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AJjS'l'ltAC'1' 

Increaslng pluralism in Canadl.an socl.ety cnallenges 

educators who wish to contlnue rellglous educatlon ln 

untario 1 s public schools. A brle! hlstot'y or religiollS 

education in Ontar10 nelps explaln the current sltuatlon. 

Because religion is rOUndatlonal ta human exnerlencp, 

religious education is vltal, Varlous scnolars are clted ln 

support. 

Gabrl.el Moran lS a maJor resource jn develo:ç>1ng 

rellglous education as an academic field. rle helps teacners 

to teach religlon itsplt rather than about rellqion. 

Stanley Hauerwas oroadens rellgious educatlon to 

~nclude chal'acter develo!,ment. Bis emohasis on the seJ t--

agency of the moral agent nelps teacners to educate 

character. His use of narratlvP encourageA teacners te be 

inclusive and non-Judgmental. 

Religious education must change ta accommodate 

pluralism. 'let it still has a valld place Jn the pUbllc 

school if i t js mul ti-fai th and incluslve, encourac:flng a11 

students to he religlous accordlng to tnelr own faltn 

community. 

v 
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SOMMAIRE 

Le multiculturalisme grandissant de la société canadienne 

met au défi les enseignants qui désirent poursuivre 

l'enseignement religieux dans les écoles publiques 

ontariennes. 

Un bref historique de l'enseignement religieux en Ontario 

éclaircit la situation actuelle. 

Puisque la religion sous-tend l'expérience humaine, 

l'enseignement religieux est primordial. 

sont citées à l'appui. 

Plusieurs sources 

Gabriel Moran fait figure de proue dans le développement 

de l'enseignement religieux comme domaine d'études. Il aide 

les professeurs à enseigner comment être religieux plutôt qU'à 

enseigner la religion. 

D'après stanley Hauerwas, l'enseignement religieux 

englobe le développement du caractère. À cet égard, l'accent 

qU'il met sur l'auto-développement moral apporte aux 

enseignants une aide précieuse et son utilisation du récit les 

incite à être ouverts et à ne pas passer de jugements. 

L'enseignement religieux doit changer pour s'adapter au 

multiculturalisme. Il garde néanmoins sa place dans les 

écoles publiques à condition d'être interconfessionel et 

ouvert, en encourageant les etudiants à être religieux, chacun 

selon sa propre confession. 

vi 
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Ta DavId James Poun~ney, my tatner, 

wno never allawed a mlnimal formai eaucatlon 

to hinùer him tram be~!1q a keen s tlldent 



Ci1A~'.rE:k l 

INTitUDUC'l'IUN 

'l'here is a growing awareness ~n c.;anada toàay that we 

are livlng ln a pluralis~ic society. l The qrowth of etnnlC 

and cultural dlversity poses Many challenges. ln 

part: icular 1 rel igious pl uralism challenges those who are 

cnarged wlth the responcibllity for doing rellglous 

education ln non-confesslonal, public schools. fhlS thesls 

explores that challenge anà seeKS to proviàe suggested 

a?proaches towards a possible Solutlon. 

1t lS obviously impossible to provide a tnorougn 

exploratlon of the complete Canadian si 'tuation, so l have 

chosen to focus on Ontario. This ls not ta lmplv that 

UntarlO lS elther the Most important part of ~anada or the 

Most representative. It lS simply an attempt to 

particularise the discussion, with the reasonaole hope that 

the ways in which Untario records the history of religious 

educat lon in pUblic schools might provide illumlnation to 

t'le Sl tuatlon across Canada. 

1 
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As we move into the las'C decaàe of tne twentleth 

century, It lS becomlng increas1ngly dlfflcult 1:0 contInue 

to do rellglous educatlon ln tne pUblIC scnools of UntarlO. 

