’s not treat Huxley's text
as if written without access to the whole history of Christian thought.
With this and other texts, we can engage with the hismry of ideas, and
the contested arguments within them.

Consider William Blakes ‘Poems of Innocence and Experience’
The poems of innocence are those with a childlike quality."” “The Lamb’
is almost a nursery rhyme. In contrast is “The Tyger.. It represents the
loss of innocence, perhaps primarily of the rural scenes of England as
the Industrial Revolution took effect, but also of the individual in rela-
tion to their faith in a good God.

I enjoy Blake. Yet it is not my point here to simply appreciate him.
I am interested in the underlying structure of thought that his poetry
exemplifies. In work like Blake’s, the teaching of English shifts from
bcing about ﬁnding and resting in the true God—which was the goal
of Luther and Calvin and the Reformers—to relinquishing oneself
of the burden of deceit that faith or industry provides. This period
of literature gave society a new canon, and a new role for the canon
to tulfil. The English teacher has a new archetypal hero in his or her
canon—the writers who expose the hypocrisy of faith, or its inevitable
decline in the life of the thinking person, or its prc:judicc: or ignorance
or cruel mythology.

And the English teacher, whether he be early-modern European or

contemporary, gains a certain power in being the person who reveals to
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the student the new canon. In the time of the great liberal arts schools of
Europe, knowledge of the Bible and of Homer was rich and infused in
the culture. This made the voices of those who contradicted the power
of the church or traditional social order very influential.

It is not hard to see that this remains a central aspect of the imagina-
tion of all of us in Western cultures. Moving forward from the so-called
Liberal period to today we sece many writers who set their novels in
carlier cpochs, or who revisit historic events in order to engage with the
powerful act of the loss of faith. Consider the novels of Hardy or Elliot,
a poem like ‘Dover Beach’ by Arnold, or ‘In Memoriam’ by Tennyson,
or more recently a novel like Night by Elie Wiescl. I ask you to conduct
an exercise in your own reading and to identify the number of books
that characterise pcoplc of faith in a negative position in order to be
able to promote a vision of human autonomy or self-actualisation or
personal freedom.

It is important to recognise two different possible approaches here.
It is valid, in Christian terms, to pmvidc a pmfound chalic:ngf: to the
mind and cthics of a person. Jacob wrestled with God, and David was
challenged by Nathan over his adultery with Bathsheba. And each of
the above books shine a light on hypocrisy or self-delusion or the intel-
lectual challenges with which people of faith must engage.

Yet are there ways of replying to the edifice of doubt that these
texts collcctivcly build?

Christian English teachers need to be aware of the repetitive theme
of the loss of faith in a secular society. It is important also to recognise
that in this act the writer is dependent upon the possible claim to truth
that a rcligious position might have. Effective literature moves from
the ‘givcn’ to the ‘new’ It is very interesting to think about the lack of
a new ‘given’ within our socicty. If faith is truly dead, then why does
literature keep resurrecting it? Does literature resurrect faith, only to
kill it again, because the alternative is nihilism?

Consider for a moment what rcality is like should the atheistic
Darwinian be right. The universe would be formed by a trillion trillion
impcrsonal causes and effects. Whether we be rc[igious or irrf:iigious,
we are wholly and completely the result of these random forces. The
argument that is implicit in some of our literature that n:ligious pcopic

are in some way more prone to violence or patriarchy suddenly means
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little. We are just another variety of living thing. Violence and patriar-
chy are just other responses to life—like the tiger’s teeth or the spider’s
poison. Nothing is better or worse. Those with religious belief might
have a genetic or learned characteristic that makes them more or less
likely to survive. No one can say. It is possible in such a universe that
even the person of extreme religious violence, the person I would oppose
with all my being, might end up winning out, and the religious pacifist
or rampant capitaiist or soft socialist who opposes them would have
nothing of any value to say in return except that ‘the fittest will survive’
And therefore, if survival of the fittest is the driving mechanism, the
literature of those who oppose religion is written simply as another
means of trying to make their genetic or learned characteristics survive.

And if we follow the line of Sartre and seck to espouse a society
based on authentic existential acts, or like Derrida claim that cvcryl:hing
can be deconstructed except justice (and why not justice?) we are in no
better position. A counter-claim might be that justice matters. Your
claim might include a notion of love. We might both hold to a beliefin
the Rule of Law. Alternatively, we might set our collective goals around
ridding the earth of sexism or ageism but if someone else decides that
we are living in a state that is caught between powers like Ukraine or
Syria, and acts with power against us, on what moral grounds can we
reply? They may have their own injustices to revenge and their own
authenticities to follow.

Against this background the Christian English teacher has no need
to be defensive. A Christian vision of humanity is in fact a beautiful
one and can be appreciated as such. Its beauty lies in that the human
bc:ing is valued because thcy are created by a good God, their ‘dark-
ness is honcstly recogn ised, and rcdf:mption is the undcriying theme
that really matters.

And this vision is in line with an understanding of work that values
the person who works in and of themselves and not for the status they

attain.

2. The development of the conscience and its role in vocation
Myths and legends have always been useful for the English teacher
because they open the student to the idea that something can be true
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that is not scientifically true. Thus something can be declared beautiful
or good without the need for empirical evidence.

One of the central beliefs of Christians is that people are made in
God’s image. Part of this imaging is that we have a will, a freedom, and
that our conscience is critical to us living as Christians each day. We
act in sin against God via this will, and it is our will that we submit to
Jesus, as in Philippians 2 (‘Every knee shall bow and tongue confess’).
Our consciences are essential to our humanity. The call of Paul for us
to claim every thought captive to the obedience of Christ is a call to
redeem our consciences.'® It is not a call to r-::[inquish freedom, but to
enact it, to find ways of acting in love when the temptation is strong
to act in self-interest.

Platos story of the ‘Ring of Gyges™” came originally from Herodotus.™®
It is the tale of a peasant (Gyges) who finds a lost chamber. Within it
is a dead king. On the kjng’s ﬁngf:r is a ring that, when worn, makes
Gyges invisible. Gyges lives in a land ruled by a tyrant. He is thus suc-
ccssﬁlﬂy able to commit adultcry with the tymnt’s wife, kill the tyrant,
and usurp power.

In Plato the ring stands for the invisibility that we all possess. We
cach have a mind and that mind is invisible to everyone else. Perhaps
in these days of the internet we can see this even more clearly, with the
possibility that a person can from some invisible cyber-space give secret
praise or hurl insults at others.

The PDHPE teacher might assist students to strengthen their
bodies, the Art teacher might assist students to control the movements
of their fingers, but the English teacher has the development of the
conscience as one of their primary intentions.

The wonderful thing about the ethics of this rclationship is that the
teacher can say to her students that they will always be guaranteed to
have authentic control over the part of themselves that is being devel-
oped in the English classroom. God gives humanity moral freedom
in Genesis, and the act of Jesus on the Cross is a free act of love that
requires a free act of love in response. The English teacher highly values
the moral freedom of her class.

And to boot, given that cach of us has a ring of Gyges, even if the
teacher wanted to be a despot of her students’” minds, she couldn’e.

She can’t even see what they are thinking if they don't offer it freely.
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Any reading of the Sermon on the Mount" will result in the reader
understanding that the call by Jesus to act in certain ways is a choice,
not a compulsion.

This means that the teacher can open a discussion with students
about how the conscience should be trained. Much of our literature
values human autonomy—whether it be the sensual freedom of Dylan
Thomas or his call to not go quietly into that good night. Yet it allows
also for the question as to whether human autonomy is the answer.
Studies of dystopias like Lord of the Flies, or Brave New Warld, or Animal
Farm,or Blade Runner cach explore the notion of how humans deceive
others to gain power and how they casily abuse their invisibility to
others and their autonomy. A book like Marilynne Robinson’s Gilead
or Dostoyevsky’s Brothers Karamazov exemplifies a vision where the
conscience of the individual submits itself to a love that is greater than it.

Similarly, any discussion about the inner life of the individual opens
the class up to rich poetry: Hopkins, Donne, Les Murray; poets who
are honest about their inner lives. We share their joy and their wonder
and their gricf.

In this way, we are fulfilling the Christian-Hellenic wish to create
the person and to allow them to imagine and to access God. We are
also fulfilling the Liberal aim of allowing critique. We take a further
step than the secular teacher. They just doubt their faith. We doubt
our doubts as well.

This connects to the notion of vocation in that it values the idea
of agency. The student whose purpose is beyond the utilitarian devel-
ops a moral courage. The student in the class is an agent—someone
forming authentic positions, not mimickjng accn:ptc:d pﬂmdigms. In
this we are activcly creating citizens who are able to question reiigious
and secular authority with respect. Yet we are deconstructing the notion
that the church is to be read only as the keeper of tradition and con-
servatism: they can understand that the church exists in the margins

of the mainstream.

3. The development of the beautiful and the good and their role in vocation

It is right and proper that the student of English should encounter
pathos and despair. Be it Lady Macbeth’s or Othello’s laments, or the
cries of pain of Hopkins, or the sadness of Tennyson’s ‘Lady of Shalott;,
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the student grows emotionally and personally from secing that she is
not alone. Texts by writers like Markandaya® provide an insight into
the pain of poverty. Others have felt a pain that is greater than, or
similar to hers.

Yet how can they also open the student to joy and gratitude?
Theologian ] I Packer said that in Christianity, ‘Doctrine is grace and
cthics is gratitude and something is wrong with any form of Christianity
where this is not the case.’ This attitude is the opposite of the atheist
Bertrand Russell who stated:

That Man is the product of causes which had no prevision of
the end thcy were achif:ving; that his 01'ig1'|1, his growth, his
hopes and fears, his loves and his beliefs, are but the outcome
of accidental collocations of atoms; that no fire, no heroism,
no intensity of thought and feeling, can preserve an individual
life beyond the grave; thar all the labours of the ages, all the
devortion, all the inspiration, all the noonday brightness of
human genius, are destined to extinction in the vast death of
the solar system, and that the whole temple of Man’s achieve-
ment must 'Lnt:vimbly be buried beneath the debris of a universe

in ruins—all these things, if not quite beyond dispute, are yet

SO l’lf:al'l}’ certain, that no philosophy which rejects them can
hope to stand. Only within the scaffolding of these truths, only
on the firm foundation of unyielding despair can the soul’s

habitation be saff:ly builc.

Miroslav Volf captures the possibﬂitics open to the Christian
English teacher in Ffamrﬁsﬁjz’ng He notes the dual importance of pleas-

ure and meaning,. He writes:

In choosing between meaning and pleasure (that is, in think-
ing that we need to choose between meaning and pleasure)
we always make the wrong choice. Pleasure without meaning
is vapid; meaning withour pleasure is crushing. In its own
way cach is nihilistic without the other. But we don't need to
choose between the two. The unity of meaning and pleasure,
which we experience as joy, is given with the God who is love.
It is why we need religion in a globalised world.

The Christian English teacher values both meaning and pleasure.

Her theology informs her as to why she does this. This brings joy to her
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classroom and the way that she teaches. She can critique the vapidity
of hedonism. She can disempower characters who have no lightness of

being—the Bertrand Russells of this world.

4. The creation of the ‘redemptive’ classroom and its role in vocation

Finally, the Christian English teacher has the opportunity to note the
significance of redemption. Many of the West’s favourite stories are
redemptive.

This theme reveals to us our deep hope that our lives could be valu-
able both in the transcendent and the immanent. The chief purpose of
people, says the Westminster Confession, is to glority God and enjoy
him forever.

The English teacher can teach texts that feature dystopias (e.g.,
Frankenstein, Lord of the Flies) in order to critique the uncritical use of
the progress metaphor in the society, or texts that highlight hypocrisy
in the church (e.g., a film like Spotfight) but she also has a tremendous
opportunity to teach texts that help the student understand why the
gc-c:-d society matters or why pcrsaﬁal integrity matters. This will br'mg
her to the theme of redemption.

Redcmptivc texts repeat the gospci meta-narrative: flawed indi-
viduals or groups find salvation in an act of grace or kindness; people
can change and grow and contribute. The purpose of an education in
English is to learn to love.

Thus, as students engage with their final examinations and its ‘scnrting
hat” we can aspire that they have personal authenticity, a conscience,
an appreciation of aesthetics and a commitment to the common good,
all qualitic:s that will assist them to transcend any cultural Dvcr-valuing

of representation at the cost of personal integrity.
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CONTRIBUTING THROUGH CHRISTIAN EDUCATION
TO CHARACTER FORMATION

34 Developing the virtuous
learning character

James Pietsch

... a complete and flourishing human being needs all the basic
strengths of character ... The *virtues are the different strengths
of character which together contribute to someone becoming
a fully flourishing human being.

NT Wright

hat approach should we take to developing the character

of our students in accordance with our uniqucly Christian

vision of the future which looks forward to the new crea-

tion, the bringing togf:thcr of heaven and earth in one n:a[ity? This
question requires us to reconsider once again what should be the purpose
of education, and more spcciﬁca]ly, the purpose of Christian education.
In a book titled What's the Point of School ! Guy Claxton chal-
lcngcs the idea that the purpose of schools is to transmit knowlcdgc
and information to students. Instead, he argues that schools should be
places that teach students how to learn. Schools should teach students
about how to deal with uncertainty, what steps they can take even when
they do not know how to solve a particular problem. Schools should
build resilient learners who are not put oft by initial difhiculties, but
persevere when faced with challenging problems, resourceful and reflec-
tive learners who know how to learn in teams and individuaﬁy. This

emphasis on teaching students how to learn, Claxton argues, should
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be evident in cach classroom as students learn about Shakespeare, the
periodic table and quadratic equations.

The development of students” capacity to learn, associated with
approaches such as ‘Building Learning Power;, “Visible Thinking” and
‘Habits of Mind; represents a significant challenge for educators today.
There is a growing awareness of the need to reshape education towards
a focus on preparing students to be lifelong learners, and approaches
such as these represent important frameworks designed specifically to
achieve this goa[. But the purpose of [caming activity within Christian
schools needs to reflect the spcciﬁca]]y Christian vision of human
fourishing found in the New Testament—a vision that focuses on the
development of Christian character, encouraging specific behaviours
and habits that result in the formation of character and the dc:vc:iop-
ment of Christian virtues.

This chaptcr will examine ways of buiﬁding a lcarning community
with the specific goal of developing learning character informed by the
vision of human ﬂourishing found in the New Testament. Leamingrbar—
acter refers to the interplay between the students’ developing capacity
to learn and the formation of character. Developing learning character
will result in more than just students who are powerful learners—it
will result in students whose learning is characterised by a deep sense

of compassion, grace, kindness, humility and justice.

Expansive education

The model of dcvcloping lcarning character fits within the body of
approaches to education described by Lucas, Claxton and Spencer as
‘expansive education’ (2013). Drawing on Yrjo Engestrom’s notion of
‘learning by expanding’* Lucas, Claxton and Spencer identify many
current appronchcs to education which seek to do four things. Expansive
approaches to education, first, adopt goals that extend beyond conven-
tional achievement on examinations; second, expand on our notions of
intelligence and the kinds of dispositions that will enable young people
to succeed at school and th:ough{:ut their lives; third, see lcnrning as
somcthing which takes pl’.u:f: in many different contexts as well as the
classroom; and fourth, recognises that teachers also have the capacity

to be ongoing, enthusiastic learners as well.
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There are many expansive approaches currently being implemented
across different countries using a range of conceptual frameworks
within which to describe the process of learning and associated ideas
about intclligcn-::c:, mindsets and culture. Thf:y include Project Zero run
through Harvard University,* Art Costa’s Habits of Mind framework®
and approachf:s focused on teach ing phi]osophy to young children.

The term ‘expansive education’ refers to a unique aspect of edu-
cational activities when ccmparcd with other human activities. All
human activitics, according to Engestrom (1987), involve the trans-
forming of objects to achieve outcomes that meet human needs. Unlike
other human activities where the object is typically some material good
or service transformed to meet a human need, educational activities
focused on learning (as distinct from educational activities focused on
‘schoolwork’) have as their objects for transformation the members
of this community of practice themselves. Drawing on Marxs inter-
pretation of Hegel's dialectic, Engestrom argues that human activities
evolve over time in an attempt to resolve the fundamental production/
consumption dialectic. But in expansive learning activities, the produc-
tion/consumption dialectic resolves into a synthc:tii: unity that drives
the activity to a point of expansion or generation, producing new forms
of human activity that have been made possible by the strengthening
of learning capacity. Students at school grow and mature to be people
who are able to participate in other forms of human activity that exist
separate to the original learning activity.

