[image: Cover: Religion in the Primary School, Ethos, diversity, citizenship, edited by Peter J. Hemming, published by Routledge]

Religion in the Primary School

Religion and its relationship to schooling is an issue that has become more and more topical in recent years. In many countries, developments such as the diversification of state school sectors, concerns about social cohesion between ethnic and religious groups, and debates about national identity and values have raised old and new questions about the role of religion in education. Whilst the significance of this issue has been reflected in renewed interest from the academic community, much of this work has continued to be based around theoretical or pedagogical debates and stances, rather than evidence-based empirical research.

This book aims to address this gap by exploring the social and political role of religion in the context of the primary school. Drawing on original ethnographic research with a child-centred orientation, comparisons are drawn between Community and Roman Catholic primary schools situated within a multi-faith urban area in the UK. In doing so, the study explores a number of ways in which religion has the potential to contribute to everyday school life, including through school ethos and values, inter-pupil relations, community cohesion and social identity and difference. At the centre of the analysis are two key sociological debates about the significance of religion in late modern societies. The first is concerned with the place of religion in public life and the influence of secularisation and post-secularism on the relationship between religion and schooling. The second relates to the increasingly multi-faith nature of many national populations and the implications for religious citizenship in educational settings.

Religion in the Primary School will be a useful resource for academics, researchers and students as a key addition to existing knowledge in the disciplines of education, sociology and human geography. It will also be of value to both policy-makers and educationalists interested in the role of religion i

Peter J. Hemming is a lecturer in the School of Social Sciences at Cardiff University, UK, where he teaches sociology of education and childhood studies. Peter’s research interests include children and young people, schools, power and identity, faith-based education, citizenship studies and sociology of religion. He is also a former primary school teacher.



Foundations and Futures of Education

Peter Aggleton, UNSW, Australia

Sally Power, Cardiff University, UK

Michael Reiss, Institute of Education, University of London, UK

Foundations and Futures of Education focuses on key emerging issues in education as well as continuing debates within the field. The series is interdisciplinary, and includes historical, philosophical, sociological, psychological and comparative perspectives on three major themes: the purposes and nature of education; increasing interdisciplinarity within the subject; and the theory—practice divide.


	Religion in the Primary School

	Ethos, diversity, citizenship

	Peter J. Hemming




	Discerning Critical Hope in Educational Practices

	Edited by Vivienne Bozalek, Brenda Leibowitz, Ronelle Carolissen and Megan Boler




	Education and Masculinities

	Social, cultural and global transformations

	Chris Haywood and Mairtin Mac an Ghaill




	Bullying

	Experiences and discourses of sexuality and gender

	Ian Rivers and Neil Duncan




	Language, Learning, Context

	Talking the talk

	Wolff-Michael Roth




	Postfeminist Education?

	Girls and the sexual politics of schooling

	Jessica Ringrose




	The Right to Higher Education

	Beyond widening participation

	Penny Jane Burke




	The Struggle for the History of Education

	Gary McCulloch




	Radical Education and the Common School

	A democratic alternative

	Michael Fielding and Peter Moss




	The Irregular School

	Exclusion, schooling and inclusive education

	Roger Slee




	School Trouble

	Identity, power and politics in education

	Deborah Youdell




	Schools and Schooling in the Digital Age

	A critical analysis

	Neil Selwyn




	Being a University

	Ron Barnett




	Education — An “Impossible Profession”?

	Tamara Bibby




	Re-Designing Learning Contexts

	Technology-rich, learner-centred ecologies

	Rosemary Luckin




	Education and the Family

	Passing success across the generations

	Leon Feinstein, Kathryn Duckworth and Ricardo Sabates




	Learners, Learning and Educational Activity

	Judith Ireson




	Gender, Schooling and Global Social Justice

	Elaine Unterhalter




	Education, Philosophy and the Ethical Environment

	Graham Haydon




	Schooling, Society and Curriculum

	Edited by Alex Moore






Religion in the Primary School

Ethos, diversity, citizenship

Peter J. Hemming

[image: Logo: Published by Routledge, Taylor and Francis Group, London, New York. Routledge is an imprint of Taylor and Francis Group, an Informa business.]