WhIle, at thp tIme of Wr~tlnq, we stlll awalt the report 01 

tne ~~tson_I~qUlrY,~ recent leglslarion has most certalnly 

pronounced tne end of tt'\e era of maJorltarlanlsm ln 

rellglous educatlon (oy wnlcn aIl rellglous educatIon was 

presumed to oe cnrIstIan eaUCatlOn) and possloly oronouncec 

the end ot a 11 rellgious eaucat l on Wl "tiu n tne cotltext of 

formaI scnoollng. j 

However, a s1gn that rellglous eaucat'lon _lS stJll fi 

potent and provocatlve concern of contemporary lIte lS 

evident ln the numerous response grOl<;:>s tnat have aru .. en 

Slnee that leglslatloh, and ln the estao"dsnment of tl1e 

As Cl~ve Beek writes ln Better !?cl?ools, 

lI()espite the fIrm prealct10n of sorne great western tnlnKers 

of the late nineteenth and early twentlerh cen1'ur1es, 

relIgIon lS clearly not aoout to (llSappear, And one must 

come to terms wlth 1t rather t.nan slmp]y reject 11:.",1) 

however, demograpnlc complexltles, rellg10us plural1sm, 

multl-cultural school pO'Ç>ulatlons, ana anthrooologlcal 

egallt:arianlsm, whether arlslng from a seed bed of 

philosophical relatlvlsmb or perhaos sOlfnng that very spea 

itself, have: aIl comolned to make 1'1: ~mposslOle to toster 

any one religlon ln scheels or to do any klnd of monochrom~ 

religious education; we are a multl-eoloured SOcIety now. 
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In tne face of mount1ng d1fficultles and problems, wnat 

are rellgious educators gOlng to d01 Some would argue that 

1t l5 ac"tually 1mpossiole to Contlnue to do rellglous 

ectucatlon ln UntarlO schools; 'the subject 15 beset by 50 

many objectl.ons and sensitivltles that to con'tinue "to 

Include religious education in the curriculum lS to continue 

ta court enml ty, misunders"tanding, fractlon and divlslon. 

Uthers wouJd argue that 'the only routp for those wlth a 

strong commltment ta any rellgious system lS to wlthdraw 

from publjc education and found private schools where a 

slngle, particular relig10us basis can be clearly 

art j culated and overtly maintained. Others would see 'the 

whole ldea as an odious intrusion lnto prlvate preferences. 

l t is not the pur~ose of th.1S thesis to arque aqainst 

"tnose wno would see any kind of religlous educatlon as at 

bes"t a âlvisive exercise in lntoleranc:e or at worst: an 

outrageous imposltion on tnelr cnildren. llbv lOUS 1 y, 

educators nelther wisn nor are able to caer ce students into 

a form of rellgious educatlon aga1nst thelr will, or, ln the 

case of younger children, against the will of the~r parents. 

I:\ut there lS a strong argument tnat religlon piays a 

iundamental l'ole in the affairs ot humankind and that 

consequently rellgious education i5 a valid ltem for 'tne 

school curriculum. For a discussion of the former, l reter 

( the reader to the works of Ninian Smart and Mlrcea Eliade, 

the Chlid psychology of Robert Cales,? and the literature of 
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FyoJol:' .00':1 toevsky, amollgs t 0 the!'::.. (:) Fol' a 11..tHCU~I!:oJilll\ ut 

the la.tte!', l .c·ecomlll~!lJ. e::'l:Jecid.lly ClIve J:)eck's ~~LLe!' 

::;L:huol~. 9 
-~ - -

Whi.:i.e l llllght have él ce):' Laiu !=>ywl,)a lhy wllh Llll .. )o~ whu 

woultl wlthdraw ce:i.igIou::, el.Î.llCeltlolL frolll the 1..1l.!'tlCllllUIl o.t' 

reaJy 1 pel'::;oaally 1 to ellt.101·se 1:::1 ttler of LhOS8 8uyyt'!::. t 1011::'. 

Ou the Cul:':t'lcululI\ of Ontar'lo school::; wtucll w.lll iJrlV cl Ut::! 

sel'V1ce llOUL to the ::;tudents attci to l'e~1.lyiotL l t:self. l t l~ 

{:iabl'u:!J. MUI'éHl piectds fOL' tllt .. ~ t:~l::.tdÎJlibhmelll uL éll! 

aCdllemlc (Ieid l..alled l:'eliYlOUs educ.at.lun. 