The purpose of schooling, therefore, could be described as the
process of recognising what characterises the human activities that
our students will one day be engaged in, and what learning character
will best prepare them for these activities. This definition of purpose
summarises the purposes of all educational practice, Christian or oth-
erwise. But what are the human activities that our students will one
day be engaged in? We may answer this question with reference to our
undc:rstanding of life in the twcnty-ﬁrst century and identify the ways
in which our current practice needs to change away from transmission
approacﬁf:s to lcaming towards participatory approaches. Ccrtain]y, this
is the intention of expansive approaches to education outlined earlier.

For us, however, as people of the Kingdom of God who look forward

to the restoration of all things, there is a much larger picture of the
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types of human activities that students could be engaged in, associated
with their participation in the new heavens and the new carth. With
this understanding of the future, we seck to develop students’ learn-
ing character, tf:ac:hing them the ‘languagc of heaven” in anticipation
of this eschaton evident throughout the Bible. While not all students
will choose to be a part of this new creation, the spcakjng of this lan-
guage by teachers, other students and staff creates an opportunity
within our schools for students from different faith backgmunds to
gain an insight into God’s plans and purposes for creation. The spf:ak»
ing of this language also challenges the dominant tongues of our age
that speak of individuality, self-fulfilment and greed. It has the poten-
tial to generate ways of thinking, acting and doing that communicate
something of God’s character and the virtues that will characterise the

coming kingdom of God.

|dentifying strengths or developing the whole person

How, then, might schools pursue the development of learning character?
There are two different possibilitics suggested by different approaches.
The first is to provic[c a context within which the character st.rcngths
of young people are encouraged to grow. The second is to identify the
character strengths that are important to a particular community and
to put into place strategies for developing these character strengths.
The character strengths approach suggests that the best way to
educate young people is to encourage existing strengths to grow and
flourish in individuals, like a gnrdencr providing the conditions for a
plant to grow according to its nature. The role of the teacher is to identify
the character strengths of each student, building up different strengths
in different students. In contrast to this approach of “playing to one’s
strengths, the approach of ‘Building Learning Power’ views each of the
dispositions as appropriate to promote with 2/ students. Claxton et al.®
describe these dispositions as muscles which need to be exercised indi-
vidually, but all contribute to the development of powerful learning.
In a similar manner, Paul encourages his readers to put on the whole
range of virtues—we cannot seck to become experts in one area (such

as kindness) while neglecting to be self-controlled or gentle.
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Christian education, therefore, is about developing the whale
person so that all students, irrespective of their character strengths
or weaknesses, have an opportunity to put on cach of the different
virtues that characterise the Christian vision of a restored humanit}f.
While all students are encouraged to become better learners within
the framework offered by Building Learning Power, students are also
encouraged to become people who reflect the character of Jesus. All
students, therefore, are encouraged to become better collaborators and
better at lcarning indcpcndcntly. All students have opportunities to
dcvclop their capacity to think l{:gicaﬂy and all students are encour-
aged to imagine new possibilities. As well as becoming better learners,
all students are encouraged to consider how they might become people
of compassion and grace.

Claxton and colleagues regularly describe the classroom as alearn-
ing gym in which different ‘lcarning muscles’ are exercised at different
times: ‘| Building Learning Power] ... uses our knowledge of learning and
the mind to create a coherent picture of the kinds of mental agiliry and
emotional stamina the good learner has, and to make sure that schools
give all these aspects the work-outs they need in order to develop’”

We often use the analogy of a fitness coach in a gym. Such coaches
arc able to construct broad, balanced and effective exercise regimes
that will help people get fitter, because they have a model of what the
different ingrcdif:nts are that go to make up ‘fitness. Thf:y can get us
to work on all those things, and gradually, in concert, they add up to
improved fitness.”

This same fitness metaphor is adopted by Wright (2010) to describe
the process of character formation through habits of practice: “Working
on one or two (muscles) isn’t enough: there’s no point having super-fit
legs while the rest of the body is flabby, for example, .... In the same way
a complete and flourishing human being needs all the basic strengths
of character ... The “virtues” are the different strengths of character
which t{)gcthf:r contribute to someone bccoming a Fu]]y ﬂourishing
human being.”

The activities that students engage in, therefore, both inside and
outside the classroom, can be designed to promote the development
of habits, dispasitions, ways of acting and thinking that can become

character-forming over time. All students should have opportunities to
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build their learning character whether they (or us) identify these charac-
teristics as strengths or weaknesses. While students might pursue their
own individual interests within different areas of the curriculum and
develop expertise specific to their interests (what might be described as
finding their ‘element’ by Sir Ken Robinson),!? all students are encour-
aged to become more powerful learners and people committed to the
project of restoring a broken world.

Peterson and Seligman'' make a similar case for the necessary
c[r:vclopmcnt of virtues. Thcy ic[cntify six virtues which are related
to twcnty-feur character traits—wisdom, courage, humanity, justice,
temperance and transcendence. ‘Good character’ requires the devel-
opment of cach of the six virtues they identify, drawing on a range of
cultural, spiritual and ethical traditions (reflecting closcly Aristotle’s
four cardinal virtues of prudcncc, temperance, justice and coumgf:).
But Peterson and Seligman and their colleagues, in the development of
their ‘'signature strengths’ approach suggest that the existing character
strcngths of individuals providf: the initial focus of teachers’ attention as
they attempt to strengthen students’ character. The approach described
here as the development of learning character challenges teachers to
promote cach of the different elements of learning character, building
up the learning capacity of each student irrespective of their strengths

and weaknesses.

Pathways to character formation

Tom Wright identifies within the New Testament an ongoing discus-
sion about the formation of character."” The key to the development
of virtues, accord ing to Wright, is the tmnsf{:rming of the heart and
mind. It is not by following rules that we become truly human, nor is
it by simply being true to our inner selves. The first way involves iden-
tifying rules for living within the biblical writings and then obeying
such rules to the best of our ability. The second is to reject the notion of
rule-following, instead living ‘authentically’ by being true to our inner
selves which have been transformed by the Spirit of God.

Wright plots a third path which brings together these perspectives
within a theory of virtue. Rules and guidelines help us to know what

types of behaviours are more likely to build the character associated
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with the kingdom of God. But the end result is not primarily obedi-
ence (although obedience is an outcome), but the transforming of our
character is such that our inner being is characterised by love, faith,
hope, compassion, kindness, humility and gentleness. However, this
is our second nature rather than our first, and it only becomes second
nature over a considerable pcriod of time. Appf:aling to our inner
selves as a guide for ethical decisions represents an unwarranted short
cut. Yes, the end result for those who await the coming new creation
is a renewed heart and mind such that we reflect the character of God
in this world. But the tr:msforming of our hearts and minds does not

happen overnight—indeed, it could take a lifetime.

Developing the virtuous learning character

How, then, can schools be placcs that promote the Christian virtues of
love, kindness, patience, self-control, grace, compassion, humiliry and
scckjng justice? Requiring adherence to a code of conduct is unlikf:[y
to change people’s character. Nor can we expect that students will
simply know within themselves how to live in a manner that reflects
the character of the kingdom of God. The third path suggested by
Wright involves promoting behaviours (which would be described
by Peterson and Seligman as situational themes) that become habit-
forming, resulting in the transforming of character. In the context of
schooling, therefore, character formation can occur through students
(and teachers) engaging in carcfully-designed learning activitics which,
over time, result in the tmnsﬁ}rming of its participants. As with the
current emphasis on twenty-first century learning, we need to be open
to replacing our transmission approachcs to lcaming and dcvclnpmcnt
focused on rules by participatory models that view character develop-
ment occurring within a community ofpracticc.

In Virtue Reborn, Wright identifies five related elements of Christian
communities associated with virtue formation that he locates around
a circle of virtue. Each element informs the next element around the
circle such that it doesn’t matter where someone starts in this circle of
virme—cvcntuaﬂiy, all five elements will come into play to providc a

context within which the people of God are challenged and encouraged
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to become people of Christian virtue. These five elements are outlined

in Figure 1.
Figure 1
Practices Scripture
Community Stories
Examples

Wright outlines how these five elements operate and interact with
cach other in healthy Christian communities—typically in the form of
church communities. However, these five elements are also evident in
schools that see their role as sharing the vision of the ‘complete” human-
ity outlined in the New Testament. Schools whose purpose, character
and practices are shaped by the teachings of Jesus provide a context
within which habit formation and subsequent character development

are possible, incorporating the same five elements identified by Wright.

The first element identified by Wright (common to churches
and schools) are their ‘texts’ or ‘voices. Just as churches come
together around the reading of scripture, so schools have their own
‘texts or ‘voices’ (using the notion of voices from Bakhtin’s theory
of dialogical spaces'® that promote habits of mind in particular)
and ways of doing that are foundational for the development of
character. Many of these voices are heard through scripture in
Christian schools, through the teaching of the Bible and conversa-
tions about the Christian world view that emerge from the biblical

St(ll'y. U!lijkﬂ most Chlll'C]lCS, hOWf!VCi', SChDOlS are communitics in
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which multiple voices contribute to the learning conversation. This
conversation may include the voice of scripture, alongside other
voices drawn from scientific communities, historians, geographers,
scholars in many different ficlds as well as the voices of teachers and
students. This conversation can be shaped, prompted and directed

tDWElIdS thﬁ' C[CVE]OPHIC[I[T oflcarning charactcr.

The second element identified by Wright is the sharing of stories.
Claxton describes the activity of teaching as an ‘epistemic appren-
ticcship’l‘i. Whether we do so Lntcnl:immﬁy or un'mtcnti{ma[ly,
teachers communicate certain beliefs about learning. Is the practice
of learning mathematics, for example, about avoiding making errors,
or is it about taking risks and exploring where different ideas might
lead? Teachers rcgn]nrly tell stories that communicate beliefs about
students’ capacity to improve their understanding—whether our
[c:u’ning capacities are n:iativc[y fixed, or whether it is ;1[ways pos-
sible for us to develop as learners. Teachers also tell students stories
about how lc::u‘ning occurs ( intcntionaﬂy and unintentionall}r).
Does lf:arning occur primari[y through drill and practice, rhmugh
the communication of ideas with others, or by askjng the teacher
what the correct answer is? Claxton argues that all teachers, whether
they are conscious of it or not, are ‘epistemic coaches, training stu-
dents to think about lcaming ina particular way. He suggests that
teachers need to be conscious cpistemic coaches, idcntifying those
learning dispositions which they are trying to build up in students
cach lesson. He argues for a ‘split-screen’ approach to each lesson
where teachers are encouraged to consider how they might teach
content and strengthen dispositions known to support learning.
Simﬂarly, all teachers communicate somcthing about fearning
character, intentionally or unintentionally. Sometimes we do this
through the feedback we provide students (see Julia McGonigle's
chapter for a discussion on how feedback is related to character
development). We do this through the stories we tell about the
benefits of learning. Students may be encouraged, for example, to
approach their learning as a pathway to personal empowerment,
increasing their chances of happiness and prosperity later in life. Or

thcy might view lf::tming asa pathway to a life of service, whcrcby
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their skills, knowledge and capacities can provide support and
comfort to other people.

Learning might be viewed as an individual endeavour in which
each individual is competing with those around them to gain the
‘rewards’ of learning (which might be in the form of grades, accept-
ance into a university course, or simply the praise of the classroom
teacher). Or our individual learning could be seen as a process
inl:imﬂtciy linked with the [caming of those around us and that we
learn best when we learn from and teach cach other. Finally, learn-
ing might be connected with our sclfaimagc and ego, or it might
be an outworking of our intellectual humility. The stories that we
tell about ‘learning power’ as a means of self-advancement or as a
means of serving others providc powcrﬁli insights into the values

and virtues that are most valued within our school culture.

The third clement is students follow examples, most notably
their teachers. We model how to interact with difterent conceptual
ideas cach lesson, but more importantly we model what learning
looks like in our various d isciplincs. Our lenrning practice informs
our students’ practice. What do we do when we get stuck? How do
we deal with the fact that our understanding of cach subject area
is also incomplete? We need to model the same learning character
that we hopc our students will one day exhibit, bf:ing intc:llf:ctuaﬂy
humble, pcoplc who ask questions that extend our thinking, who
collaborate with others displaying grace and compassion rather
than arrogance and ego. We need to be people who listen to our
students to hear their perspectives and value these perspectives as
sources of new ways of understanding our subject area, approach-
ing our [f:aming as an opportunity to become a voice for justice

in the world.

The fourth element in Wright's circle of virtue development is
engagement in a community. As we reflect on our goal of build-
ing lf.:am'mg character, we seck to establish communities ofpmcticc
within which students (and teachers) are able to transform them-

selves, growing in understanding and maturity.
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The fifth element in Wright’s circle of virtue is a common
language to talk about learning character and establishing
common practices in each class. This language associated with
learning character should be evident across the school such that all
members of the school community recognise that ‘learning” and
‘growing as people of character” are features of the school commu-
nity, not just for students, but for all participants in this community
of practice—as teachers, parents and other staff w-::)rldng within
the school are also encouraged to be people of grace, compassion,

humility and justice.

In summary, learning character is promoted in schools in many
different ways. Teachers model learning character, encourage students
to adopt different aspects of learning character, tell stories about what
‘good’ learning involves and promote the development of learning com-
munities that are characterised by expansive learning activities which
have as their outcome the development of learning character. Schools
support the dcvclopmcnt of such communities of practice through
the way thcy structure lcaming activities, the l:mguagc that is used
to describe learning and the way that all members of this community

show an eagerness to learn and grow in maturity and understanding.
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CONTRIBUTING THROUGH CHRISTIAN EDUCATION
TO CHARACTER FORMATION

35 Building learning power

James Pietsch

... the world is full of all kinds of possibilities of the God of
hope. It sces reality and [humankind] in the hand of him
whose voice calls into history from its end, saying, ‘Behold, 1
make all things new’, and from hearing this word of promise
it acquires the freedom to renew life here and to change the
face of the world.

Jiirgen Moltmann

esearch in education continues to contribute to our under-

standing of how students learn and how schools can be more

cftective places of learning for both teachers and students.
However, much rescarch pertaining to education and learning is yet
to find its way into classrooms where the practices established in the
nineteenth century for f:ducating the working classes remain. This is
despitc the clear case for rcforming our educational practice given the
significant societal, cultural and technological changes that we have
experienced over the past two hundred years.

Any case for change rests on assumptions and attitudes regarding
the purpose of education. Only once the question of purpose has been
answered can we then turn our attention to evaluating different strategies
for achieving our goals as educators. In a book titled What's the Point
of School, Claxton challenges the idea that the purpose of schools is to
transmit knowledge and information to students.' Instead, he argues

that schools should be places that teach students how to learn. Schools
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should teach students about how to deal with uncertainty, building
resilient learners, encouraging students to be resourcetul, reflective and
developing amongst students the capacity to learn with others. This
emphasis on teaching students how to learn, Claxton argues, should
be evident in each classroom as students learn about Shakespeare, the
pf:riodic table and quad ratic equations.

This represents a significant challenge for schools whose activities
have been framed by programs focused on delivering content rather
than dcvcloping lr::trning dispositions. Furthermore, it represents an
additional challcngc: for Christian schools who have not only under-
stood their purpose as teaching content, but have also placed particular
emphasis on teaching content associated with the gospel. If the purpose
of schooling is not the transferral of knowledge from teachers to stu-
dents, but rather the development of students’ capacity to learn, then
what would this look like in a Christian school ?

The purpose of this chapter is to outline a model for Christian edu-
cation that is focused on the development of learning character. This
approach has emerged from collaborative discussions amongst staft
members at St Luke’s Grammar School NSW Australia who, over the
past three years, have been focused on reshaping classroom practice to
provide students with opportunities to become more powerful learners.
Drawing on educational rescarch from many different theoretical per-
spectives, this :lppmach identifies a range ofdispositions associated with
powerful learning and situates learning activity within a larger purpose
for education—that of character formation, drawing on the specifically

Christian vision of human flourishing found in the New Testament.