First published 2015

by Routledge

2 Park Square, Milton Park, Abingdon, Oxon OX14 4RN

and by Routledge

605 Third Avenue, New York, NY 10017



Routledge is an imprint of the Taylor & Francis Group, an informa business

© 2015 P. Hemming

The right of P. Hemming to be identified as author of this work has been asserted by him in accordance with sections 77 and 78 of the Copyright, Designs and Patents Act 1988.

All rights reserved. No part of this book may be reprinted or reproduced or utilised in any form or by any electronic, mechanical, or other means, now known or hereafter invented, including photocopying and recording, or in any information storage or retrieval system, without permission in writing from the publishers.

Trademark notice: Product or corporate names may be trademarks or registered trademarks, and are used only for identification and explanation without intent to infringe.

British Library Cataloguing in Publication Data

A catalogue record for this book is available from the British Library

Library of Congress Cataloging in Publication Data

A catalog record for this book has been requested

ISBN: 978-0-415-71487-7 (hbk)

ISBN: 978-1-315-88231-4 (ebk)

DOI: 10.4324/9781315882314

Typeset in Galliard

by Florence Production Ltd, Stoodleigh, Devon, UK



This book is dedicated to my mum



Contents


	Series editors’ foreword

	Acknowledgements

	List of abbreviations

	1 Introduction

	2 Religion, citizenship and society

	3 Education, religion and ethnography

	4 School ethos and religion

	5 Post-secular values

	6 Meaningful encounters

	7 Cohesive communities

	8 Religious difference and citizenship

	9 Conclusion

	References

	Index





Series editors' foreword

One of the most remarkable changes over the last two centuries has been the universal development of mass education. With each successive decade, provision has expanded to encompass more learners at more stages in their lives. The ambitions for education systems have also grown to encompass objectives as diverse as personal fulfilment and well-being, cultural transmission, active citizenship, social cohesion and, increasingly, international competitiveness.

The broad range of ambitions and the pace of change have created a climate in which it can be difficult to stand back and make sense of what education is for, and where it should be going. The Foundations and Futures of Education series of books provides an opportunity to engage with these fundamental issues in new and exciting ways. The series is broad and interdisciplinary in scope, including historical, philosophical, sociological, psychological and comparative perspectives, as well as work from within the fields of media and cultural studies. The series also reflects wider conceptions of education embedded in concepts such as ‘the knowledge economy’, ‘the learning society’ and ‘lifelong learning’.

In every volume, the academic rigour of the arguments is balanced with accessible writing, which we hope will engage the interest of those working in and for education, as well as a wide range of undergraduate and postgraduate students. Although there are few easy answers to many of the questions being asked, we hope that you will find the debates and dialogues interesting, exciting and thought-provoking.

Peter Aggleton, UNSW, Australia

Sally Power, Cardiff University, Wales, UK

Michael Reiss, Institute of Education,

University of London, England, UK
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1 Introduction

DOI: 10.4324/9781315882314-1

Religion and its relationship to schooling is an issue that has become more and more topical over the last few years. In many countries, developments such as the diversification of state school sectors, the effects of increasingly multi-faith populations on public service provision and concerns about social cohesion between ethnic and religious groups have raised old and new questions about the role of religion in education. This book aims to address some of these questions with reference to original empirical research conducted in primary school contexts. Through the employment of an in-depth, ethnographic approach, the study includes a comparison between two state-funded schools – a community primary and a Roman Catholic primary – both in multi-faith localities of an urban area in the North of England. In doing so, it explores a number of ways in which religion has the potential to contribute to everyday school life, including through school ethos and values, inter-pupil relations, community cohesion and social identity and difference. At the centre of the analysis are two key sociological debates about the significance of religion in late modern societies and these are introduced in the next section with reference to examples from around the world. The chapter will then move on to provide a brief background on religion and schooling in the UK and touch on some of the debates and controversies in this area. Finally, it will provide an overview of the aims and structure of the book as a whole.