j Lu:; l .. l f ~ t:'Ù by twù major y:t'ùlJusals: i t h. ct l'e(;U~lJ..Î 1 .lUH UJ 

rellyion as d leyitlillate flelJ. of study, 03.:::. a 8C..J.etlt~d 1h 

the Latin ~eHbe ùi the word; drIll it h, drt a.ryulIleut lÎlal :::'Ul.tl 

ct f leld hab i t::; !,J ldee iu the 8ctLool cU.t';c'H:.ulU/lI t;eL:d.U~e of 

!:J 0 5 8 i b :i. e 1 do l:' Y Il e::. Mu 1:' a 11 

C l d l III 8 t 0 t l' U t h a 1:' e ::; U 5 fi e li li e ci 

Stcttlley Haue.twa::; p.covidel::> Ùb wiLh dll eXt..;~f:Jt...J.ulldl.i.y 

U~eful mea.ns by whieh ta adtl I..ùntelll La a LlIu.rbt:: 111 



religious education for today's pluralistic schools. 

b 

Re 

suggests the use of narrative theology - in simple terms, 

that we tell our story. Again, the claim ta truth must be 

suspended so that we can he together in conversation, 

listening to each other's story and the story of each 

other's community. 

Both these scholars are interested in going beyond 

courses in comparative religion. They both realise that for 

adherents, religious belief and religious practice are life 

changing and lite forming. Religion ls rarelv a hands-off, 

at-a-distance series of propositions to which we give mental 

assent. Religion is usually a vocation, a calling, an 

overpowering visitation that demands a total commitment. 

How, then, can we get at the substance of that by courses in 

comparative religions? ~e cannot, say Moran and Hauerwas. 

We must not teach merely about religion - we must teach 

religion i tself. In other words. we must get into the 

ineide of the subject and teach from there, drawing our 

students into the inside of their own particular religion -

whatever i t i9 - and enlightening their own understanding 

of transcendence. 

l begin this thesis wi th an historical overview of 

religious education in the public schoole of Ontario, mainly 

to show how, in Ontario, we have moved from an unquestioned 

and unquestioning Christian majori tarianism to a situation 

fraught with and almoet paralysed by overwhelmingly diverse 



religious sensitivities. 
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In chapteL' th.c'ee 1 l make four 

conclusions f:t'om the historical sUl'vey and give four reasous 

why we should cOlltinue to cio religious educatloll ln schoole. 

Then l reter to various ways in which 1 believ~ we call bf:!gln 

ta move towards a solution. 

Chaptel' four ls a major reflection on the work of 

Gabriel Moran, supporting his plea for an aca~emic field of 

religious education. ln chaptel' five, J. look at lhe work of 

Stanley Hauerwas, and draw from him the excellent notions of 

chal'acter iol'matioll and the plaGe of nar.t'ative in l'eljgious 

education. The conclusion is my OWll J:'ecommendatlOl1 thal 

educators contillue to keey religiou!;:l educalioll on the 

schools 1 cUl;'l:'icul1.lm, atld that the works of Gabl'iel M01'ëltl anù 

Stanley iiauerwas provide us wi th yood tool& for Inakj nu au 

effective approach. 
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No'rES 

1. There are, of course, Many kinds of pluralism -
ethnic, cul tural, religious. For a discussion which 
challenges the view that our society is pluralistic on aIl 
counts, see Lesslie Newbigin, "Dogma and Doubt in a 
Pluralist Culture" in 'l'he (jospei i_n a Plural~st ~oçiety 
(Grand Rapids: Wm. B. Eerdmans and Geneva: World Council oi 
Churches, 1989), 1. 

2 . Glenn Watson, Chairperson, The _ ReP-9rt .. .....Q.~_~fl.~. 
Mi~isterial Inguiry on Religious Education in O~tario Public 
~Ç~o91s (Toronto: The Ontario Government Bookstore, January, 
1990). Though given to the Minister of Education in 
January, 1990, this report had not yet been generally 
released or acted upon by January 1991. The election of a 
new provincial government in the fall of 1990 has possibly 
caused further delay. 

3. On January 30th, 1990, the Ontario Court of Appeal 
struck down as unconstitutiona1 the provincial regulation 
providing for religion classes in the regular curriculum of 
public elementary schools. 

4. Note, for example, the work of such agencies and 
organizations as: C~adian Civil Liberties Association 
('l'ù.t'onto, O~); Christ.ian Parents and Ci tizens Org~ni:.!~tion 
(Brampton, ON); Citizens for Public Justice (Toronto, ON); 
~~9ali tion ror Religious Freedom in Education (Brampton, ON); 
Evangelical Fellowship of Canada (Willowdale, ON); Ontario 
~J!.l tJ_-fai th-2~oup for Egui ty in Education (Oakville) . 