Building learning power

The model of education that has been foundational for dcvci{:ping
this framework is Guy Claxton’s Building Learning Power* Claxton
and colleagues identify a range of learning dispositions that contribute
to students’ capacity to learn across the curriculum. They suggest that
teachers should maintain a dual focus each lesson on learning how to
learn as well as lcarning how to make sense of the existing curriculum.

As students learn about geography, science and mathematics, students
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should also be taught explicitly how they can become more powerful
learners.

Claxton et al. (2011)? describe the ‘supple learning mind’ as one
which is able to be reflective, resourceful and resilient and has the
capacity to learn in social contexts (strong in ‘reciprocity’). In devel-
oping this approach to learning they suggest that the basic vocabulary
of learning needs to be usable—neither too much nor too little infor-
mation for teachers to generate ideas on how to change their practice.
The model, therefore, begins with the four Rs, but underneath each ‘R’
are four or five “finer-grain learning capacities. (p. 40). Reflectiveness
describes the strategic and self-managing aspects of learning and is
subdivided into Planning, Revising, Distilling and Meta-learning.
Resourcefulness is the cognitive category and includes Ql’cstioning,
Making Links, Imagining, Reasoning and Capitalising. Resilience
refers to the emotional cngagement with the content and includes
Absorption, Managing Distractions, Noticing and Persevering. Finally,
Reciprocity is the heading for the social side of learning and includes
Interdependence, Collaboration, Listening/Empathy and Imitation.

Developing a language for talking about learning is a critical step
towards developing a culture of learning amongst students and staff.
The four categories for thinking about learning and their respective
learning capacities give students a way of describing their own learn-
ing and reflecting on how they can strengthen their learning capacity.
Furthermore, the structuring of this language into categories and sub-
categorics enables staff and students to navigate their way around a
conceptual space describing learning at different levels of detail.

Onc of the attractive aspects of Building Learning Power is its flex-
ibility. Different schools across the world have developed their own
language, drawing on the model initially developed by Claxton (2010).
They have restructured the 4 Rs, added in new Rs (such as Respect)
and replaced various learning dispositions with other ideas identified
by cach school as valuable for prompting learning discussions amongst
staff and students. In our context, we need to ask ourselves the ques-
tion: How do we make this model our own? How do we link it to the

ethos of our school?
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Restoration—a fifth R?

As a Christian school, our hope at St Luke’s is that developing learning
character might become the dcﬁn'mg feature of our educational activity.

associated with

This has seen the inclusion of a fifth R, Restoration
the Christian virtues of grace, compassion, humility and justice. Instead
of placing it alongside the other 4 Rs, however, we believe that God’s
project of restoring a broken world providcs a foundation upon which
our cmphasis on icaming dispasitions can be constructed. Througlmut
the teaching of Jesus (and subsequently the teaching of Paul), we sce
the development of a radically different vision for humanity. It is not
the empowcrcd individual described by Aristotle whose moral gooda
ness is a source of pride and self-fulfilment. Rather, it is in the giving
of ourselves towards the restoration of others and the world around
us, working for the good of others rather than ourselves that we find
what makes us truly human.

The concept of Restoration is a way of describing the Christian
hope—the hope that looks forward to the restoration of creation and
the cstabiishing of the new heavens and the new earth. It is this hopf:
which also energises Christian involvement in the present. Jiirgen

Moltmann (1967) suggests that Christian hope:

... sees reality and mankind in the hand of him whose voice
calls into history from its end, saying, ‘Behold, I make all things
new, and from hcaring this word of pmmisc it a::quir-::s the

treedom to renew life here and to change the face of the world.?

We anticipate our involvement in the new creation by making every
cffort to be people whose lives reflect the character of the new crea-
tion that God is bringing into being. As Christian educators, our goal
as teachers is to speak to these virtues with our students, to present a
picture of human flourishing that challenges the dominant paradigm
of self-fulfilment and self-empowerment evident in many secular theo-
ries of education.

In many school contexts the ‘good news’ of Jesus’ death and resur-
rection has been reduced to a set of statements of belief that we present
to students for them to believe in the same way that a teacher of science

might set forth the wave-particle theory of light or describe the structure
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of the atom. We provide reasons for these beliefs and hope that our
arguments might convince some. Rather than merely continuing to
engage in this battle of ideas, our intention is to be clear about the good
news of Jesus’ death and resurrection, while at the same time engaging
students in a broader conversation about the hope of the gospel—the
hope of forgiveness, of experiencing God’s mercy, of being restored and
what this looks like in people’s lives. We want to describe the character
of the Kingdom of God and ask our students to ‘come and see’ what
this looks like in the context of a lcamjng community. As a Christian
school, we hopf: to provide our students with an insight into how thf:y
might locate themselves within the biblical narrative of Restoration.
This biblical understanding of God’s work of restoration provides
a foundation for the development of learning character through an
c:(plicit focus on certain competencies and character traits. How, then,
might we describe the inrf:rplay between the character traits of grace,
compassion, humility and justice and our understanding of learning
competencies? To answer this question will require some clarification

of the language used to describe habits, virtues and character traits.

Routines, habits, dispositions and virtues

Almost all vision statements developed by schools include the iden-
tification of desirable character traits (or virtues) which the school
hopcs its students will have at the conclusion of their formal school-
ing. So the concept of virtue is not a foreign one in education. But the
process by which virtues are formed thmugh educational activity and
the connection between virtues and the outcomes typically associated
with educational activity such as the dcvclopmcnt of undcrstanc[ing
and the capacity to learn have received little attention in educational
resecarch. To dcvc]op an educational thcory of virtue we bcgin with
Tom Wright's book Virtue Reborn.’

According to Wright, virtues grow out of the habits that we form
over a long period of time. They become part of our character, imprinted
within and evident in our spontancous action. They are the second
nature that we take on rather than the nature into which we are born.
Character formation begins with establishing habits of action, habits

of mind and, in the context of this discussion, learning dispositions.
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But prior to developing habits and dispositions, we engage in certain
routines of action that become habitual over time. Habits refer to those
actions or ways of thinking that are no longer the result of conscious
reflection, but happen automatically. They are ways of thinking and
acting which become grounded in our brains and bodies so that we
can pcrform certain tasks ‘intuitivcly’.

Certain categorics of habits, however, become indicative of different
character traits. People who have developed a collection of associated
habits may be described as h:wing a certain disposition. For f:xampif:,
a fastidious person regarding their appearance (a disposition) may be
known by a range of habits which identify them as such—routinely
brushing their hair, checking the length of their nails cach week, floss-
ing every couplc ofdays, etc. The clisposition of bc:ing fastidious about
one’s appearance describes a person who displays this collection of
associated habits.

Habits, therefore, refer to specific actions, while dispositions refer
to a gcncral approach which is characterised by certain habits. This
distinction is evident when comparing Art Costa’s ‘Habits of Mind’
apprc:‘ach{’ and Claxton’s Building Learning Power.

Art Costa’s approach uses the language of ‘habits; although he
defines such habits as being associated with multiple behaviours that
could be regarded as ‘dispositions’ (Costa, 2009). He identifies sixteen
‘habits’ of mind that teachers can promote amongst their students, each
of which describe a category of behaviours (some may be conscious,
some may eventually become automatic). For example, one habit is
‘Creating, Imagining and Innovating. Within this habit, there are a
number of different behaviours teachers encourage their students to
adopt—trying a different strategy when thcy get stuck, generating new
ideas, developing fluency of thought and secking ways to promote origi-
nality. Students who are strong in creativity are more likely to generate
new ideas automatically when faced with problems, rather than have
to remind themselves of the need to do this.

In parallel with Costa’s Habits of Mind, Guy Claxton describes
dispositicns of powerful learners. One such dispesition is Imagining.
But the definition proposed by Claxton and how he describes what this
dispositilon entails sounds quite different to the set of behaviours out-

lined by Costa. Imagining, according to Claxton, refers to being able
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to let your mind explore and play with different possibilities, rehearse
things in your mind, ask ‘what if 2" questions and using your imagina-
tion to think of new experiences. This definition refers to tendencies
and characteristics of thinking rather than spcciﬁc activities. While
there are many behaviours associated with Imagining identified by
Costa and others, Claxton prefers to focus on the approaches to learn-
ing that become more automatic over time.

We might represent the rclationship between these different ways of
thinking using a parallel framework drawn from Peterson and Seligman
(2004). They argue that virtues are formed from different character
strengths: these in turn are built up by situational themes—'specific
habits that lead people to manifest given character strengths in given
situations. Situational themes in schools emerge from the traditional
curriculum through which students are encouraged to develop ways of
I:hinking and doing. Drawing rogf:ther these different models, we can
develop the following diagram through which these different aspects

oflf:arning character can bf! COHHCCI:CCI.

=
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Diagram 1
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By engaging with situational themes emerging from our study of
English, mathematics, science and other subjects in school we identify
various strategies, routines and techniques which support our under-
stand ing of these different subjf:cts. The n::gular use of these different
strategies, routines and techniques lead to the development of a smaller
number of habits. In turn, these habits contribute to the development
of a smaller number of character strengths or learning dispositions
(Peterson and Seligman identify 24, Claxton identifies 17 disposi-
tions and Costa identifies 16 “habits of mind'—m:my of which can
be located at this level). These, in turn, support the development of a
smaller number of virtues.

This describes the left-hand side of the diagram whereby cach
level informs the next level. However, virtues also interact with each of
these different aspects of learning character. They are the fundamental
aspects of our character and our humanness and, therefore, also provide
a foundation from which learning character grows. People of compas-
sion and grace will become learners who are focused on teaching as well
as learning. They will be people who recognise habits that they need
to change, and habits that they need to work on. Finally, they will be
people who make different choices regarding what they learn about
and the environments in which they feel most comfortable learning,

In reflecting on this diagram, we need to remind ourselves that
the purpose of education is not just about dc:vc[ophlg an understand-
ing of situational themes, thinking routines, or even dispositions. It is
about the formation of character. Educators, irrespective of their faith
position, must begin their task by developinga clear picture of human
potential. What is our image of the ‘complete’ (adopting the Greek
word feleios which is best translated as ‘complete’ rather than ‘perfect’)
person and how do we provide students with opportunities to become
complete human beings?

The person who is gracious, compassionate and kind will approach
their lf:zu'ning in very different ways to achieve very different ends.
Good learners demonstrate grace—they care for those with whom
thcy learn, and recognise that if someone has a limited understand ing
of a concept or idea, this merely reflects their current state rather than

their actual potcntial.
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Good learners demonstrate compassion—they seck to serve other
people and support the learning of those around them. It comes as no
surprise that one of the most powerful ways to learn is to teach someone
clse. Compassionate learners recognise that they can contribute to the
learning of others and their own learning by explaining their thinking
and reasoning to other pcoplc. This idea that tcaching and lcarning
are intricately connected is evident in Russian where the one word
obuchenie refers to tcachingf lcaming without distinguishing between
them. Tcaching as a strategy for lcaming reinforces the idea that we are
made to be other-person centred rather than self-centred and that we
flourish as learners when we seck first the learning of others.

Good learners display humility. In an article appearing in the New
York Times in 2014, Laszlo Bock from Google identified humility asa
necessary fundamental virtue if someone is to be a lifclong learner. Th-::}r
need to know how to step forward in collaborative tasks and also how
to step back and allow other people to present their ideas. Humility
is a precursor to lc;tming. By recognising our own limitations we look
for ways to improve our understanding by listening to others, learning
from experts and secking the wisdom of those who have gone before us.

And finally, good learners seck to know and understand the world
around them so that they might be a voice for justice. Good learn-
ers want to be involved in restoring a broken world, a world that is
fractured by injustice, oppression, hatred and violence. Thf:y want to
understand the world from a position of concern and love rather than a
desire to control. They adopt an ‘epistemology of love’ (Wright, 2014)
secking the truth in such a way that both the knower and the known
arc dependent on one another.

Loveis the df:cpcsl: mode of knﬂwing, because it is love that, while
completely engaging with reality other than itself, athrms and celebrates
that other-than-self reality. This is the mode of knowing that is neces-
sary if we are to live in the new public world, the world launched at
Easter, the world in which Jesus is Lord and Caesar isnt.”

Our task as Christian educators, therefore, is to identify the habits
associated with each lc::trning dispﬂsition which, through bcing strcngth-
ened over time, can result in the formation of specific character traits
associated with the restored creation. We recognise that the lcnming

dispositions themselves can serve multiple masters and as educators we



CHAPTER 35 Building learning power |

need to be constantly asking the question regarding character—what
virtues and character traits are we building up through the competen-
cies and habits of our classrooms? As we consider how best to reflect
on our practice, we need to return time and again to this question of
character formation. How might we be explicit about the character

traits thﬁt wce hOpC to pl’OﬂlDtC ﬁﬂlDIlgSt our StUdCHtS?

Current implementation strategies at St Luke’s

To assist staff with the planning of lessons, we at St Luke’s are currently
developing protocols that teachers can use when designing lessons. One
such protocol is provided below which has been used in a range of dif-
ferent subject arcas across the secondary school. The tripartite focus for
cach lesson including content, learning dispositions and virtues can be
rcprc:scntcd using a tcmplntc similar to the lesson overview providcd

bCiGW Wh ICh can bC Shﬂl’C‘d Wlth Stlldf?ﬂl's CﬂCh lESSDIL

Diagram 2
Virtues and Character traits
What virtues associated with
earning chatacier are promoted
by thes activity?
||-u|rr1|h-|j p v ciiows It |
activity !
Content Learning Dispositions
What cortent ace we expecting IOW (103 (e o e What warmung deapotitions ane we
sTudents 1o grapple with tl:ra.qr' i o UNK Te comy Fogeng students will ssrengihen
s bearnneg actanty g dedrriing togat s through this actnery?

This approach to lessons places learning activities at the centre of the
lesson. This lesson brings together the three elements of content, dis-
positions and virtues such that lcarning about, in this case, how to
calculate the cost of electricity becomes a stimulus for developing the
capacity to distil kcy ideas and reflect on how the cost ofclc:::tricity 15
related to issues of justice (in terms of different people accessing elec-

tricity Ell]d L‘LSiﬂg resourccs Pi'llCiCIltl}' l'ﬁ'[hCI l'h'dﬂ WﬂSthllHy). SllCh
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ways of representing lesson outlines create a summary for students
to appropriate as they reflect on the purpose of cach lesson and also
encourage teachers to consider how cach learning activity is related to
content, spf:ciﬁc ways of r.hinkjng about lcarning and l:hinking about
learning character.

While there is still much to be done to achieve the g{ml of seeing
every lesson shaped by a desire to build learning character, we have
reached a point at St Luke’s where there is a common language for
talking about learning that is used by students and staff alike. Our staft
members recognise the need for them to be learners as well, and they
are in the process of giving cach other feedback on how they can be
changing their practice to encourage students to become more power-
ful learners. Students in the school are able to reflect on their learning
using the language of our framework and tend to respond positively
when given opportunities to take greater control of their own lcaming.

The evidence we have collected so far suggests that much progress
has been made towards rf:alising the vision of creating a community
of practice within which all participants are learners who are reflec-
tive, resourceful, resilient and relational. The shaping of character,
too, remains a key focus for the school as members of our community
reflect on how their practices promote different habits which, in turn,
lead to the formation of character. It is our hope that the activities our
students engage in do indeed promote compassion, grace, humility and
justice and that our students are eager to be participants in the larger,

world-wide project of restoration.
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CONTRIBUTING THROUGH CHRISTIAN EDUCATION
TO CHARACTER FORMATION

36 'The impact of marking
and feedback on

student character

Julie McGonigle

And we rejoice in the hope of the glory of God. Not only so,
but we also rejoice in our testing, because we know thar testing
produces perseverance; perseverance, character; and character,
hope. And hope does not disappoint us.

Romans 5:2b—5a

he extract above presents a causal relationship between testing

and the dcvclopmf:nt of character. Drdinariiy this testing is

interpreted as general human suffering. However, this chapter
presents the results of a pilot study that questioned whether, when
transferring this maxim into an educational context, testing has a causal
rclﬂtionship with the devclopment of gnod character in students. Testing,
by nature, suggests that which is hard. Therefore, the question is, do
challenging educational processes produce good character in students?
If so, what are the impiications for schools?