Religion and education

Religion and education have often been intertwined in quite significant ways. Many of today’s world-leading educational institutions were originally established by religious scholars, or with particular religious principles at their core. For example, Harvard University in the United States was initially concerned with the training of Congregationalist and Unitarian clergy following its establishment in the seventeenth century. Although contemporary educa tional projects have often adopted a more secular flavour, the importance of religion for understanding education has not diminished. Even countries that claim a strict division between ‘Church’ and State, along with a purely secular education system, face difficult debates and controversies about the role of religion in and around education. There are a number of ways that religion remains prominent in educational landscapes today, three of which are briefly considered below with reference to examples drawn from the international stage.

The first rather visible example in which religion intersects with education is through the faith status or foundation of educational institutions, whether these are schools, colleges or universities, and the religious ethos, values and practices associated with them. One issue that has caused a lot of recent controversy in this area is the establishment or expansion of the state-funded Islamic school sector in many Western nations. Bugg and Gurran (2011) draw on two Australian case studies to highlight the resistance that plans for new Islamic schools often face at the local level. Although such schools are generally classed as ‘private’ in Australia, they are nevertheless eligible to receive a certain amount of state funding. The authors show how many of the concerns expressed through planning consultations for these schools were often focused, if implicitly, on potential social and community impacts, rather than technical or practical issues. These concerns included fears about the changing demographic character of local neighbourhoods, the dangers of segregation between different cultural and religious communities, and the perceived likelihood of increasing youth violence and anti-social behaviour. Similar resistance to Islamic schools, related to issues such as rights, citizenship, identity and social cohesion, have also been documented in other local and national contexts (e.g. Dwyer and Meyer 1995, Tinker 2009).

A second area of education in which religion often features prominently is the curriculum, both in terms of the discrete subjects taught and the significance of religious doctrine for the knowledge conveyed. Religious Education (RE), its place in the curriculum and its content and coverage (including the balance between different religious traditions), is an obvious topic of interest here (e.g. see Cush 2007). Yet it is the influence of religion on and in other subjects, such as science and sex education, that has tended to make the headlines in many countries. In particular, there has been a longstanding debate in the United States about the teaching of creationism or ‘intelligent design’ in science lessons, as a valid alternative to theories of evolution. Advocates of creationism often argue that secular schools, in embracing the teaching of evolution, are actually educating from an explicitly liberal position, rather than promoting neutrality. This could, they argue, be interpreted as a subversion of the religious beliefs of children, and discrimination against particular religious positions (Collins 2006). Many of the legal challenges to the privileging of evolution have failed, mainly because creationism has been viewed by the courts as a specific religious perspective, rather than an accepted universal scientific truth. However, creationists have instead recently focused their efforts on influencing states’ educational guidelines or repackaging creationism as ‘intelligent design’ (Moore 2007). Whatever the future developments in this debate, it is one that is unlikely to go away anytime soon (e.g. see Reiss 2011).

The third and final example is concerned with the religious identities of students and their relationships with other students, educators and the institutional arrangements that they encounter and experience. How schools provide for and accommodate religious minorities is a key factor in this equation, and this varies considerably in different national contexts. School dress and uniform has often been at the centre of controversies here, particularly the extent to which pupils are permitted to wear religious clothing and symbols. In 2004, the French government passed a law prohibiting such ‘conspicuous signs’ of religious affiliation in state schools, including Jewish skullcaps, Sikh turbans, large Christian crucifixes and Islamic headscarves or veils. Smaller and discrete signs such as medallions or crosses were exempt from the ban. Although the legislation was promoted and defended at the time as a necessary measure to maintain the secular nature of the education system, many have argued that the decision had wider significance. For example, Scott (2007) asserts that the ban reflected a national approach to the integration of religious minorities, particularly Muslims, into French society. France has historically taken a rather more assimilatory stance to immigrants and minorities than some of its European neighbours (Bryant 1997), reflecting particular understandings of French national identity.