Note also that the Watson Inquiry (see note 2 
above) received 40~ individua1 and corporate briefs. 

b. ·:';live Beek, ~ette.!"_ Schools: .~ Vall.;.es PersEective 
(New York: The Falmer Press, 1990), 162. 
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6. 'l'h,e connectiollS between relat.ivh.lI\ and plU:t'dl.isllI 
are t::xplored by such g:coups as the ~~J __ ?dug~_t.:t.t:"m ___ ~:~m~, oOb 
15th Street., NW, Sui-ce 218, Washington, D.t;. 20005 anù tht:: 
LQ~_:t; j t-1!.."!:_~_ j ù..!:. .. ....J.:}Jl:' i..§_.tj~[l ___ ~ tuùi es, 229 (;011 E!!-:If' St l'He t t 

l'ot'ol1to, Ontal:'io, M51' lR4. In pal:'ticulal:', at the la t ter', l 
note the wt1l:'k of Dr. ?aul Marshall. 

7. Interview wi th H.obert <.;oles l "Youngstt:!.t'::; have a loL 
la say about Gad," 1il!ltg, 21 January 19~1. 

8. l t is, perhaps 1 ludicl:'ous to al fer four lldmes a::; 
~au:t'ces for researching the l'e:iig,i.aus allri Spil'lluéll 
dimension of humankind. Readet's will aiso have the.ir own 
quarte l. ilel'e, l sünply l't:!fel' the l'eadel' tu all iJ1tei'E~S l inti 
and c.ontemporat·y essay which argues the intdnsic conl1ection 
b e t w e t:: Il rel i 9 i ù 11 - i Il l h i s cas e, Ch ris t: i élh i t Y - cl flll 

),Joli tics . See Glenn Tinder, "Can we be good wlthoUl (jotl?" 
n~~_ .. l\._!:lan:!;ic MQ!li!Ü"y, Decenlber 1909. 

14. 

10. 1t is diff iculL to sta te wi lh ab$ol ule J:.>l't::~j tilun 
wha t Moran means when he talks of ,. tran~celldence" . Howt:!vel', 
his u~e of the tel'Jn would incluc:1e the followiuy: t ht:: l 11 11 t:U' 

joul:'ney towéll:'ds the more thdn hUlnéln center; tÏlt:! ques t fut.' 
the divine al the midl,oill1.; the bea.t'ch for meani21g dwl 
pUl'pose as a l:'eligious searc.h fOl:' that which lies lJeyonù 
mel'e Ina "ter ial i ty; 9 L'owth in ù.ntlt::l'stal1diny tl'atli t.inIlb anll 
sacl:'t::ù texts; participation. in cOllununlty rituals; anù .=:tll 
opf'lt-ended 1 illier-fai th cOllvel'sat.ion that 18ads ln tulel'ctllCe 
and appreciation . 
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CHAI?TER 2 

AN OVERVIEW OF THE HISTORY OF RELIGIOUS ElJUCA'l'ION 

IN ~HE ~UBLrC SCHOOLS OF ONTARiU 

Religious education in Ontario schools has a long and 

camplicated histot'y. 'l'he scape of this chaptel' in no way 

allows a complete look at that whole history, but some 

understanding may be gained by a brief overview. 

The British Church brought education to Upper Callada, 

establishing private schools, gt'ammar schools and co.u.eges 

as means not only for braad intellectual education but also 

fOl' Cht'istian education. 1 The task was cleal'; the means 

wel:'e êlt hand. The task was ta produce goad Christian 

ci tizens at the appropriate class level; 2 the JneaflS Wti!re 

the private schoole, which fram the earliest were built an 

l'ellgious foundations. "Acceptance of a close l'elationship 

between religion and education was part of the educational 

tradition inherited from the old world.,,$ 

As the population increased, as settlers al:'.t'ived 

predominantly from Great Britain, as towns grew, as society 

flourished, private education or the increasingly unpopular 

9 



elitist grammar schools 
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ceased to answer aH the needs. 4 

Good Christian citizens were needed at all levels of 

society. Upper Canada needed good Christian farmers, gond 

Christian woodworkers, good Christian workmen, good 

Christian merchants. Schools were needed to weld burgeoning 

numbers of recently arrived people together. Schools, 

argued the first Lieutenant - governor of Upper Canada, 

Colonel John Simcoe, "would help to secure conformi ty and 

loyal ty. ,,5 There was never any doubt that, in religlous 

matters, conformity was ta the Christian rellg.lOn and 

loyalty was to the predominantly Ef\glish established 

church. 