The pilot study focused on one educational process in particu]ar:
marking and feedback. Marking and feedback is arguably the most per-
sonal form of communication that exists for any student in a school.
Yet almost no research exists as to the impact of that communication

on the character of the child.
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The pilot study was carried out in the spring term of 2016 in a
secondary school in England. In this school, marking and feedback
follows a PARA approach: Praise (acknowledge what the student can
do), Action (give them smprovement targets), Response (student imme-
diately responds to targets), Acknowledgement (teacher acknowledges
that the targets have been fulfilled). The sample focused on year 10 and
year 12 students whose teachers had been judged to have exceptionally
good marking and high expectations.

The results of this pilot study show that all of the students involved
made a link between the process of marking and feedback and the
development of their character. The four virtues that they linked to
this process were determination, courage, accountability and humil-
ity. 100% of students involved stated that the “praise” section of the
marking process (specific acknowledgement of what they can do)
develops in them determination and courage to further tackle academic
challenges. Conversely, the lack of praise or a focus on unachievable or
opaque actions was a discouraging factor.

One class stood out as markedly different from the others. They had
a scemingly irascible desire for increasing challenge and noted perceptibly
negative feedback as developing in them humility and accountability.
Further research of this class concluded that their resilience was largely
created due to having the same teacher for three years in a row. This had
developed a strong sense of trust and understanding between teacher
and students. Therefore, they trusted that they would have the neces-
sary help to meet the high expectations placed upon them.

Conversely, the research found that a lack of trust was more prevalent
in classes who had only had a teacher for a short time and was especially
prevalent amongst the most disadvantaged students (who often also
lacked the trust relationship at home). This lack of trust meant that
students in those classes required much greater focus on the ‘praise’
section of the feedback in order to give them the courage and deter-
mination to tackle the next academic challenge. (Please note that the

school involved is situated in an area of significant social deprivation).
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Character matters

The Matthew effect (25:29) is a biblical metaphor synonymous with the
idea of accumulated advantage. This haunting parable has been applied
in a wide range of spheres including education. The psychologist Keith
Stanovich applied it to the reading process and ED Hirsch applied it to
the achievement gap, eventually leading to the "Massachusetts miracle’
through the birth of the core knowledge curriculum: “... knowledge
builds on knowledge: the more you know, the more you are able to
learn’. (Hirsch, 1988, p. 111)

Many believe that ‘everyone who has will be given more’ (Matthew
25:29). In education this belicf has motivated wide-ranging reforms
from a primary focus on the early years’ foundation stage to the current
reversal to a core knowledge curriculum in many of England’s most
successful schools.

Romans 5:2b—5a presents us with another causal relationship: “...
testing produces perseverance; perseverance, character; and character,
hope’. Unlike the Matthew effect, this causal relationship is seldom
used in the education sphere. Rather, in the sphere of education the
concepts of testing and character development are often pitted against
one another.

Take, for example, Paul Tough'’s widely read book on character
education, How Children Succeed. This book is marketed as follows:

The story we usually tell about childhood and success is the one
about intelligence: success comes to those who score highest on
tests, from preschool admissions to SATs (Standard Assessment
Testing (UK) for 11-year-olds). But in How Children Succeed,
Paul Tough argues that the qualities that matter most have
more to do with character: skills like perseverance, curiosity,
conscientiousness, oprimism, and self-control.

Implicit in that introduction is a separation between character
education and testing. The character skill is more important than
success in the test. While this may be an unintentional establishment
of a dichotomy, it is a highly dangerous one.

So, does this passage from Romans help us to understand how to

escape this dualism?
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If we take a broader view of testing and call it challenging learn-
ing or hard work, what if it is challenge and hard work in schools that
lead to students developing the habits of virtue? What are the implica-
tions of that for both character education and for schools in gf:m:rai?

The implication of that for schools is first and foremost that char-
acter devclopmcnt and the academic process are incxtricably linked.
They cannot be seen as different sides of the road. Together, they form
the road. It is simp[y unacccptabie for a school to think thcy are doing 2
good job on character education if they have a character education class
and yet low or mediocre expectations throughout the rest of the school.

Testing produces character. Therefore, it we want to produce young
people of good character we must have educational processes that are
testing; L.c., high[y (:ha]icnging.

It is also the case that if the educational process does producc good
character then all of our core business needs to be intentional about that
character. We need to give students the language of virtue through all
of our processes, making visible the development of character so that

students can engage with it and take responsibility for it.

Character education through core business

However, as seen from the Paul Tough extract this is often not the case.
While many schools are concerned about character education, more
often than not it stands alongside core business rather than bcing inex-
tricably linked or even an outcome of core processes.

One core process that has almost never been linked to the devel-
opment of character is that of marking and feedback.

Almost the only research that has focused on the implications of
marking and feedback is Professor Julian Stern and Anita Backhouse’s
2011 empirical research into the ‘spirit of assessment, which primarily

focused on marking and feedback:

Assessment in both schools and universities is often portrayed
as impersonal or, if personal, as negative or destructive (Stobart
2008; Price et al,, 2008) ... As research in schools suggests,
much assessment ‘tend|[s] to lower the self- esteem of pupils’

(ARG 1999, 4).
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Recognising formative assessment, in the form of marking and feed-
back, as the most personal form of communication between teachers
and students, they were puzzled that the spirit’ of this communication

receives little attention:

.. assessment feedback is one of the most personal, individual,
and (potentially) touching forms of communication between
educator and pupil/student (Johnston, 2004). It is or can be
a form of ‘real dialogue’, in Buber’s terms.

Based on the work of John MacMurray and Martin Buber on com-
munity and dialogue, Stern and Backhouse put together a series of six
questions that asked primary school students and college students to
consider the personal and dialogic nature of the feedback they receive.
(This was a way of judging students’ views on whether marking and
feedback has a ‘spirit’ that impacts the child.)

The results of this work were interesting. The primary school chil-

dl’f!ll notcd thf: imp:tct Ofthf? tf:?tChCi'S’ pCISOI’lﬂl f:ngagf:mf:nt:

‘... the things that the teacher said makes me want to improve’
In contrast, there is a sense of loss or being ‘left out) in the
comment from another pupil: ‘I thoughr it was a good piece
of work and she [the teacher| hasn't marked anything (both
pages).’ The pupils, in discussion with the researcher, returned
to the issue of wanting to be valued, themselves, for their work,
and of wanting to be proud. If they did not fecl proud, cither
because of the teacher’s comments or their own feeling of not
doing well, then this was demotivating. (Stern and Backhouse,
2011:341.)

The children were also keen that teachers did not just recognise what

was wrong With thc WO[k:

‘All she has done, says one pupil, ‘is marked mastakes agine!!!]
and another says that ‘Pointing out moor spellings mastakes
makes me feel very bad inside.” Magnanimous teachers would
not ‘only market bad things, but would put ‘good and bad
at the same time), as ‘we need marking that shows us whart
we are good at and what we need to improve on.” (Stern and

Backhouse, 2011:342.)
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It was clear that they wanted dialogue and not monologue or non-

specific ticks:

One pupil said, ‘I think instead of a tick ther should be some-
thing like good tranclating english into french’, whilst others
said Please write a comment’ or ‘Please say why you like it!’ In
discussion, the children were very vocal in their condemnation
of unqualified ticks and ‘goods. They recognised the need for
corrections being highlighted but felt thar a balance was needed,
and really wanted to see dialogue. Conversely, where there
were extended comments (more than two or three sentences)
some of the children dismissed them and said in an exasper-
ated voice, ‘Oh, I can’t be bothered to read that
much!" (Stern and Backhouse, 2011:343.)

there’s too

The conclusion of this research was that marking and feedback
can be more or less dialogic which in turn contributes significantly to
the nature of the leaming community. By linkjng what is often seen as
a technical process to the wider purposes of sc.h{)o]jng, it was hop{:d
that this would also link the process to positive rather than negative
teacher performativity; i.e., teachers performing the function with
meaning for the students rather than as an act to avoid judgment from

school managers.

Bringing it closer to home

Building on this evidence, in February 2016, I carried out a pilot study
in one secondary school in England to consider the impact of marking
and feedback on student character. Using the same six questions and
theoretical model as Stern and Backhouse, I also inserted a question

into thf pIDCESS ‘Elb(}llt corc VEI]UCS:

Look through your book/folder and copy out an example
of feedback that helped you develop any of the school core
values: honourable purpose, humility, compassion, integrity,
:Lccountability, courage, determination.

The case study school has a set of seven core values: honourable purpose,
humiliry, compassion, courage, acceuntabi[iry, integrity and determina-

tion. These core values were introduced at the inception of the school
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in 2005 and have driven its vision ever since. The students are explic-
itly taught about these values on entry to the school and they are both
implicitly and explicitly returned to in all year groups. Therefore, they
arc both recognisable and widely understood. With this in mind it was
thought best to use these values as the reference point for the question
on character, helping to define what is otherwise a widely debated and
far-reaching concept.

In 2014 the case study school adopted a PARA approach to
marking. Using the evidence from Iuside the Black Box (Black and
Wiliam, 1998) the school wanted marking and feedback to identify
what has been done well as well as what still needs to be improved; to
give guidance on how to make that improvement and opportunities

for pupils to immed iatciy follow up on comments: in short, PARA:

Praise: tell the student what they have done well (next to a star);

Action: point out to the student how they can improve (next to

an éll'l'DW);

RESPGI‘ISC: giVC thc Stlldf!l’lt time ﬂ.l’ld SPII.CC to ICSPDI‘:d to thC

improvement points (improvcmcnt work complf:tcd in green pf:n);

Acknowledgment: the teacher acknowledges the improved work.

The aim of the research was threefold:

To test the effectiveness of the implicitly dialogic nature of
this process, based on the results of the Stern and Backhouse

research;

To question whether the Black and Wiliam conclusions were
being met through the process as a way of helping the school
to improve the impact of its marking and feedback:

To consider the impact of the process on student character.

Only the results of the last question are presented in this chapter.
The process focused on a student sample of classes from older age
groups not so focused on examination revision and yet mature enough
to engage with the abstract nature of some of the questions. Included in
the sample were a range of abilities (sets) and all of the classes chosen

were taught by teachers who had recognisably challenging marking and
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high expectations of student outcomes (as evidenced through observa-

tions, work scrutiny and student outcomes).

The results

A question of character

The answers to the question on core values demonstrate that students
do make a connection between marking and teedback and character.
Analysis of their responses shows that they have a clear virtue hierar-
chy in this n:g;u'd.

Humility

Figure 1:Hierarchy correlates to % of student responses connecting marking
and feedback to particular character traits

Interestingly, no student made any link between marking and
feedback and honourable purpose, compassion or integrity and yet
the virtue of perseverance was used synonymously with determination.
(Perhaps a consideration for the school—do all of the core values link

to core business?).

(ourage and determination

OVerhclmingl}' students noted that both courage and determination
were fostered in them when it was specifically noted what they could

do—praise [P]:
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Beauriful lexical choice and sensitive undf:rs{anding of

memory—gave mec courage and dctcrmination.

Your writing and strucrural dcvelopmcnt is improving—it
helped develop determination and courage.

This was further validated through the answers to the question
on motivation: ‘Look through your book/ folder and find examples
of feedback that made you feel good/motivated.

All of the student participants gave an example of a praise [P]
comment as that which they found motivating. The students often
used the term ‘confidence building’ synonymously with motivating.

It was also acknowledged that the virtues of courage and determi-

nation were fostered when the praise [P] was followed by action [A]:

MC identified how 1 did well in an explanation paragraph
followed with “To get an A* you must explain two factors
with support from the source and accurate own knowledge'. 1
feel as though I have developed the courage to put my fullest
effort into the response as the target shows that MC believes
I can achieve an A*.

This was further validated ily the question, ‘Look l:hmugh your book/
folder and find examples of feedback that made you feel bad/ de-
motivated. Across all of the students, de-motivating comments were
not simply those that were negative; they were negative comments that
came without action/guidance or that came with an unachievable or

DP aquc action.

Humility and accountability

Only one class engaged with virtues other than courage and deter-
mination; they also matched the impact of marking and feedback to
humﬂity and :Lccountabﬂiry:

‘John Snow not Simpson who invented the inhaler: showed
my knowledge was wrong and I had to be humble’

‘Second inference and support. I think this helped me show
determination to get a better mark and humility to admir [
should improve it
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Y el gond focus, good organisation: accmmtabi]jty for my own

learning’

Further analysis of the answers from this class revealed that they
also differed from the other classes in their thirst for challenge. In the
question, “Write a list for teachers of ways that they can make their
marking and feedback more helpful to you as a person;, almost the
whole class noted that they continued to want highly challenging
targets. Their answers also demonstrated that they were less affected
by perceptibly negative comments, and more focused on how these
comments could be sharper.

Further observation of this class revealed that, despite being con-
SiStCﬂﬂy given chaﬂcnging targets and :Lcﬁicving highly, I:hv::j,r continue
to have irascible expectations. This contrasted significantly to the other
classes who sought more praisc and guid ance above challcnge. This was
the case rf:gardlcss of the abi[iry of the group; ic., other groups in the
samplf: were as hig]l ability as the aforementioned. Therefore, it was
hypothesised that they are more resilient than the other classes.

So, what was the reason for this resilience?

Resilience

Emmy Werner, a developmental psychologist followed a group of 698
children over a 32-year pf:rioc[ to find out the factors attributed to
resilience. The resilient children were set apart, regardless of social cir-
cumstances, by a strong bond with a caregiver, parent, teacher or other
mentor-like figure. They were also set apart by psychological factors
such as a positive social orientation, indcpendcncc and a belief that
I:hf:y determine their own cl-::stiny. She also concluded that resilience
is not fixed. It can increase or diminish depending on the balance of
Stressors in a pcrson’s life.

George Bonanno, a clinical psychologist at Columbia University
in New York, has also studied resilience for almost three decades. His
conclusions are that the people that use their stress-response system to
breed resilience are those who conceptualise a potentially traumatic
event as an opportunity to learn and grow.

Martin Sf:ligman pionecrf:d much of the work in positive psy-

chology that found that you could train people to perceive events as
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opportunities to grow. Changing their explanatory styles from internal
to external (‘Bad events aren’t my fault’), from global to specific (“This is
one narrow thing rather than a huge indication that something is wrong
with my lifc’) and from permanent to impermanent (‘T can change the
situation rather than assuming that it is fixed’) made them more psy-
chologically successful (resilient), in turn increasing performativity.

Linking this body of research to the current study found that the
foundational difference between the resilient class and the other classes
was that they had retained the same teacher for three years in a row.
Linked to Werner's research they had formed a ‘strong bond’ Observation
of this class and the teacher-student relationships demonstrated high
levels of trust. The students ‘knew what she meant’ when the feedback
focused in on weakness. This was not pcrccived as ‘ncgative’, unlike some
of the other groups, but rather as formative. It was also the case that
the teacher set very l]jgh expectations. While this was not different to
the other classes (all of which were chosen for their high expectations
and challenging marking) taken together, the high expectations (from
both teacher and students) and trust in the teacher who is going to help
them to meet those high expectations, points to hopf:.

Returning to the Romans extract focuses our attention on the
concept of hope.

The process both begins and ends with hope. Perhaps that is also
the case with the educational process. The rescarch above points to the
fact that hope from the teacher enables students to rejoice in testing
which in turn accelerates character development and the internalisa-
tion of hope for themselves, which accelerates academic progress (as
evidenced thmugh the progress of this particular class).

But, what is hope?

Hope

And now these three remain: faith, hope and love.
(Corinthians 13:13)

Hope, as Paul identified in his letter to the Corinthians is one of three

thcofogica! virtues. Hopf:, along with faith and love, has its focus on
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and locus in God. Unlike Aquinas’ cardinal or moral virtues of ‘temper-
ance, justice, prudence and fortitude, the theological virtues are only
truly realizable through divine means.

Broken down further, hope is twofold: firstly the future good that
one envisions and secondly the help by which one expects to attain that
vision. Therefore, God is both the objc-::t and the means of hopf: and
the rationale for Paul’s conclusion in the Roman letter that hope does
not disappoint us. (Romans 5:5a).

True hope depends on humility for those who profess to practice
it. The vision cannot be attained by human measures; it requires divine
help and necessarily a firm trust in that divine help.