Although these three examples illustrate very different ways in which religion continues to play a role in contemporary educational issues worldwide, they nevertheless all touch on two fundamental debates about the place of religion in wider society. One of these debates concerns the role of religion in those Western societies that can be described, at least to some degree, as ‘secular’ in nature. Whatever the constitutional arrangements in such states, religion almost always maintains some kind of presence in the public sphere. But what should this role be? Where are the lines drawn and how are these reflected in everyday practical realities? Whose interests take priority when it comes to religious matters in public space? The second key debate relates to the increasingly multi-faith nature of many Western societies, mainly due to global migration and settlement. Many countries are seeing the religious diversification of national populations, offering real challenges to the delivery of public services. How can states ensure the recognition and accommodation of all their citizens, whatever their religious background? How can the needs of majority and minority populations be successfully balanced?



Religion and schooling in the UK

In order to explore the relevance of the above issues and debates to schooling in the UK, it is first necessary to provide some historical context. When considering UK education, it is important to stress that England, Scotland, Wales and Northern Ireland all have separate education systems, controlled by the devolved administrations (or by the UK government in the case of England). Although England and Wales traditionally shared many aspects of their educational arrangements, this has now begun to change following devolution in 1999. However, there are nevertheless many similarities and points of crossover between educational developments in the four nations, particularly when viewed from a historical perspective. This section will therefore take England (and usually Wales) as a starting point but also highlight areas of continuity and convergence with the other constituent UK nations where appropriate.

The place of religion in the English State has a long history. The existence of the established Church in England dates back to the Reformation and the split from the Roman Catholic Church towards Protestantism. The Church of England, as the established Church, is effectively part of the country’s constitution, with the sovereign as its Supreme Governor and positions for Church of England bishops within the House of Lords (the upper legislative body at Westminster). The UK government also has power over the Church, with the prime minister still holding a veto on appointments for the Archbishop of Canterbury and Church of England laws forming part of the legal system. Although the relationship between religion and the state is somewhat loser in Wales and Scotland, with disestablishment taking place in both nations early in the twentieth century, traces of former arrangements are still evident in the Welsh and Scottish education system. In the case of Northern Ireland, the demographic divisions and historical tensions between the Protestant and Catholic communities have ensured that religious differences have remained central to the organisation of schooling there. It is against this constitutional backdrop that issues of faith-based schooling and the place of religion in UK education must be considered.

The partnership between faith groups and the state in providing education in Britain, and the existence of a ‘dual system’ of schooling, has important historical roots. The 1870 Education Act introduced the idea of state-funded education in England and Wales, but the Church had been an integral part of the development of schools well before that date, fuelled by a Christian desire to provide education for all. The Education Acts of 1902 and 1906 then established the dual system of church schools and state schools, in order to provide a national education system. Baumfield (2003) explores how the incorporation of church schools into the state system was a matter of pragmatism rather than design. The state began funding its own schools when it became apparent that the Church would be unable to provide universal education for all, due to lack of finance and clergy to teach. By the turn of the twentieth century, it was not considered possible for the state to take control of the vast numbers of church schools in England, leading to the establishment of the dual system. In contrast, the Church of Scotland handed over its parish schools to the state following the 1872 Education (Scotland) Act, and it was only later in 1918 that a ‘dual system’ developed in Scotland, with the incorporation of Catholic schools into the state system.