Religious education6 was clearly seen as a means of 

producing conformity and loyalty. The Royal Instructions of 

1'184, as gi ven to the Governor of Upper Canada, inel uded: 

Il It is our further will and pleasure that you recommend ta 

the Assembly to enter upon proper methods for the creating 

and maintenance of schools in arder to the training up of 

youth to reading and to a necessary knowledge of the 

principles of religion." But Phillips inter9rets the royal 

motivation as belng at least in part political; sueh schoels 

and such religion would help the governing class keep 

order. 7 Lieutenant-governor Maltland, writing to Lord 

Bathurst in 181Y, said, "'l'a restore the Province to real 

tranquility and ta render it truly English, our princJpal 

attention must be paid to the rel iglous edUcatlon of the 
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people,lIa However, the common people were not necessarily 

as interested. 

In 1199, John Strachan arrived from Scotland. Pries~ed 

in Kingston, he became the first Bisnop of Toronto and was 

"the dominating figure in education in Upper Canada for at 

least tne first four decades of the nineteenth century.1I9 

ln 1823, he became president of the provincial Board of 

Education. Openly and candidly, Strachan planned a sys~em 

of education that would clearly reflect its submission to 

the leadership of the Chur ch of Bngland. 

"t'et that monolithic, single minded allegiance to the 

Church of England would no~ go unchallenged. As Methodist 

circuit riders pushed into New ~ngland and further north 

into Upper Canada, so an alternative form of religious 

education in schools became a possibility, and this new 

brand 0 f disestabl ished, grass-roots rel igion found a 

redoubtable champion in the person of the Reverend ~gerton 

Ryerson, appointed chief superintendent of education in 

1a44. He opposed the domination of the Church of ~ngland in 

matters relating to religious education and conironted 

Strachan on the issue .10 "'fwo major religious denominations 

thus early faced each other and the duel between them 

continued into the last quarter of the nineteenth 

cent ury .1111 But there was, of course, not yet any hint of 

suggestion that Christianity cease to be the only relig~on 

taught. 
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Many years bafore Ryerson began hlS leadership of the 

ministry, in 181b in tact, religious exercises had be~m 

established as an official part of the daily routine and 

religious Instruction had been encouraged as a voluntary 

addendum to the school day. ln that year, tne Home Board of 

Education had urged: 

1. That the labours of the day commence with 

prayer 

2. That they conclude with readlng puolicly and 

solemnly a few verses of the New ~estament proceedlng 

regularly through the Gospels 

~. That the forenoon or eacn Saturday be devoted 

to Religious InstructIon. 

But a few years Iater, Ryerson wrote, IIl n no t one 

School out of ten, if one out of twenty, were there daily 

Prayers and Scripture reading, or RE"liqious Instruction of 

any kind." 12 

:&:ducators, poli ticians, parents and communi ty leaders 

have always been worrled about tne youtn and tnelr apoarent 

lack of proper behav lour, good moral s, and tradi t ional 

values. 

today. 

This was as true in Upper Canada ln 1~20 as It is 

'rhus, in that year, the Legislature spoKe ot: the 

need for "the improvement of the moral and rellglous habItS 

of the rising generation. 1I13 Certain monies were released 

ta foster Sunday Schools, especially in the rural areas, and 

to pur chase religious books and tracts for sehool chlldren. 
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Amongst the chorus of voices raised to $1ag the anthem of 

Increasing education, expanding literacy and advanclng baslc 

life skills there could always be heard the single voice of 

church leaders promo~ing religious education. Indeed, for 

many such leaders, religious education was the priority. ~o 

we read Strachan in 1829 as he asserts that IIChristian 

vlrtue is the first distinction among men, and that useful 

knowledge is the second. 1114 In the 1~30 1 s, there was 

growing protest against the obvious Vlces of, for example, 

drunkenness, gambling, stealing, 'fhe bulk of the population 

was Anglican, Presbyter ian, Methodist or Roman Catholic. 

::ichools were used as places of moral exhortation, but as 

I?hillips laconically observes, IIYoungsters in school were 

for ever confronted wi th moral platitudes and melancholy 

dlscourses on the gravit y of sin: it hardly seems possiole 

that their spirits were thereby permanently depressed. 