Applying this theistic concept in the context of a school can be
twofold. First, the literal application in the context of a Christian school
(or any school through the ‘broadly’ Christian act of worship) that
presents divine hopt: to students and then seeks to model that divine
hope through the high expectations and teachers and leaders that are
trusted to realise those expectations. Second, in the context of a non-
theistic school, hope becomes simply the high expectations coupled
with teachers and leaders that are trusted to help students meet those
expectations. ( While thisis plainly an atrophied view of hope it is pref-
erable than no consideration at all.)

In the case of this research, high expectations and teacher trust
(hope) have created resilience in the students (the ability to rejoice in
testing). This was demonstrated in their thirst for challenge and robust
response to challenging marking, which they acknowledged as holding
them to ‘account’ and helping them develop ‘humility’ (character). This
starkly contrasted to other classes who were highly reliant on posi-
tive praise to sustain their motivation, often interpreting chal_lcnging
marking as demotivating. Based on the resilience research it seems that
these classes are less able to see challenge and testing as an opportunity
to grow. Rather they have an underlying fragility and negativity that
suggests that thf:y are not imbued with hope, which is sl()wing down
their academic progress.

David Ha[pin is one of the few educationalists that have written
on hope. In his book Hope and Education, he identifies four enemies
of hopf: in an educational setting: cynicism, fatalism, relativism and

fundamentalism. Cynicism (as opposed to scepticism) he defines as
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‘being cryptically critical of most things’ (p.18); as Gabriel Marcel
states, it has ‘death at its heart’ (1962, p. 43). Fatalism is the enemy of
hope as it is based on determinism and therefore a paralysis of the will
to change conditions. It cripples the vivifying nature of hope and in an
educational setting allows both teachers and students to be cynical in
away that avoids responsibility: “We can’t change things. Relativism is
the enemy of hope as it is blind. There is no reasonable vision to look
forward to, therefore there is only confusion about what to hope for.
Finally, fundamentalism adheres rigidly to the past, which ‘places limits
on what can be looked forward to’(p.23). While in setting out hope
for the future this often ‘entails a form of nostalgia or future-oriented
remembering’ (p.23), if it leads to an ‘irrational commitment to just
one course or collection of courses of action, this closes down hope

ﬂﬂd [CFI.HS COWII.I'CIS ﬁ].t?LllISﬂl:

Forget the former things; do not dwell on the past. See, am
doing a new thing! (Isaiah 43:18-19a)
In contrast, hope, as with humility, is open handed. Recognising the
gift of yesterday and today it comes openhanded for tomorrow.

In an educational setting, these four enemies of hope can be virulent
among both students and staff. Ata classroom level, this research high-
lights the close link between cynicism, fatalism and fundamentalism.
(Relativism was not relevant here as at a classroom level the teachers all
had high expectations and the students clearly knew the course require-
ments—however, it is very relevant at a whole school level).

Further observation of one of the “fragile’ classes revealed a great
deal of fatalistic thinking: ‘I didn’t do well before and I won't do well
again. This was often linked to a defence mechanism that suggested that
teachers were biased towards brighter students: ‘No matter what [do I
can't get the grades of x, developing a cynical attitude and approach to
the class. This cynical attitude meant that classes were all approached
with the same negativity (fundamentalism) and lack of expectation
for change. Interestingly, in the class observed, this was much more
pronounced in the students who were classed as ‘pupil premium’ stu-
dents; i.c., the most socially and economically disadvantaged. They

h?l.d a lTlllCh lESS ‘hOPCflll’ ﬂttit‘l]df! I:han {)thf:[S, ngﬂ.I’CﬂESS Df ﬂ.bl]lty
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This clearly suggests that the worse the disadvantage the more hope is
required for these ‘dry bones’ to ‘come to life’ (Isaiah 37:4-5).

Conclusions

Consideration of how the thcological virtue of hﬁpe can vivify aschool
and its students is the work of another day. However, what is pmpesc:d
here is that the educational process starts with hope. Hope for a child,
for a school, a community. By bringing that gitt of hope to the child,
they are able to rejoice in their ‘testing, secure in the trust of the help
they will receive. In turn, that creates character that eventually creates the
virtue of hope in them and so the process renews itself: a biblical helix.

For us as educators the question is, do we have hopc? In an edu-
cational climate where the enemies of hope are virulent—cynicism,
fatalism, relativism and fundamentalism—are we counter-cultural? If
not, can we call ourselves educators at all?

Charles Peguy in his captivating poem, “The Portal of the Mystery of
Hope, presents little girl hope’ (a personification of the second virtue)
amongst her two older sisters, ‘faith’ and ‘charity] drawing them forward.

Pcrhaps in an educational setting true hopc is the catalyst behind

Itu ClS«C.
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CONTRIBUTING THROUGH CHRISTIAN EDUCATION
TO CHARACTER FORMATION

37 Personality and character

Stephen Fyson

Each tree is recognised by its own fruit. People do not pick figs
from thornbushes, or grapes from briers. A good man brings
good things out of the good stored up in his heart, and an evil
man brings evil things our of the evil stored up in his heart.
For the mouth speaks what the heart is full of.

Jesus

r Beth Green has reminded us, in Chapter 38, of the complexity

of the classroom and how we sometimes forget this complexity

with reference to assessment practices. Her warning is most

apt. She also gives us ideas about what she terms humble tools, which I

would propose are also noble tools. She suggests we knock the dust oft”

the strategies of using observation, interview, and the teacher. In this

chaptf:r, we will consider why this is important in our current Western

climate. We will ask whether theories of personality have overcome
considerations of character.

I will also suggest that if we do not use these kinds of more humane

strategies to know what is happening for our students, our schools will

become shallower. In particular, our Christian schools will be more

at risk of losing their Christian heart in such an educational climate.

Has personality theory displaced character?

If you were to pick up any standard educational psychology textbook,

would you see the following titles or questions in it?
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What helps develop good character for the teacher and the

student?
How can we love our students well?

Why do we need discernment in tt‘:aching our students?

I suggf:st not. HOWEVEI‘, I dO SllggCSt that you arc llkﬁl}’ to scec some-

thing like the following:

The pcrsonaiity of the student
Tf:ach'mg to muitiplc intclligcnccs

The role of nature and nurture for the students in our classrooms

Some may think, ‘So ... does this really matter, even if the language
has changed?” That is a fair question, and we will briefly consider it.
We could start our consideration by entering into a signiﬁcant phil()a
snphical excursion into the meaning of human conccptua[isation and
the communication of that conceptualisation.

However, I think a simpler and as profound a starting point is
with a quote from Jesus of Nazareth. The context is that Jesus was
teaching a crowd about the nature of the Kingdom of Heaven. Some
people of his time believed that it was only the external routines of life
that demonstrated your true self. They criticised the followers of Jesus
because they did not seem to follow those traditions—those external
indicators of what they considered goodncss. At those times, as in this
teaching instance, Jesus was insistent that our character is a reflection
of who we are deep down in the central core of who we are as think-
ing, decision-making people (in our ‘hearts’): ‘Each tree is recognised
by its own fruit. Pcc:p]c: do not pick ﬁgs from thornbushes, or grapes
from briers. A g{:-ﬂd man brings good things out of the go-:ad stored up
in his heart, and an evil man brings evil things out of the evil stored up
in his heart. For the mouth speaks what the heart is full ot

In the light of this philosophy of life, we can say that our language is
areflection of our dccpc:st core convictions. This applics to our pf:rsona[
and pmfcssiana! lives. That is why watching our pmfessi{ma[ languagc
can be an informative exercise. I would suggest that the three shifts

indicated above have not been accidental or insignificant:

ﬂ]ﬁ Shlﬁ' {:ICI'IH charactf:r to PCI’SOH’-I_I_ity thc{:ry I'CHC'CES d Shlﬁ'
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from viewing ourselves as beings responsible for our moral

decisions, to advanced animals who respond to stimuli;

- Therefore, we view our teaching relationships in terms of brain
based patterns rather than through the lens of what can be

learnt within good heart to heart commitments; and

- We therefore plan our teaching according to the genetics and
social upbringing of our students (which of course has some
sense to it), and ignore that when we arc in our classrooms, we

are involved in a spiritual discourse as much as ﬂnything else.

James Davison Hunter did an historical overview of the shift away
from character from a sociological perspective. He noted that in the

1800s and earlier 1900s:

... character was always related to an explicitly moral standard
of conduct. While the word ‘character’ did not disappear, an
alternative vision of the self emerged. This vision was captured
by the word ‘personality’ ... The concept of personality reflected

a self no longer defined by austerity butr by emancipation for
2

the purposes of expression, fulfilment, and gratification.

This shift in orientation of the basis of virtue in Western society,
from the mid-1900s on, resulted in an important cultural shift in how
we determine what is good for us to do (which is the out-working of
character). What is interesting for us who work in schools and with
young people, is that Hunter also traced what happened to how young
pcoplf: were t:tught about virtue and vices in the invitation to grow in
their character.

Table 1 summarises his historical overview?® (which is extensive,
and based on the American experience).

Hunter’s conclusion about our current situation in terms of how
we think and teach about character is that all the major paradigms
now are ‘at root, self-referencing and oriented toward the end of per-
sonal well-being

What does this look like in the f:vcryday langu;tgc of our times?
Hunter describes it as the ‘triumph of the thcraps:utir.:’, whcrcby cthics
have been taken over by psychological subjectivism. Indeed, he believed
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Table 1:From Moral Realism to the Death of Character—as per Hunter (2000)

Aspect of character
development

From

To

Content of moral
instruction

Sources of moral
authority

Sanctions

Primary institutional
location

Arbiters of moral
judgement

Character of moral
pedagogy

Premise of moral
education

Purpose of moral
education

From the ‘objective’
moral truths of divine
scriptures and the
laws of Nature

From a I.'Ifal'lSCtl'ldEI‘l[

God

From the institutions
and codes of the

community

From the family

and local religious
congregation and the
youth organisarions

From the clergyman

From the cultivation of
a sense of good and evil
through memorisation
of sacred texts

From the sense thar
people are, for all their
other endearments,
sinful and rebellious

From mastery over
the soul in service of

God and neighbour

To the conventions of
a democratic sociery, to
the subjective values of

the individual person

To the institutions of
the narural order and
the scientific paradigms
thar susrain them, to
the choices of subjects

To the sovereign choices
of the autonomous

individual

To the public school
and popular culture

To the psychologist

and counsellor

To a largely emotive
deliberation over

competing values

To a sense that they are
good by nature and only

ﬂﬁﬁd cncouragemcnt

To the training of
character to serve the
needs of civic life,

to the culrivation of
personality toward
the end of well-being
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these shifts caused the change in the language of character to the lan-
guage of personality.

A more recent review of this shift of the basis of moral character—
inciividuaﬂy and sociaﬂy—is b}r Theodore ]:)ah':,nn];)lf:.i Dalrymplf:’s
basic thesis is that every manifestation of psychology from Freud on has
overstated their e?ﬁcacy and also, critically, hf:lpcd dcvcl{:p a reduced
awareness and enactment of personal responsibility for our moral deci-

sions ’:ll"lC[ actions. '—H‘lllS Da[rympic COHC]UC[CS.‘

... the overall effect of psychological thought on human culture
and society, I contend, has been overwhelmingly negative
because it gives the false impression of gl'f:acly increased human
sclf—undcrsmnding where it has not been achieved, it encour-
ages the evasion of responsibility by turning subjects into
objccts where it supposc:diy takes account of or interests itself
in subjective experiences, and it makes shallow the human
character because it discourages genuine self-examination and
self-knowledge. It is ultimately sentimental and promotes the

grossest sclf-pity, for it makes everyone (apart from scapegoats)
5

victims of their own behaviour...

To reach this conclusion, Da[rympic, as a retired psychiatrist who
used to work (in part) in the prisons of England, surveyed the core
thcrapcutic ;lpproachcs of Freud, behaviourism, cognitive behaviour
therapy, medicalisation and rehabilitation as therapy, the self-esteem /
self-love therapc:utic appmachcs, genetic and brain scan psych{:logicai
approaches, the addictions as disecase movement and neo-Darwinism.®
This shift towards a nonaspiritlml soul as the basis of‘pcrsonnlity has
become manifest in our schools through the ‘myth of neutrality’ Brian
Hill called for an abandonment of this myth of neutrality which has
been based on the misappropriation of the naturalist scientific method
as applicd to und crstanding pcoplc, and thus to tcaching and lcarning.
His comments are indicative of the rccogniscd need to f:xplore the role
of defining absolutes around which schools can gather as community.
He noted that how we handle the myth of neutrality even affects how

wce d O assessment:

The school is in the business of values educarion, unavoidably...
The myth of neutrality has clouded the issues for too long...
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schools must become more than knowlcdgc factories, and
assessment more than apple-sorting, for students are more
than disincarnate minds, and so are teachers.”

This corresponded to the comments made in the American Psychologist
by Paul Vitz, who noted that: ‘Some educators and parents propose
that morality should be kept out of the public schools altogether and
taught at home instead. This position is unsatisfactory because it is not
possible to remove values from education. For example, every story used
to teach reading brings with it a world view and associated values.®

These authors believe that we have moved from a period when we
had a better balance between the needs of society and the individual,
to a time when individuals can scntimcntauy call for more and more
concessions to counteract responsibility for their conduct. An emeritus
professor from Yale University (Seymour Sarason) believed this hap-

pf:ned when we jcttisoned the concept of sin:

Therefore, one must ask what price has been paid in the sub-
stitution of the concepts of morals and values for that of sin as
a transgression of divine law?... | would suggest, as have many
others, that the price we paid was in the weakening of the sense

of interconnectedness among the individual, the collecrivity

and ultimate purpose and rnf:aning of human existence.”

Bringing character back to the classroom and assessment process

If we consider afresh that we are more than mechanistic brain driven
machines receiving cognitive information into a neutral data bank, then

we will remember that teaching and learning involves:

Being invited to learn new information and skills; plus

Considering what we will do with this information and skills.

The second point is in recognition that we are decision-making
bcings that can choose to live by instinct, or not. Thus, for each topic
or subject that we teach, we can consider what is the purpose for which
we are teaching this? If this is how we approach our teaching, then we
can also consider the question what will our students do with what they

t'mm—ﬁr Iﬂ;}dfpﬁ?}‘)ﬂ.fﬁ are f}'ﬁiey fmming." B{}th Oft]lCSE qUCStI-.DﬂS assume
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that we can transcend our genetics and social upbringing (nature and
nurture) and think ethically about anything we are learning; i.c., there
is no such thing as being neutral in our teaching."

This is consistent with a biblical understand ing of ‘to teach’ and ‘to
know’. To know God is more than to krow about God. This ’knowing
about’ was called the ‘scho[arly opinion of the Rabbis... which was
taught without reference to relational norms,'' and indicated that this
was head knowledge only, without any reference to or consideration
of what someone did with what one knew. In the context of ’knowing
God, the focus bib[ically is for those who are wanting to draw closer to
God. To know God in these biblical contexts means to reflect on the
state of our ongoing relationship with God, not just with being able
to recite information about God, his tcaching and his acts in history.

The Old Testament word for ‘teach’ (/amad) is about acting in a
way to draw people closer to God. As one commentator expressed it:
‘[larmad]... does not primarily denote the communication of knowledge
and skills (as opposed to that of the profanc [ pagan] Greek), but means
chiefly instruction in how to live, the subject being the will of God. "

The same principic applics to the New Testament. Selter -::xprf:sscd
it this way in considering what the training and nurture of the Lord
means in Ephesians 6:4:"...the right (Christian) way to bring up chil-
dren is not determined by the use or non-use of educational helps or
method, but the purpose tor which it is used... b}r whether it is directed
towards the Lord.?

So what implications might this have for our classrooms? Let
us return to Beth Green’s three *humble strategies, and suggest some
context for our Australian Christian schools in the light of what we
have described in terms of the importance ofconsidcring the purpose

of our teaching and the reported loss of character.

Back to the teacher as observer and interviewer

We can summarise the discussion about character this way: knowing
the heart state of our students applics to the teaching of any aspect of
any suhjf:ct. That is why anything we teach to our students can rein-
force the life direction of our students’ hearts, one way or the other.