The Education Act of 1944 further clarified the dual system of schooling in England and Wales by categorising schools into ‘County schools’, which were entirely funded by the state, and ‘Voluntary schools’. Schools from the latter category had originally been funded primarily by religious bodies, but from this point established a formal funding partnership with the state. These schools were mostly designated ‘Voluntary Controlled’ or ‘Voluntary Aided’. Those that were Voluntary Controlled had some church governance but were no longer funded by their religious body. Voluntary Aided schools were partly funded by the state, with the religious body responsible for 50 per cent of capital works (although this has gradually been reduced since the 1960s to a current figure of 10 per cent). The 1944 Act therefore established the existence of maintained Church of England, Church in Wales, Roman Catholic and a small number of Jewish schools, either fully or partly funded by the state. Attempts from minority religious communities in the 1970s, 80s, and 90s to open their own maintained faith schools met with failure, despite the right of these groups to seek Voluntary Aided status already enshrined in law. From 1997, however, there was a change in government policy, initially leading to the establishment of a number of Muslim, Sikh and Hindu Voluntary Aided schools in England, as well as an increased number of Jewish Voluntary Aided schools (Jackson 2001).

Since the School Standards and Framework Act 1998, maintained schools in England and Wales are now categorised as Community (former County), Foundation (former Grant Maintained), Voluntary Controlled and Voluntary Aided, with faith schools a feature of the three latter categories. In 2010, around 34 per cent of maintained schools in England were schools with a religious character. Around 68 per cent of these schools were Church of England (4,598 schools) and 30 per cent were Catholic (2,010 schools). The remaining schools comprised of Joint Christian Faiths (61), Jewish (38), Christian (32), Methodist (26), Muslim (11), Sikh (3), Greek Orthodox (1), Hindu (1), Quaker (1), Seventh Day Adventist (1) and United Reformed Church (1) (DfE website 2013). In Wales, official figures for 2014 show that around 15 per cent of maintained schools possessed a religious character. Around 64 per cent of these were Church in Wales (154 schools) and 36 per cent were Catholic (86 schools), along with one school with a joint Anglican and Catholic ethos (Welsh Government website 2014).

In England, all maintained faith schools are expected to follow the National Curriculum, participate in National Curriculum tests and assessments, be inspected by the Office for Standards in Education (Ofsted) regularly and follow the School Admissions Code. However, there are some areas where maintained faith schools enjoy certain flexibilities and freedoms, such as the development of a religious ethos and the ability to give admissions priority to families who are of the faith of the school. Voluntary Aided schools have the additional privilege of following their own RE syllabus (rather than the Locally Agreed Syllabus) and are permitted to discriminate during staff appointment processes in favour of teachers that are of their particular faith (DfE website 2013). The arrangements for maintained faith schools in Wales are also very similar to those in England, reflecting the historical congruence between the two education systems.

The classification of schools is a little different in Scotland and Northern Ireland. In 2013, around 14 per cent of state-funded Scottish schools (primary and secondary combined) were designated as ‘denominational’, equating to 370 faith schools in total. Almost all of these were Roman Catholic (366), except for three Episcopalian schools and one Jewish school (Scottish Government website 2014). Denominational schools are fully funded by the Scottish government and share many of the freedoms of English and Welsh Voluntary Aided schools. In Northern Ireland, schools are mostly divided into controlled schools and Catholic maintained schools, along with small numbers of other schools, such as grammars, Irish medium and integrated schools (where Protestant and Catholic pupils are educated together). Controlled schools are run by local Education and Library Boards and a board of governors, usually including representatives from the Protestant churches. Catholic maintained schools are run by a board of governors with trustees who are mainly Roman Catholic. These schools receive capital grants from the Northern Ireland Department of Education and the majority of these grants cover 100 per cent of costs. In 2013, official government figures show there were 370 primary and 53 secondary controlled schools and 384 primary and 68 secondary Catholic maintained schools in Northern Ireland (Department of Education (NI) website 2014a).

In the last few years in England, a number of other state-funded school types have been added to the mix, including Academies and Free Schools. Academies are publicly-funded independent schools that are free from local authority control. Some Academies have sponsors, including successful schools, businesses, universities, charities and faith bodies. In 2011, there were 91 faith-based Academies, including 49 Church of England, 31 Christian, five Catholic, three Mixed, one Inter-/non-denominational, one Sikh and one Jewish. In practice, these schools enjoy similar privileges to Voluntary Aided schools regarding school ethos, RE, pupil admissions and staff appointments (DfE website 2013). Free Schools are all-ability, state-funded schools set up by teachers, charities, organisations, parents and/or education experts in response to local demand. Around a third of the newly established or planned Free Schools are faith-based, representing a range of religious traditions and denominations. Such developments underline a continuing UK government commitment to the expansion of the faith school sector in England (Watson 2013).