Perhaps their eIders, too, could take a s~irituai licklng 

and carry on,"15 

Additional weight was provided for the regular teaching 

of religious education by Dr. Charles Duncombe's extensive 

report issued in 1835. The report: issued a strong 

endorsement of in-school religious instructlon and 

suggested that regular classroom teachers be trained and 

hired for the program. ::;oon after, the first statutory 

recogni t ion of the existence of religious instruction in 

public schools, the School Act of 1843, stated: 

znra= 
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No child shall be required to read or study ln or from 
any religious book or JOJn in any exercise of Uevotlon 
or Rel ig ion, which shall be objected to by his or her 
parents or guardians; provJded always that:, Wl thUl thlR 
limitation, pupils shall be allowed to recelve such 
religious instruction as thelr parents or guardianR 
shall desire, according to law. lb 

One e'lement here that ls particularly interestlng lS 

the acknowledgement that children should not be coerced 

into religious study or exerClse and that parents have the 

prime authority in the matter of their children's rellgJOnS 

upbringing and nurture. here, surely, lS tne leglslatlve 

basis for the ensuing exception clauses ot' trlf> tolJow.lnq 

hundred and fifty years. 

Hyerson's ~chool Act, passpd in IH4b, sounds extremely 

enlightened for its tlme, and retlects the klnds of 

progressive opinions that only a dJSSentlng re11gions 

tradltion could espouse. Whilst he aCKnowledged that 

"ehristiani ty was the all pervading principle" of Ganadlan 

life, he was cautious about indoctrination. lie was keen to 

distinguish between teaching the Ghristlan religlon (WhlCh 

he proposed) and teaching narrow sectarlanlsm (wnlch he 

abhorred) .17 Ryerson's Act empowered local schonl boardR tn 

decide on the amount and the content of religlous educatlon 

in their schools and permitted local clergymen ta do the 

teaching if invited. 

Ryerson's act prompted two different responses. Un the 

one hand, the cry of "Godless scnools" was ralsed up, sorne 

people seeing in this Act a disturblng trend towards 

~-------------- . - . --~~,~. "._-~ 
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tneo10g1cal 1iberalism and the at>andonment of tradltlOnal 

ChrIstian strongholds. Such people argued 'tha1_ thE' B~ble 

must be a compulsory text t>ook and regarded Most ordinary 

teachers as being far t:oo incompetent, morally and 

Intellectuall y, to teach tne Chr ist ian rai th. un tne othe:-

hand, some thought that .F<yerson was ac'tually too 

'tradlt~onal, tao cautlous, and wanted an act tnat would seeK 

rurt:her to avoid rellgious controversv, sectarlanism, and 

Indoctrlnation. Attempting to find a smootn m~ddle ground, 

the hon. Malcolm cameron pressed a b111 'through the 

Leglslature, ln 184~, that proscrlbed from tne scnools a11 

books containing " con troverted theolog1cal aogmas or 

doctrlnes".l~ 

kyerson prompt l y resigned, arguing, qUI te oovlously, 

tnat sucn a bl11 wou1d ban tne Bible, for wnat otner coo~ so 

masterfully presented doctrines and dogma tnat challengea 

all truths and provided unceaslng gr1st for an Interpreter's 

mill. 'l'he Leglsla'ture refused to accep't his resigna-rion, 

and a new bll1 was prepared, the Scnool Act of 1850, wnicn 

was the foundation of Unta:r'lo's publIC schocl system. 'rne 

preamole read: 

ln each ~chool the '1'eacher should exert his best 
endeavours, both oy example and precept, to Impress upon 
the minds of al1 cr.ildren and youth committE"d ta his 
care and Instruction, tne princlples of piety, Justlce, 
and a sacred regaJ:"d to truth, love ta the il' country, 
numanity and unlversal benevolence, soorlety, inaustry, 
frugal~t:y, chastlty, mode:r'ation and ~emperance, and 
those other vlrtues which are the ornament of Soclety 
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on which a free constitutIon of government ~s 
founded. 19 

une might note three things about thl!;; preamble. lJouctled ln 

terms that remind one of Aristotie 1 s "bag of vlrtues", 1 t 

has attemp'ted 'to list the haslc moral valups Ltlat SC)rH~ty 

affirms and wishes therefore to replicate ln lts young 

people through the publIC scnaol syst"eln. 'l'eaCl'lers. then, 

are clearly mandated ta Inculcate vlrtues. ~econdly. tnere 

ls, at the end of the preambll?, a nOie that speaks to 

citizenship and the oUlldlng of a oemocratlc, constltutlonal 

society. Teachers, then, are i a producp. good Cl t IZf'ns . 