No subject is neutral if we understand this. Therefore, understanding
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Some heart level

Sources of moral
authority

Sanctions

Primary
institutional
location

Arbiters of moral
judgement

Character of
moral pedagogy

Premise of moral
education

Purpose of moral
education

the laws of nature

God is the source of all good

The institutions and codes
of the community

The family and local
religious congregation and
the youth organisations

Those mature in the church

The cultivarion of a sense
of good and evil through

knowing sacred texts

Understanding that
people are, for all their
other endearments,

sinful and rebellious

Developing the soul in

loving service of God

and neighbour

Aspect of assessment reflections:
character Goal do we observe and talk
development to our students about the
following?
D their heart
Teaching the moral truths = wc.enga'gc ZHite e
Content of moral i ; and minds in the way we
; : of divine scriptures and : ;
instruction teach scriprural truths in

any subject we teach?

Do we ask and learn abour
competing sources that
claim to be true and good in
the lives of our students?

How do we learn abour
competing fears and drivers
of our students” hearrs?

We know that peers become
important—do we know
what the peers are saying?

Who are the informal
counsellors of our students,

and are they biblically astute?

Do we understand

the confusion of the
emotions of our students,
given all the things they
hear thar is different,
cc—mparcd to Scripru:c?

Do we learn to describe
sin, in love?

Do we know the developing
goals (or lack of goals) of

our students over time?
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the response of our students to what they have learned is more than
seeing they can repeat the knowledge, and its application. This is one
reason that Beth Green had this encouragement in her conclusion: ...
you |as teachers] ought to be a primary source of reliable data about
the learning of the people in your care’.

Robert Starratt r:xpr-::ssed it this way in rf:ﬂccting on the most
important development strategy for teacher practice: ... teachers would
be held accountable to know their children well, and to have devised
appropriate responses to whatever diagnosis rhcy have made’ ™

If we want to know the heart, and thus character of our students
in the way Hunter described, perhaps we can keep the heart-level ques-
tions in Table 2 in mind as we get to know our students well:

If the list in the third column seems daunting, remember that our
God is a longsuffering and merciful God."” He knows our worried
hearts better than we do.'® He invites us to treasure his ways of life, and
to not worry about the rest.”” He has sent his Holy Spirit to guide us
to Truth, if we call out to him." If you think this will take you to deep
places of doubt and vulnerability, remember that deep peace comes in
walking even through the deep shadows and finding that God is there."”

For any of us who have lived in the classroom long enough, we
know that risk and vulnerability is part of our teaching and assessment
journey. Alternatively, we can ignore this depth, and our students may
do well in the tests that thcy undertake. But like those disciplcs who
said, ‘Do not bring those little ones here}™ we will be keeping young
people from being blessed by the Creator?

A starting point may be to use the questions with our graduating
students. ‘Exit interviews are an incrcasingiy common tool in busi-
ness scttings. The aim of these interviews is twofold: (a) to create an
atmosphere of goodwill, even as people leave; and (b) to learn from
their experiences to improve the community.

The same could be helpful with our graduating students, many of
whom may have been with us for long pcriods of time. The questions
above, which are focussed on understanding the sources of character

dCVElﬂpl’l]Cl’lt Df our Stlldf!llts, CDllid I)E recast as:

. Arethere any dcf:p biblical principlf:s that you learned while at
school that you believe will help you in life? In which subject(s)
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did you learn these?
How would you describe the purpose of your time at school?

When you face moral dilemmas in your after-school life, how

will you jud ge what is right and wrong for you?

Whatdo you believe are the most important characteristics for

you to develop (or keep developing) as a person after school?

What {[0 you bC]_iCVC can most hf:[p thf: Pl’DblCl’l’lS thﬂt are in

our world?

Whﬂt dO you th].l'lk hélS l‘.lﬁlpﬁd you maost at SChDDl (EIS d Sl,'l_ldﬁl'lt

and as a person), and what could have been done better?*

This at least would be a respectful activity. It may also be a wonderful
source of us assessing how we are going in our Christian schools.
Purpose—in some ways, even though there have been probably
thousands of books written on tc:tching as a Christian, and on assessing
as a Christian, it all starts with our reflection on the purpose of what
we do every time we walk into the classroom.” The heart level “assess-
ment reflections’ in Table 2 are offered as a starting encouragement.
It is ultimately between cach one of us and our Creator how we will

approach the opportunities he gives to us.

Conclusion

The ultimate purpose question that we can ask through observation,
interviews and understanding ourselves as teachers was put some 1700
years ago by Aurelius Augustine. He simply commented: ‘So anyone
who thinks that he has understood the divine scriptures or any part of
them, but cannot by his understanding build up this double love of God
and neighbour, has not yet succeeded in understanding them.” Let us
remember who we are as pcapic, committed to tf::u.:hing as Christians,

and then urge cach other to keep reflecting on this two-fold love.
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38 Measuring complexity
in the classroom

Beth Green

Do not merely listen to the word, and so deceive yourselves.
Do whart it says. Anyone who listens to the word but does
not do what it says is like someone who looks ar his face in a
mirror and, after looking at himself, goes away and immediately
forgets what he looks like. But whoever looks intently into
the perfect law that gives freedom, and continues in it—not
forgetting what they have heard, but doing it—they will be
blessed in what they do.

James 1:22-25

Why good measurement matters

hen we look into a mirror, we are searching for the things

that matter most to us. We are essentially measuring

ourselves, allowing the mirror to reflect back what we

value. In his New Testament letter, James warns us of the utter folly of

looking in a mirror and then immediately walking away and forgetting

what we look like. James is writing about what a life lived out in the

kingdom of Jesus looks like. Measurement is like a mirror that shows
us whether there is growth and change.

But growth and change are not ends in themselves. It matters

what we grow foward and how we change. Remaining with the mirror
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analogy for a moment, imagine the house of mirrors at a fairground.
Reflection can give an accurate picture, but it can also deliberately
distort and disorientate. Measurement can do this too and it would
be unwise to gaze 'Lntf:nt[y upon a grotesque representation of rcalit}f.
Good practices of measurement chart progress towards proper ends.
Ask anyone on a diet or saving for a holiday: when you get out the tape
measure or check in on your bank balance, you are only looking for
results in one direction. In order to get the most out of measurement
in the classroom, you need a vision of the good.

Agreeing what the proper ends of education are is inhcrcnt]y con-
troversial because it involves competing visions of what life is about.
Our overwhelming tendency in Western education systems is to focus
on the individual. This reflects back a limited vision of what it means
to be a person (Smith & Carvill, 2009). My Fitbit counts how many
steps I took roday and then encourages me to compete with mysch to
beat the target tomorrow. Yet for measurement to really work, it has
to involve the community in a process of reflection and accountability.
If I pin up the printout from my Fitbit app on my fridge, my house-
mate can ask pertinent questions about how many steps [ did todny
and whether cating that ice cream will help me toward my goal. This is
one of the points James is making in his letter about how to flourish:
after we have looked into the mirror, we should act. James argues that
those actions should be of a p:l.rticul;l.r character: to protect those in
distress and keep away from all that is evil in the world. Good meas-
urement is a practice of flourishing toward the vision of the good life

that Jesus brings.

Using the tools of measurement appropriately

If I am selective about the data I put into my Fitbit, or the outputs I
choose to share, then it is possible to create a totally misleading impres-
sion of the progress I am making towards my fitness goals. Measurement
in education is rapidly becoming a policy obsession. If only certain
pcoplf: get to determine what education is for, if the wrong things are
measured, and if only a narrow range of tools are used to do it, then

not only is that grossly irresponsible; it is ultimately unjust.



CHAPTER 38 Measuring complexity in the classroom |

A quick overview of the data collected about education reflects back
to us what we value. It is not surprising that most of the data publicly
available about our education systems focus on academic outcomes
and spending. Most of us would, at a quick glance, find those meas-
ures uncontroversial. After all, we want our young people to achieve a
good standard. We want education to be accessible and for money to be
well stewarded, whether it comes from the public purse or independ-
ent school fees. However, it’s essential to think more deeply about the
tools used, the nature of the data collected, and the story it tells back
to us about what education is for.

To illustrate, take these examples from the United Kingdom and
the province of Ontario in Canada.

In the United Kingdom, data on academic outcomes is regularly
collected and publishcd in lcaguc tables that incorporate all phascs of
education from nursery or kindergarten right through to higher edu-
cation. League tables inform institutional inspection, recruitment,
and central government funding. When they were first published,
the rankings were based on a simple average. Schools that recruited
students with highcr social capitn[ inevitably toppcd the tables, and
this was an unsophisticated way of measuring school effect (Foley &
Goldstein, 2012).

In the mid-1990s, the UK government introduced a contextual
value added (CVA) measure to take account of prior attainment and
the socio-economic background of students. The measure has since
been scrapped because of arguments that schools were manipulating
the data to increase the number of students counted as having lower
economic and social status in order to inflate the CVA score.

Approximately a third of students in the UK are enrolled in schools
funded by the state but run by Christian churches. Historically, church
schools have performed well in the school league tables. This leads
to a strong temptation for churches to justify their existence on this
basis rather than on the basis of what thf:y contribute to the common
good or offer in terms of a distinctive Christian education (Green &
Cooling, 2009).

Canada’s educational systems aren’t national, so each province and
territory is unique. In Ontario, you will find the reverse of the situa-

tion in the United Kingdom in that it is difficult to find published data
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on school enrolment, spending, and academic outcomes. The public
perception is that the province has a very good standard of education
(Allison, 2014). Ontario’s scores in the Programme for International
Student Assessment (PISA) rankings have been historically impressive,
but in the most recent rounds of testing they only held up in English
and Science; scores are declining in Maths (Brochu et al, 2013). PISA
is a controversial tool of measurement, but the significant point here
is that public education in Ontario is hcrmcticaﬁy scaled off from a
vibrant conversation about progress and purpose.

In Ontario, the resistance to engaging in robust pub[ic po[icy
debate about education, informed by good measurement, effectively
denies parents, local communities, churches and other faith groups from
holding any stake in the public education system. Dni}* Catholic and
French-speaking schools are funded under the separate system; all other
types of school in Ontario are inc[cpcndcnt. This doesn'’t just reinforce
the assumption that public education should be a secular space; it has
also meant that in practice the indcpcndf:nt school sector, incluc[ing
Christian schools, have no incentive to see themselves as having any
public r-::sp{}nsibiliry since l;hcy are forced to operate within the bounds

of education as a private—not a public—good.

How to model the classroom

A mirror is a basic model, but it captures an image of rcality and reflects
it back. It does not constitute the reality itself, but it shapes the way
that we see ourselves. In response, we may or may not choose to act on
the information it provides. So far we have seen that measuring educa-
tion is an important part of bcing critica[ly reflective; it can facilitate
a helptul conversation about what education is for and involve and
support a community in working toward those ends. We have also seen
that when measurement is done poorly, lacks quality or becomes the
goal, it can damage or close down the conversation—to the detriment
of the whole community. Modelling the classroom well in order to
measure accuratf:ly and in mcaningﬁli ways s very important.
‘Classroom’ here is shorthand for a number of different things we
might want to measure about education. It could include teachingand

learning, systems like pastoral care or administration, or the progress
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of learners and professionals. Furthermore, we might be evaluating
progress, measuring efficiency and cost, or looking for evidence of the
influence or impact of particular interventions. Keep in mind that the
classroom is a complex setting where many of the different features of
institutional and social life collide with people and where new forms
of knowledge and learning emerge. We need a more complex model
to help us carry out measurement in the classroom, though it’s worth
kcf:ping in mind that even the best research practices {:-niy allow us to
peer ‘through a glass darkly’

Taking our cue from the princip[cs of gooc[ research df:sign, it is
important to be precise about what questions we are asking, model the
setting or context appropriately, and choose the right tools. But we also
need to be measured about the claims we make. To offer an example,
imagine we have asked questions about the impact ofa parricular cur-
riculum intervention on student lf:aming in year 9. We measured scores
before the intervention and again afterwards, and the great news is that
grztdc:s improvcd.

Now let’s assume that we really did measure the impact of the inter-
vention and that the impmvcd scores couldn’t be attributed to a whole
host of other factors. It would still be a huge and unjustifiable leap to
argue that the academic performance of all students in the school was
improving, because that was not what we asked or what we measured.
Before we shake our heads in horror at such a simple error, remember
how many school recruitment publications report one-oft measures
like this, despite such measurement being but a partial reflection of the
whole. This data is only meaningful if we know more about the learn-
ing goa]s that the teacher had in mind, the nature of the intervention,
and the spirituai, social, emotional, and lcarning needs of the students
and perhaps their families too. Building up layers of data of this kind
creates a more complex model. If other teachers are thinking about and
measuring these things in their classrooms, too, a fuller image of pupil
[caming in the school bf:gins to be reflected back.

One of the problems with models typically applied to the class-
room is that they draw on simple input/output systems. These were
common in systems theory in the 1990s and they have imported into
education a simplistic undcrstanding of how lf:arning happcns. In effect,

input/output models conceptualize education as a simple transaction
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in which one can manipulate inputs to predict and control outputs.
The problem is that within this model, the classroom is conceptualized
as an irrelevant black box (Black and William, 2004). In actual fact,
this lags behind some critical dr:vc[opmcnts in systems thiﬂkjng, which
embraces more of the research into complexity found in the natural and
social sciences. Complcxity thc:ory puts the black box at the heart of
its models of measurement because it secks to explain the relationships
and interactions from which new organisms (in the natural sciences),
new social behaviours and practices (social scicnccs), and new learn-
ing (education) emerge.

Modelling the complexity of the classroom does not make the
features we typically associate with measurement in education—such
as curriculum content and delivery, assessment data, or mastery of key
skills—redundant; rather, it clmngc:s how we concc:pmﬂliz-: them in rela-
tionship to the purpose of education. Complex systems theory always
talks in terms of purpose; the intended result or outcome (Blockley and
Godfrey 2000). This is helpful because it reminds us that the creation
of any model is only meaningful in relationship to a proper end. In a
more complex model, we may still measure familiar things like attain-
ment and attendance, but we will also measure all sorts of other things.
For example, we might measure how teachers and students self-report
beliefs and values, or the practices of teaching and learning that can be
observed in a classroom. In a complex model, these variables that we
have measured are not understood as inputs to be manipulated in order
to bringabout change. Instead, it is the interactions between what you
have measured and how they relate to the purpose of education that
are important. These interactions have to be understood in context
and we need to be mindful that a change might very well happen that
was not predictable. In a classroom, this kind of unpredictable change
would lead to new forms of learning, bringing about what is defined
in complexity theory as ‘emergence’. Note that this takes into account
the fact that not all the learning that takes place in the classroom may
support the intended purpose of education.

A practical example of a measurement tool which uses a more
complex model is the Private School Assessment Survey (PSAS). This
measurement tool was built by the Cardus Religious Schools Initiative

(CRSI) at the University of Notre Dame. The PSAS is designed to
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provide Christian schools with a comprehensive evaluation of their
school climate and its impact upon students. The measure can evaluate
how well core values are being communicated. It can map the assump-
tions of students, parents, and teachers about the school. It can compare
the religious practice and behaviours of students, parents, teachers, and
alumni. The PSAS example demonstrates that it is possible to collect
robust and meaningful data on the impact of Christian schools and
to offer :ma]ysis of institutional impact within the context of a fuller
vision of education asa public gc-{)d. This measure happcns to be quan-
titative, but quafitativc and mixed-methods ﬂpproa(:hcs can all model
complexity and, depending upon what question you are asking, might
be more appropriate ways of measuring the classroom.

In this section, we have seen that three kf:y principlcs undcri)in
g{md measurement in education. These are: first, a clear definition of
the purpose of education; second, precise research questions with meas-
ured claims, and third, designing a model that can adequately handle

thf: CO]’I‘IPlCXitY Gfthf: Cl’:lSSl'ODlTl.

An apprenticeship into the tools of measurement

In 2015, a British newspaper ran an article about Alastair Simms of
Wetherby, West Yorkshire, who is the last remaining master cooper in
England. Coopers make wooden casks for beer using traditional tools
and a cooper is apprf:nticed into the trade, which rypir.::tlly takes four
years. Alastair was advertising for an apprentice: *... the successful can-
didate must be able to lift hf::wy loads and demonstrate an aﬂinity for
using traditional tools’ (Singh, 2015). One of Alastair’s concerns was
that potcntial appiicants are no lﬂngcr familiar with the traditional
tools of cooperage.