State-funded faith schools are, or course, distinct from private, independent faith-based schools. There is a completely separate fees-based schooling sector in the UK, and these are frequently confused when the media reports on Islamic schools in particular (Dwyer 2006). For example, government figures from 2010 show that out of around 2,400 private schools in England, there are 999 independent faith schools. These include 827 Christian or inter-denominational (including Evangelical schools), 125 Islamic, 42 Jewish, two Hindu, two Sikh and one Buddhist school (DfE website 2013). Independent faith schools in England have the right to apply to join the maintained sector, through conversion to Free School or Voluntary Aided or Controlled school, provided they are willing and able to comply with the necessary requirements. In addition to independent faith schools, some parents choose to enhance their children’s spiritual education though supplementary schooling, rather than mainstream faith schooling. Supplementary schools are voluntary organisations run by parents and the community that function outside of normal school hours for a range of purposes, including religious teaching and development.

Although the discussion has so far focused primarily on faith-based schooling, religion and spirituality have always played a significant role in all state-funded schools in the UK, reflecting the historical involvement of the churches in the education systems. In England and Wales, after the state became increasingly involved in education as a result of the 1870 Education Act, Religious Instruction (RE) and Religious Observance (collective worship) continued in many church schools. Collective worship traditionally involved prayers, hymns and some kind of Christian teaching. Later, the 1944 Education Act made Religious Instruction and collective worship compulsory in all English and Welsh state schools (with the right of parents to withdraw their children enshrined in law). Educational debates at the time stressed the importance of spirituality and morality for developing future citizens (Copley 2000). In the 1970s, the notion of spiritual development started to become prominent again, particularly in discussions about curriculum reforms. New approaches to spirituality in schools, emphasising the increasingly plural nature of religion in Britain, led to changes in practices such as collective worship. RE in particular, evolved from a confessional approach based on instruction and knowledge from scripture, to education about world religions (Copley 1997).

Following the 1988 Education Reform Act in England and Wales, RE and collective worship were excluded from the new National Curriculum, but retained as separate elements. RE remains to this day a statutory part of the curriculum in state community schools, where it is taught from a non-confessional and non-denominational perspective. In England and Wales, the RE syllabus for community schools (as well as Voluntary Controlled and Foundation faith schools) is devised at the local level by Standing Advisory councils for RE (SACREs). While this means that the syllabus can, to some extent, reflect the religious make-up of the local area, there remains an expectation that the teaching of Christianity will take a certain amount of precedence in order to reflect Britain’s religious heritage (DCSF 2010, Welsh Assembly Government 2008). Voluntary Aided faith schools in England and Wales are responsible for their own RE curriculum (typically organised at the level of the diocese), which often takes more of a confessional nature in line with the religious ethos of the school. Similarly, the 1988 Act clarified the concept of collective worship, returning to a more traditional emphasis on Christianity (Gilliat 1996, McCreery 1993). All schools in England and Wales have a legal obligation to provide daily collective worship that is ‘wholly, or mainly, of a broadly Christian character’, which means that over 50 per cent of assemblies should be Christian-based. Pupils or schools can only be exempted from this requirement through application to their local SACRE, in cases where very large numbers of children from non-Christian family backgrounds would make the requirement unworkable (Copley 2000).

In Scotland and Northern Ireland, the RE syllabus is set at a national rather than a local level. All Scottish non-denominational schools must follow the syllabus for ‘Religious and Moral Education’ (Education Scotland website 2014a), which includes a focus on world religions alongside Christianity, but denominational schools are responsible for their own RE in the same way as Voluntary Aided schools in England and Wales. In Northern Ireland, all schools must follow the core RE syllabus, which was drafted by the four main Christian churches there (Department of Education (NI) website 2014b). It also includes content on Christianity, morality and world religions, with a requirement for all pupils in Key Stage 4 (pupils aged 14–16) to study Christianity from both a Catholic and Protestant perspective. It is intended to specify core curriculum components but with flexibility for schools to build on these in line with their particular ethos. In terms of collective worship, schools in Northern Ireland are expected to provide a daily act of collective worship in the same way as England and Wales. In Scotland, the term was never changed from Religious Observance and there is no requirement for it to be provided daily in schools. Government guidance suggests that it should take place at least six times a year and take account of the country’s Christian heritage while also respecting other faith traditions (Education Scotland website 2014b). Parents still have the right to withdraw children from RE and collective worship/Religious Observance in both Scotland and Northern Ireland, in the same way as England and Wales.

The 1988 Education Reform Act also states that all schools in England and Wales should ‘promote the spiritual, moral, cultural, mental and physical development of children’ as a cross-cutting element of the National Curriculum. As this provision is assessed by Ofsted, a more explicit definition of ‘spirituality’ was required from the 1990s onwards. In stark contrast to RE and collective worship developments at the end of the 1980s, discussions relating to ‘spiritual development’ started to take on more of a secular tone. Early definitions included reference to ‘beliefs’; ‘a sense of awe, wonder and mystery’; ‘experiencing feelings of transcendence’ (divine or own experiences); ‘search for meaning and purpose’; ‘self knowledge’; ‘relationships’; ‘creativity’; and ‘feelings and emotions’ (National Curriculum Council 1993:2–3), with a recognition that such elements may or may not be experienced through religion. More recently, Ofsted (2004:12) have defined ‘spiritual development’ as ‘the development of the non-material element of a human being which animates and sustains us’. It is generally assessed through the values that schools foster, whole school ethos, RE, collective worship, and the whole curriculum (Ofsted 1994). The National Curriculum in Northern Ireland still includes a requirement to promote pupils’ spiritual and moral development but the Scottish curriculum now refers to values and beliefs, rather than spirituality.



Debates and controversies

Although the developments discussed in the preceding section are a matter of historical fact, this does not of course mean that they have always gone uncontested. The existence of state-funded faith schools, the content and form of RE and the nature of collective worship in UK schools have all attracted considerable debate and continue to do so. While exhaustive coverage of such debates is beyond the scope of this book, this section nevertheless provides a flavour of some of the main themes that often feature in discussion of these aspects. Many of the questions raised by the various arrangements outlined above link directly or indirectly to the two key issues introduced at the start of the chapter: the role of religion in public life and the implications for education, and the increasingly multi-faith nature of schools and the communities that they serve. These issues are of crucial importance in a society where religion still maintains a privileged position in public life, for example, through the established Church of England, but where recent census figures have shown an increasingly diverse religious demographic (see Table 1.1). They are also very relevant for national contexts outside of the UK where religion plays varying roles in educational provision.



Table 1.1 Census figures for religion in England and Wales for 2001 and 2011


	
	2001
	2011



	Christian
	72%
	59%


	No religion
	15%
	25%


	Muslim
	3%
	5%


	Other religion
	3%
	4%


	Not stated
	8%
	7%




The question of whether or not the state should fund single-faith schools tends to cut across the British political spectrum and divide members of faith communities (Cush 2005). Faith schools are able to gain support from many on the Right, for whom they offer greater parental choice and religious values as a source of moral guidance, as well as the Left, for whom they contribute to a pluralistic society and the cultural identity of minority groups (Kay 2002). In addition, government backing for faith schools has also been based on the notion that they outperform community schools academically (Jackson 2003). Continued political support for faith schools and the role of religion in UK education more widely has been reaffirmed through the publication of key policy documents over the years (e.g. DCSF 2007, Welsh Government 2011). On the other hand, surveys have indicated that the British public is less supportive of faith schools than politicians often assume. Clements (2010) summarises the results of a range of surveys and polls relating to public attitudes towards faith schools. Overall, the picture is mixed, but many have shown a majority of respondents either against or indifferent to the state provision of single-faith institutions. Various publications have listed arguments for and against faith schools (e.g. Commission for Racial Equality 1990; HM Government 2005; Jackson 2003; King 2010, Pring 2005) and these are summarised in Table 1.2.