Our preoccupation with big data in education means that some
tools in the box are getting dusty. In particular, we are becoming increas-
ingly skeptical of the significance of eyewitness testimony. The fact that
people might be capable of giving a meaningful account of their own
motives or experiences or thata profcssionﬂl might be able to make an
informed jud gement about tcaching and lcnrning based on observation

and interview is increasingly unlikely to hold up in court.
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This has happened because our Western worldview remains largely
enslaved to the enlightenment fallacy that reality can only be explained
by reducing it to its smallest parts: cells, atoms, quarks or strings. This
is known as reductionism. Stuart Kauffman is a theoretical biologist
studying complexity in the origins of life. Whether or not you agree
with his case, it is important to recognise that he has made a compclling
case against reductionism. He is arguing that the toolkit of the natural
sciences is too limited because it denies the tf::l.lit}’ that pc:opie have
agency: that they are capable of making choices that are impacted by
actions and influenced by values. This toolkit has become so influential
that whenever and whatever we measure, we instinctively reach for it.

Within the social sciences, sociology has routinely ignored what it
means to be a human bcing. In opposition to reductionism, Christian
Smith advances a theory of human personhood that takes into account
how we, as human persons, interact with the cultures, institutions and
structures that sociologists seck to explain. Both Kauffman (2008) and
Smith (2010) proffer theoretical models that attempt to grapple with
reality as complex. They consider the condition of being a person, the
existence of the transcendent, the domain of beliefs, values and virtue,
and the presence of evil.

This might seem far removed from the world of the classroom,
but it shouldn’t be. I am arguing that good measurement, which takes
account of classroom complcxjty, 1s a practice of human ﬂouris]ling.
This requires educators to think about who a human being is and it
requires our apprenticeship into the use of the whole toolkit when we

measure the complexity of the classroom.

The full range of tools

Dealing with the complexity of the classroom means that we must pick
tools that are fit for the task. These tools should support our definitions
of what education is for and we should not decide which of them to
use until we have some precisely defined questions.

I want to high[ight three of the more humble tools that I think
we should dust off and use a[ongsid-:: ofspccialist survey instruments.

These are: observation, interview and the teacher.
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I am assuming that most people reading this chapter are educa-
tors of some kind, if not classroom teachers. Imagining yourself to be
arescarch tool may feel counterintuitive, but it is important to include
yoursc]f in the toolkit for two reasons. First, it counters reduction-
ism which is the temptation to see measurement as a neutral process.
Second, it rehabilitates the notion of profcssionnl judgmcnt. Asawell
apprenticed educator, you ought to be a primary source of reliable data
about the lcai‘ning of the pcoplc in your care. Of course, this does not
remove lcgitimatc questions about rclizlbiliry and bias, or how we know
that the data is credible. But that is prt:s:is&fj.r why you need to be able
to draw on the whole range of tools in the kit to help you identify pat-
terns, confirm your judgments, and communicate them well to others.
So dust off your notebook or turn on your tablet, and learn to regularly
write critical and reflective field notes tied to big and small questions
that you want to investigate in the classroom. For a little instruction
on writing field notes, consult Emerson, Fretz & Shaw (2011) Writing
Ethnographic Fieldnotes. Field notes are often dismissed as the tools of
aged anthropologists or grizzled journalists, but that’s a cop-out from
peopif: who don’t understand how rigorous and exacting this kind of
record keeping can be. In law and medicine, meticulous briefing notes
and symptom charts underpin complex defence or prosecution strat-
cgies and complex diagnoses. And it works because they are not used
on their own.

As tools of measurement, observation and interview can minimise
or fully take account of the presence of a researcher. For example, you
can use a schedule to standardise what you ask or look for, or you can
participate inan observation or interview as you would in a conversation.
Real World Research (Robson 2002) offers a great introduction to both
of these tools and how to apply them in the real world. A structured
observation is not necessarily more reliable or more ‘scientific’ than an
unstructured conversation. What matters is that you used the right tool
for the job and that you can justify your choice. These kinds of tools
assume that there is something real that professionals and learners are
able to articulate, even if it is mediated thmugh all the assumptions thcy
brought in with them through the classroom door. Just like a jury in a
court case, policy makers, parents, school boards and students need to

be able to follow the evidence trail that you are setting out for them as
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you evaluate the learning that happens in a complex classroom. Again,

we need to draw from the whole toolkit in order to measure well.

Measurement as a practice of human flourishing

Thoughtful, excellent measurement in education facilitates wise judgc:a
ment and action capable of contributing to the common good. It does
this when it is ordered toward a clear vision of what education is for, and
when it takes fully into account the complexity of the classroom and
our personhood. It is important that measurement is seen as the tool it
is, and not mistaken for the end goal. Educators should be apprenticed
to use the whole range of measuring tools appropriately.

The person and kingdom of Jesus embodies or incarnates for
Christians the fullest vision of the good life. In Jesus we see reflected the
perfect likeness of God; it is in his image that we are all made. Christian
educators need a way to discern if education is supporting learners to
grow toward or away from this vision. Good measurement can help

them to do this, and as such it is a practice of human flourishing.

Reflection questions

These were devised by fellow contributor to this book, Andrew
Tredinnick, after rcading Beth Green’s article, and included in this

chaptcr with Beth’s support.

Consider appropriate measurement

L] How CIOCS thC l'}"pﬁ Df d&t& th:tt you (Ol' your SChOOD g‘:lthf:l'

&b()llt your SlTlICI ents dClﬂOﬂStl’ﬂtﬁ Wl"lﬂt you Vﬂillf!?

- How do ‘league tables’ or similar work in your area? How do

they influence your school’s decisions?

What are the advantﬂgcs and disadvantagcs of considcring

education as a private rather than a public good?

How CIO you act on what You measure ? W11£lt is your meas-

urement for?
Consider classroom complexity

W’hat EI&I’I’IPICS DfﬂﬂWCd measurement l"l&VE you EXPC[' iCﬂCCd ?
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What are the consequences of simplification or oversimplifica-

tion of measurement in your experience?
How can we embrace complexity without being overwhelmed?

Consider the concept of ‘cmcrgcncc’: what if somcthing

happens that you didn't plan?

How can school climate be measured or evaluated?

Consider tools

Consider apprf:nticcship as a model of lcarning: how might
that influence chosen tools or approaches to learning? What

could be the role of eyewitness testimony in learning?

How has reductionist thinking affected our understanding of

and nurturing of human agency?
How might you become a more reflective practitioner?

How might you use ficld notes, participant observation and
intervicws as tools for understanding your students and your

own work as a teacher?

How dO thC tGOlS ofmcasurcmcnt youarc llSiﬂg hfflp to SLIPP ort

the spiritual growth and flourishing of learners?
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CONTRIBUTING THROUGH CHRISTIAN EDUCATION
TO CHARACTER FORMATION

39 Measuring school
oraduates’ outcomes:

the Cardus model

Beth Green & Ken Goodlet

If something is worth doing, it’s worth measuring.
Beth Green on Cardus’ working principle

n October 2016 Cardus released a Canada-wide survey ‘on the

contribution of graduates from religious and independent schools.

Cardus is a think tank dedicated to the renewal of North American
social architecture and the education research program publishes reliable
and credible data for the impact of non-government schools on graduate
outcomes. Sub-headed “Educating to love your neighbour: the full pic-
ture of Canadian graduates, the Cardus 2016 survey involved graduates
from 968 public schools and 359 independent schools. It covered such
arcas as work & measuring education, social relationships & personal
goals, religious orientation, generosity, involvement in public life and
in STEM (science, technology, engincering, mathematics) disciplines
and evaluation of school experience.

Classifications of types of schooling are marginally different in
Canada than here. Bearing that in mind, a general finding was that ‘public
and separate Catholic school graduates are less likely than independent,

and non-religious independent school graduates to feel responsible for
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helping those in need; says Dr Green. “The data indicate that public
school graduates are also less willing than evangelical Protestant and
nonreligious independent school graduates to give blood, volunteer,
and to donate to charity. Dr Green adds that the latest survey shows
educational diversity and encouraging a role for independent schools
within the public education system would benefit Canadian society
as a whole.

Dr Green says, “We have refrained from editorialising and weigh-
ing in on the data with interpretations and evaluation thmughour.’

Some findings on each educational sector, quoted from the Cardus

2016 survey, are as follows:

Public school graduates ‘have the same trust in civic institu-
tions as their peers, but are less Jikc]y to be cngagcd with such
institutions than their peers that graduated from independent

schools.

Separate Catholic graduates ‘are largely indistinguishable from
public school graduates, but sector does affect an increased

likelihood in obscrving traditional classic rf:[igious practiccs’.

- Catholic independent graduates ‘have a higher likelihood of
being married and are less likely to cohabit; they also have
significantly larger families. These graduates have a more
diverse set of social ties although fewer close ties than public

school graduates.

Nonreligious independent graduates are less likely to partici-
pate in the political process than public graduates, and more
likely to get news from non-mainline news sources (blogs

and the Internet)’.

Evangelical Protestant graduates ‘are more likely to attend
church, observe religious disciplines, and strengthen their
relationship with God than public school graduates. These
grm:[uatcs are also just as politicaﬂy and civica[ly cngﬂged as

their peers from public schools.

. Rr:]igious homeschool gr:tduatcs ‘are less trusting and con-
fident in a whole range of public institutions than public

SCE’\{)UI gmduatcs; thCY arc El[SO incrcasing[y more 111'{6[:}7 s5C€C
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the society as hostile to their values. However, they are just as
engaged with political life as their peers from public schools.
Their school also forms graduates who attend church, observe
rcligious discip[inf:s, and strcngthf:n their rc[ationship with

God more so than public schools.

The survey backs up these findings with a large volume of detailed
research.

Cardus works on the principle that ‘if something is worth doing,
it’s worth measuring’. And by measuring, we can target the arcas of
celebration and concern which we can then work on.

A challenge for us in Australia is to decide whether there is a place
for such research here and, if so, how we should fund it.
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Reflections

Some Heads of schools’

approachcs to Christian education

Ken Goodlet

ost Christian schools in Australia, states John Collier,
maintain an open enrolment policy. He goes on to say that
‘maﬂy parents enrol their children not in the hopc that thcy
will be evangelised and/or nurtured in the Christian faith, but rather
because such schools appear to be safe havens, with good values, good
academic results, and where students will be well cared for. Indeed,
some cnroﬁing parents are suspicious of rcligious enthusiasms. In some
older Christian schools, particularly those established by mainstream
churches in the nineteenth or early twentieth centuries, variable staff
appointment policies have led to a situation where only a proportion,
in some cases even a small minority of staff, pmclaim the lord ship of
Christ. There exists then a real incongruence between the gospel aims
of senior executive staff and school councils on the one hand, and a
sizeable population of staft and parents on the other. How can this
difhicult terrain be navigated?’
Several schools sharing this situation have commenced meeting
together periodically to share perspectives on helptul ways forward.
Below are the journeys followed by Heads of five of these schools in

this navigation process.
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Paul Burgis, Principal,
Preshyterian Ladies’ College (PLC) Croydon Sydney NSW

Paul Burgis joined PLC Sydney in 2011, after experience in schools in
Sydney, Harare Zimbabwe and southern %’ccnsland, and running a
Master of Arts in Education program at St Martins College, University
of Lancaster. Over the years he has been on and continues on a journey
to understand the nature of Christian education. He here addresses two

education qucstions of importancc to him:

The first of my questions is: What is education? Education is
the growth of the whole person—mind, body and spirit—in
sapienter (wisdom/understanding) and scientia (knowledge).
It is the development of knowledge about ourselves and the
universe. Key to my Christian framework is that our knowledge
of ourselves and the universe is limited. Even in mathemar-
ics and the sciences there is knowledge that is limited and
tentative. In regard to the area of consciousness—the mind
that thinks and knows—we continue to have a very limited
understanding. This opens the potential for faith to be admit-
ted as a means of understanding aspects of life. The process of
gaining undcrs{anc[ing can be based on a step of faich rather
than a process of reason. Reason can ‘follow” faith. We come
to the position of secking to know or understand things from
a point of weakness and thus have no reason to be conceited in
our knowledge or the status it gives. The faith position that we
(our consciousnesses, our minds, our bodies, our very selves)
have an innate and inalicnable dignity is a faith position. It is
the basis of our assumption that education is a valid process,
that we are worthy of being educated.

Our realisation that we are troubled in our knowing has both
practical and moral outcomes: we don't necessarily use our
knowledge for the good of ourselves or of others. This strength-
ens the position that we need grace to function. Even though
our acts of knowing arc flawed and their flawed nature has
consequences for ourselves and others, we still can live and
pursue both knowledge and the hope of learning how to act with
respect and goodness towards others. For example, the doctors
of the Middle Ages (and I am sure there are medical experts in
this category today) employed some flawed reasoning. Yet they
acted in order to try to relieve pain or encumbrance. Thf:y, like
us, needed a sense of grace in order to continue to function
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positively and effectively. The apostle Paul's and Augustine’s
vision is that we ‘sce through a glass darkly] that we can’t
pretend to know it all, and an awareness of this subsequently
can produce a deep humility which opens the way to seck to
improve both oursclves and our practices. Former Archbishop
of Canterbury Rowan Williams sees Christianity as ‘a coherent
narration of human growth into divine communion in which
issues about time, rcsponsibﬂil:y, reciprocity, self-deceir, self-
aversion, and public and personal integrity can be illuminated.
Education is about developing a coherent narrative of human
growth towards divine communion in which all of thosc issues
can be illuminared.

A second question is: How are church and school different?
The church has the L'f:sponsibiliry to teach, enacr and create
a community of the gospel. It learns to listen and to serve, to
interact in peace and to define and enact the good, to love God
and neighbour. The school must teach surveys of knowledge
and epistemologies of knowledge, wisdom and moral choice,
as well as skills. Thus the school must teach areas that are not
necessarily in tune with faith. The church is a gathering of like-
minded believers. The school is often a disparate community
built around a range of ideas about what education is. The job
of the Christian leader is therefore to seck to articulate how
knowledge and wisdom fit together—what the curriculum is
and how its themes emerge. The Christian leader has the huge
task of trying to hclp her/his community to think with their
faich whilst they encounter a range of types of knowledge and
1u1derst:u1d'mg.

John Collier, Head of School,

St Andrews Cathedral School Sydney NSW

John Collier joined St Andrew’s in 2010 with credentials that would
appeal to the school community in general. He had put into prac-
tice his belief that ‘education is about, for and of students’ in Thomas
Reddall High School where he was Principal from 1991 to 1997, and
at St Paul's Grammar School Penrith where he was Principal from 1997
until 2009. John had felt called by God into Christian education, with
acommitment to helping facilitate a bridge between biblical theology
and education in schools. He has had a strong emphasis on intellectual

stimulation through such vehicles as the International Baccalaureate
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and attracting, developing, inspiring and retaining quality teaching
staff. He is a strong supporter of co-curricular programming. And he
has profound respect and regard for the learning needs of Aboriginal
and Torres Strait Islanders.

In addition, as a committed, active Christian, John Collier has
been keen to promote Christian ideals, in order to embed faith com-
prehensively through the school. He has presented faith as a public
good, as a rational and credible contribution to education and culture.
Supporting this approach were such speakers to staff as Simon Smart
from the Centre for Public Christianity on a world view; Dr Justine Toh,
Lecturer in Cultural Studies at Macquarie University on a Christian
critique of culture; Rev Dr Bruce Winter, Principal of the Queensland
Bible College on Christian service; and Dr Richard Edlin on secular
humanism. And similarly, there were presentations for students, staff
and parents, covering apologetics and Christian ethics, by Professor John
Lennox (Oxford University), Professor Pastor Dale Kuehne (special-
ist on gender politics and homosexuality), Dr John Dickson (from the
Centre for Public Christianity) and Professor Simon Conway Morris
(Cambridge University) on evolutionary biology.

John Collier has met regularly with chaplaincy and Christian
Development staff and also conducted workshops on Christian educa-
tion as an option amongst staff. Furthermore, in order to train staff to
think theologically (and to establish a firmer biblical basc) the school
has commenced a program teaching theology to staft prepared to attend
on some afternoons. The school has encouraged Christian staff members
to consider how to use their subject areas authentically as a plattorm for
having students examine a Christian world view, and critique the secular
humanism and materialism which is otherwise the unchallenged default
position of state syllabuses and text books. Trevor Cooling, Professor
of Christian Education at Canterbury Christ Church University in
England; Ruby Holland, Anglican Education Commission consult-
ant; and Alison Wheldon, Anglican Education Commission Primary
Consultant have worked with staff to provide ‘at the elbow’ assistance.
Dr Beth Green from Cardus Institute in Canada has unpacked her
rescarch on factors which may lead avowedly Christian schools to be
ineffective in their Christian testimony. Dr Richard Edlin, former Head
of the National Institute of Christian Education, has challenged the
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notion that secular humanism is a neutral position, challenging staff
to contend with it rather than adopting it as a default position which
is antithetical to Christian faith.

The school is further cxpioring the notion that the Christian
Development curriculum should be the hub of the total curriculum,
where the cha?[aincy staff become resident theologians and public
intellectuals of the school, able to talk into subject areas and answer
staﬁ'cnquirics as r,hc}f bring thco[ogy to bear upon the issues arising in
their subjecl:s. The ultimate g{:al is to train Christian staff so that thf:y
can also speak from their subjcct areas into the Christian Dc:vcl{)pmcnt
curriculum. Clearly, there are real costs in bringing such quality speak-
ers, local and international, into the fray. St Andrew’s Cathedral School
has managed the financial aspects of this provision by entering into
cost sharing coalitions with a number of other schools, and with other
Christian organisations such as the Centre for Public Christianity
and the Anglican Education Commission (EdComm) of the Sydney
Diocese, where each school or organisation receives a prorata share of
cach speaker’s time, and therefore expenses.

CRU (Crusaders) lunch time groups, often led by our senior Christian
students or ex-student Alex Abbotsmith Scholarship holders (Cathedral
interns) is a very important means of evangelism and Christian nurture
of students. CRU is coordinated by one of the school’s chaplains.

The school is also concerned with the articulation of soon-to-
graduate students into sustaining Christian groups. The school secks
a formal link with university chaplains who will visit the school in an
effort to encourage students to have a connection that will help them

maintain and dcvelop their faith once thcy leave school.

Tony George, sometime Principal, St Stephen’s School Perth,
Western Australia and newly appointed Head, The King’s School
North Parramatta, Sydney, NSW

Tony George began his teaching career in 1986 at Trinity Grammar
School Sydney. In the three enjoyable years he spent there, he became
convinced, in discussion with others, that there was a need for train-
ingin Christian lcadcrship, so he then complctcd a Masters of Business

Administration, leading to work in management consultancy for a number
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of years, and did a Bachelor of Theology degree at Moore Theological
College Sydney. In 2001 he was offered the position of Head of Senior
School at Pacific Hills Christian School Dural NSW. An overtly Christian
school, it was part of the Christian Schools Movement. There was no
chaplaincy, all members of staff being expected to take on a Christian
pastoral role; and there was a clear Christian curriculum, where there
was a secking to understand the relationship between Christianity and
Board of Studies courses. There was a rigorous Biblical Studies course
that lead to the Moore Theological College Preliminary Theological
Certificate. There was a significant uptake of this optional course in
Years 11 & 12. The nine years there were fulfilling and enjoyable.

In 2011 Tony was asked to become Principal of St Stephen’s School
Perth, a large, multi-campus Uniting Church school. The School Council
was looking for an educational leader who was organisationally com-
petent and who was an evangelical Christian. Tony was delighted they
thought that was him! The school was well established, but wanted to
set down a path that would define its trajectory as a global school by
re-kindling its Christian distinctive. The key issue the Council wanted
to address was: How can a school be inclusive (addressing the needs of
all students irrespective of their personal faith) and exclusive (repre-
sentative of the one Christ)? This was a challenge that was one of the
attractions of the job for Tony.

He was not prepared to accept that Biblical Studies should be ‘just
a stocking-filler’ he said. He was able to develop a school-wide (K-12)
Biblical Studies program for all students irrespective of background
that aimed to be relevant to each student’s particular stage of develop-
ment but that did not pressure students for a personal commitment.
Of course, within the school’s ebb and flow, there would be opportu-
nities to commend Christ.

The success of this program owed much to taking what appeared
at first sight a disadvantage and making it an advantage. Perth is otten
touted as the most isolated large city in the world, where many parents
came to make money from the resources boom; there was not a strong
personal link with the surrounding world or with the church. But Tony
saw it as strategically placed as a centre for two-thirds of the world’s
population on the multi-religious Indian Ocean rim. As the oldest holy
book in the Western tradition, the Bible could, if taught sensitively,
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provide a basis on which to engage with these socicties. This approach
struck a chord with parents: taking holidays to places like Bali from
Perth, they were interacting with strongly religious socicties. In addi-
tion, the school introduced and developed service-learning programs
in such places as the Kimberleys, Malaysia, Cambodia, Mauritius and
South Africa, students becoming outward-looking, serving others. “The
biblical program inspired the mind, the service program informed the
heart, Tony said. It was a fulfilling five years for Tony.

Last year, Tony was contacted by the recruitment team from The
King’s School. They wanted a Head who would take a large, estab-
lished, successful school and would honour its traditions and, within
that, strengthen the Christian character of the school. It was, to Tony, a
fairly logical transition from the inclusive/exclusive work he had done
in Perth and, humbled to be asked, he decided to accept this as God’s
call. He takes up the appointment in 2017.

Stephen Kinsella, Headmaster,
The lllawarra Grammar School Wollongong NSW

Stephen Kinsella can’t remember a time when the Christian faith was
not a significant part of his life. This commitment was reinforced by
his involvement in his church and by his links with Christian groups at
university. He commenced his teaching career in 1978 in state schools
and, when appointed to Blaxland High School at the end of his first
year, he ran the Christian group in the school, which regularly attracted
over 100 students.

In 1987 he accepted an offer to be Head of Social Sciences at St
Paul’s Grammar School Penrith, a promotion he would not have gained
for many years in the state system. His move from the state system to
a Christian school was with an understanding that God called him to
be faithful wherever he taught. While at St Paul’s, he became Deputy
Principal and completed a Master of Education Studies degree. During
that time he developed his understanding of the relevance of the gospel
to all of life, including all subject areas taught in schools and was intro-
duced to the curriculum of the International Baccalaureate (IB).

He was appointed in 2001 as Principal of the Anglican/Uniting
Church school, Kormilda College located in Darwin, a school of 800
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secondary aged students. The curriculum was broad and ranged from
the IB Diploma Programme through to Intensive English for many
of the 300 boarders from remote indigenous communities. T had five
wonderful years there, he said. Under his leadership the school explored
the relevance of the gospel to the whole school curriculum using the
approach to learning developed by Dr Peter Vardy.

Stephen became Headmaster of The Illawarra Grammar School
(TIGS), an Anglican school, in 2006. He sces himself as building on
the work of his predecessors at TIGS. He led the school community
through a process that more clearly defined the school’s three core
values—Academic, Christian and Caring. The school’s Statement of
Mission was developed, summarised as follows on the school website.

TIGS is, the site states, a school where:

academic success is matched by success in the development
of physical, spiritual, aesthetic, cultural, social and emotional

attributes;

C&Ch Chlld 1s kIlOWﬂ E‘I.P.IC] lOVCd EOL' Wh{) thﬁ}’ arc and cncour-

ag-::d ﬂﬂd lllll'tlll'ﬁd to bﬁ ﬂl[ that thﬂ}' can bf.‘:‘,

the development of a personal faith is valued and shaped by
the beliefs and behaviours of the Christian faith.

The TIGS community welcomes students and families that share these
values and we look forward to the achievements of our next 50 years—
maintaining the traditions of the past while applying the school’s values
to the opportunities and challenges of the future.

Stephen Kinsella then addressed these five questions to bring out
the educational thinking which lay behind this mission statement:

1. What is Christian education? It is equipping a student to be
a whole person, involving their relationship with God, other
people and their environment.

2. How does Christianity relate to education? The gospel message
as outlined in Colossians 1:15-18 is the approach where Jesus
is seen as ‘the image of the invisible God’, through whom ‘ll
things have been created through him and for him’ and ‘in him
all things hold together’ This means that the whole of life and
the whole of education is the business of Christianity. There is
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no place for a sacred/secular divide.

What is a Christian school? There are as many definitions as
there are schools. Stephen Kinsella said, “The three Christian
schools I have worked in were inclusive in their appronch to
recruitment—all members of the community were welcome
if they were attracted by the school’s values and curriculum. St
Paul's Grammar School was a new school with strong links to
the Christian vision of its founders; Kormilda College defined
and re-established its commitment to Christian education
with a spcciﬂ.l focus on the needs of 'Lndigcnous students; and
TIGS continues its commitment to developing a curriculum
that integrates a Christian world view within the mainstream
curriculum.

How should a Christian school velate to society? The first respon-
sibi]jty is to fulfl the educative function of a school; and the
second responsibility is to ensure that the school is faithfully
pointing toward Christ as it implf:mf:nts its programs.

What is the future of Christian schooling? Stephen Kinsella said,
‘Christian schools gcncraﬂy are successful in df:livcring the overt
Christian dimensions of their programs— Chapel, Biblical Studies,
service programs and the like. The new ground in Christian
schooling is identifying and presenting in an authentic way the
relevance of the gcaspcl to the whole curriculum, particularly in
the classroom.” Teaching from a biblical perspective necessarily
challenges teachers about their own understanding of their faith
and their subject areas. A challenge for Christian schools is to

appropriatf:iy support teachers in this process.

As Stcphcn Kinsella looks back on his career he can see how his own

faith has been informed and strcngthcnf:d and how this has been of
benefit to the schools in which he has served.

Nicola Taylor, Principal,
Presbyterian Ladies’ College (PLC) Armidale NSW

Nicola Taylor says, ’From the age of four I decided to be a teacher.

Raised by a mother who became a state school Principa[, Nicola

trained as a Primary school teacher, specialising in non-government

475
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schooling. This opened the way to her becoming involved in Christian
Parent-Controlled and Christian Community schools, leading to her
appointment to Sutherland Shire Christian School. Her ‘keen interest
in student learning;, she says, led to her gaining further academic quali-
fications from the universities of Southern Queensland and Sydney.

Nicola then, during a period when she was raising her five children,
undertook a range of contracts with the state and federal governments
that gave her a wide-ranging understanding of diverse curriculum and
cducational administrative issues; she also had the opportunity to assist
small and struggling Christian schools. She says, “These experiences
collectively confirmed the right and responsibility of parents for the
education of their children and the diversity of schools that exist within
the Independent Sector reflecting parental conviction and choice!

Nicola says, “Throughout my career [ have valued various oppor-
tunities to pursuc educational leadership) stepping into various
administrative roles at Sutherland Shire Christian School including
principalship, a school from which she learnt much from those she
worked with. Appointed Principal of PLC Armidale in 2015, she says
she is enjoying this school which she describes as ‘a leading regional,
all girls day and boarding school from Pre Kinder to Year 12 located
in the picturesque New England Region of NSW

What is education? Nicola sees it as:

... a process of transformation, an enabling process whereby
the dignity and worth of each individual is valued as they
are led on a journey of growth, development, improvement,
marturity; itisa public €vent, a Community enterprise. Parents
are their children’s first teacher but along the way they enlist
the support and involvement of others to refine, improve or
add value to their child through cither formal or informal
means. Early socialisation through playgroups, extended family
gatherings or in the church are developed more specifically
through formal structures such as school, sporting programs,
music academies and so on. Education is a relarional activiry;
we were created to live in relationship or community with
others. The learning journey is relational through collabora-
tive, co-operative connections, teacher to student, colleague
to colleague, peer to peer, child to child.
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How does Christianity relate to education? Nicola sees it as providing

both context and content:

The Christian faith is abourt rf:iationships, about humanity’s
relationship with God the creator and sustainer of all things;
and about the responsibility of parents, teachers and others to
educate their children about God, his Word and his world. It
models respect for others, for experience, for self, for author-
ity, cach of which is needed by the learner to be receptive to
instruction and to grow from information to knowledge, from
knowledge to insight and from insight to wisdom. The integrity
of the preservation of the key teachings of the Christian faich
through what for many years was an oral tradition demon-
strates the high value placed on such education. Historically
Christians and the Church rook the responsibility of educar-
ing the next generation very scriously, even to the point of
establishing centres for learning, such as schools. Many of the
Ivy League universities have their genesis in the work of the
Church or Christians committed to educartion.

What is a Christian school? Nicola says is a placc which:

... with integrity and transparency is secking to uphold, teach
and actively promote the Christian faith according to the state-
ment of faith foundational ro the school. There are different
models for Christian schools and each secks to respond to the
needs of its community. A Christian school should seck to be
transformarional—based on the authority of God’s word for

all of life and the whole of life.

How should a Christian school relate to society? Nicola says such a
school should:

be open, inclusive, firm yet fair;
strive for excellence in all things;

model Christlikeness, especially if for some this is the only
experience thc:y will have had with Christians and Christianity;

be cxpi_icit in its instruction, cspcciaﬂy in relation to the Bible
and kcy doctrines of the Christian faith, but prf:scnted inan

open and winsome way that encourages dialogue;
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- respect difference but acknowledge the absolute nature of truth
and the exclusive access to the truth through Jesus Christ as

Lord and Saviour;

seck to transform through the renewing of minds (Romans

12:2).
And the future? Nicola says:

I continue to enjoy the challenge of educational leadership, I am
cncouragcd by the divcrsiry of cxpression of Christian educa-
tion. I remain convinced that Christian educators, Christian
schools and Christian education will shape and influence the
next generation which adds mission and purpose to my work.









About the book

Better L eaming puts the learner centre stage. The 37 Australian and British contributors provide a variety
of heads and hearts tools to assist educators to engage in a meaningful way with their charges. This leads
all the way to student assessment in such challenging and significant areas as character formation. The
backdrop to this trajectory is a strong cognitive structure and theological scaffold with engaging, relevant,
informative and inspiring classroom adaptations. School Head, author and co-editor Tony George states
the goal of such education as being ‘to create and foster an educational community of Christian wisdom in
which our students may engage with their teachers and each other in the study of the various disciplines of
their curriculum in order to construct a biblically informed coherent Christian worldview for the purpose of

engaging wisely and knowledgeably in God’s world. Thus, we grow people; wise and knowledgeable people!

About the editors

Ken Goodlet has taught in NSW state and Christian schools, was an educator and school administrator
in NSW and Malaysian Christian schools and was editor for an Australian Christian book publisher. He has
written five published community histories and another is at the printer.

John Collier is the Head of 5t Andrew's Cathedral School and of 5t Andrew’s Cathedral Gawura (Indigenous)
School, Sydney, before which he was Principal of 5t Paul’s Grammar School Penrith NSW. He has been Chair
of AHISA (Association of Heads of Independent Schools of Australia), NSW/ACT, has been a member of the
AHISA Board and is a member of the Anglican Education Commission of the Sydney Anglican Diocese.

Tony George is trained in business leadership and theology, and worked in management consultancy,
interests that became hallmarks of his career. After nine years as Head of Senior School at Pacific Hills
Christian School Dural NSW, he became Principal of 5t Stephen's School Perth WA, a large multi-campus
Uniting Church school, a position he held for five years. He was appointed Head of The King's School North
Parramatta NSW in 2016.

Wiany issues raised in this book will lead to important, worthwhile
“discussions. It truly is a valuable resource,
Gloria Goris Stronks

Prafessor of Education, emevita, Calvin College Michigan USA

itis a delight to commend Better | earning, the
sequel to Teaching Well, as another fine resource for
Christian educators. In this volume we are invited to
dig deeper into the various disciplines of the school
curricula, so that learning is understood not merely
as cataloguing and memorising facts, but seeing all
facts as God's facts, recognising their connectivity,
appreciating the unity and diversity of God's creation,
and like Solomon , growing in wisdom, insight and
understanding in every field of endeavour (1 Kings
4:29).

Glenn N Davies

Anglican Archbishop of Sydney NSW

&

| commend this new book from the editors of
Teaching Well. Better L earning brings togetheran |
array of influential Christians discussing learning from
a number of perspectives including philosophical;
pedagogical; and cultural. The diversity of authors
will ensure rich discussion material for teachers and
administrators and signals an exciting era in which
Christian educators from different traditions are shar-
ing insights together as they seek to honour God in
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