Table 1.2 Arguments for and against faith schools


	Arguments in favour of faith schools
	Arguments against faith schools



	Social cohesion can be promoted by involving minority religious communities in the democratic system
	
Social cohesion is eroded by division and ignorance of other religions and cultures

Faith schools limit pupil individual autonomy and rational decision-making



	Religious needs, including single-sex education, are better catered for in faith schools
	Faith schools promote indoctrination and a restricted view of their religion


	Faith schools are consistent with choice for parents and a diversity of provision in the education system
	Faith schools work against holistic and diverse educational aims and equal opportunities


	Faith schools represent justice and fairness for members of different religions
	Faith schools use selection procedures that effectively disadvantage other schools by selecting the best pupils


	Faith schools provide better standards of education
	Other schools will have less need to provide effective anti-racist education or take racism seriously


	Faith schools foster a positive ethos and supportive religious values
	Pressure could be exerted on parents from within ethnic communities in order to encourage them to use faith schools


	Faith schools can offer a good response to experiences of racism in community schools
	The state should not fund religion because it is a private matter


	Education should be provided from parents and the community more than the state
	




Those arguments relating to pupil autonomy, rational decision- making and indoctrination have become of increasing significance in light of the move towards a focus on children’s rights and participation in UK education (e.g. see Whitty and Wisby 2007). Article 4 of the 1989 United Nations Convention on the Rights of the Child (UNCRC) refers to the right of children to freedom of thought, conscience and religion. This sets up a potential conflict between the rights of the child on the one hand and the rights of parents to raise their children in the religion of their choice on the other (Parker-Jenkins 2005). Through the faith schools issue, the state effectively becomes caught in the middle of this conflict, with education policy determining whose religious interests should be given priority in public space. Given that state-funded faith schools do exist throughout the UK, in line with the policy view of parents as consumers of education (Ball 2008), the debate has tended to focus more on the extent to which practices in such schools can or cannot be described as indoctrinating and/or damaging to pupil autonomy (e.g. see Hand 2003, Short 2003).

Despite a small amount of interest in children’s rights, the real controversy concerning faith schools in the UK has been focused on the issue of social and community cohesion. One of the key charges against state-funded faith schools is that they contribute to ethnic and religious segregation and a lack of understanding between different cultural and faith groups. For example, following the urban riots in the North of England in 2001, where there was violence between White and Asian gangs, reports into the unrest identified faith schools as contributors to the ‘problem’ of racial division (Ouseley 2001). The debates following these events resulted in the 2006 legal requirement for all English schools to demonstrate their commitment to promote social cohesion (Dwyer and Parutis 2013). Despite the requirement (which has now been dropped), research has indicated that some faith schools failed to make this issue a priority and engage with initiatives such as interfaith partnerships (Berkeley and Vij 2008). While such initiatives stem from the argument that meaningful contact is required in order to facilitate co-operation and interaction with others from different backgrounds (e.g. Kymlicka 1999, Nipkow 1999), another argument insists that values of tolerance and acceptance can instead be taught in school as part of the curriculum (e.g. Short 2002). Moreover, not all faith schools attract ethnically or religiously homogenous pupil intakes, particularly where places are undersubscribed. For example, Ofsted data show that, on average, Catholic schools in England actually have a higher proportion of pupils from minority ethnic backgrounds than community schools (Catholic Education Service 2006).

Related to the issue of social cohesion, the question of values has tended to be central to debates about non-Christian faith schools, particularly state-funded Islamic schools. Dwyer (1993) argues that attempts in the 1990s to establish Islamic schools in the UK were unsuccessful in part because of the construction of the Muslim community as in opposition to British values and ways of life.
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