Thirdly, there is no mentIon of lIod or of the Chl"lstlan 

religion. '1'eachers, then, are rree to do moral eduratlOl) 

without any connectlon to ~hrlstianity. 

God \'las not totally excluded, though. and nelther tr-;aB 

Chrlstlanity, for the same School Act gave room ta 

rel iglOUS instruction (which was stljj ChrJstlan 

Instruction) as a voluntary actlvity. and orovlop.d for 

opening exerClses of a ~hrlstlan nature. tnus, recordpd ln 

a minute of the H:l55 report of tne ~ouncll of PUblJC 

Instruction, we read thlS: 

The daily exerClses of each ~ommon ~chooi be ooened and 
closed by readlng a portion of ~crlptUre ana by ~rayer. 
'l'he Lord 1 s Prayer should form part of tne openl.ng 
exerc ises, and thE'" Ten ~ommandments be tangtl't to al) 
pupils, and be repeated at least once a weelC But no 
pupil should be compelled to be present at these 
exercises against the wish of his parents or guardlans, 
expressed in writing to the Master of thp school.~U 
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'l'wo years later, a reV1Slon of 1857 allowed local 

clergymen to go into schoo]s to glve parochial and 

denominational teaching, but only arter 4.00 p.rn. and only, 

stl11/ on a voluntary basis. 

lJur.i.ng the l~bO'S, the debate about: religlous 

instruct~on was fairly qUlet. Uanadian confederation, 

acnieved ln l~brl / drew great energy and empnasl.s towards 

politJcal princlples, democratic government, national 

coherence and identity. In Hill, the private grarnmar 

schoo]s became public high schools, and by the time kyerson 

retlred in 1876/ his vision of a school system that was free 

of sectarian control, and yet clearly taught basic religious 

truths, knowledge and values was largely in place. 

'{et the last quarter of the nine'teenth century 

wi tnessed an irreversible movement which increasingly drew 

sharp distinctions between religious education in i'ts 

general, broad, non-confessional, non-denominational, non­

doc'trinal sense and Christian education in its 

confesslonal, denominational, doctrinal, evangellstic sense. 

Increasingly, only the former was being accepted as 

legitlmate in public schools. Illustrative of the 

dlstinction was the controversy that reigned over texts. 

ln 1~71 / for a course in Christian Morais tnat was 

recommended by a group of Protestant ministers to the 

Council of Publlc Instruction, Ryerson had prepared a text 

entitled IIFirst Lessons in Christian Marals for Canadian 
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Families and Schools". 

Hl 

'l'he boat< was lambasted in 1Il.l.'he 

Globe" and strongly criticised by those who saw it as G. tool 

of churchmen to enable proselytisat~on.21 Eventually, 

Ryerson 1 s text was replaced by Wyland 1 s "l!;lements of Moral 

Science", a title which reveals both a grow~ng cautJon about 

the place: of Christianity and a grow1ng .Love for things 

scientific. In 1~74, the course was dropped. 

This short lived appeal for compulsory Uhristian moral 

education raised quite a storm. Interestingly, sorne dissent 

came from established churchmen. The Reverend W llilam 

Robertson, from Uhesterfield, in a ten cent pamphlet 

published in ltH:l2, protested a proposed amenàment to the 

existing Act that wo\t1d make Uhris tlan rel iqj ous edncat ion 

campulsory because such a task was the divine prerogatIve of 

the Church. and th1s klnd ot sta te interventJ on meant 

corruption. He supported tne current law that allowed 

schoal boards "as representatives of the ChristIan people 

who e1ected them to office" to voluntarily offer the l::iible 

and prayer ... this is acceptable because then "the s"tate 

divests itself of responsibility for religious instructlon, 

1aying it on the shoulders of the people to whom 1t riqhtly 

be10ngs ll 
• He is against the amendment because 1 t assumes 

"that the state is responsible for the religHJus instruction 

of the children under i ts supervision and lS Justifled ln 

using the public funds for promoting that end." 22 
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'l'he flavour of the conflict lS we11 caught in this 

quotar.ion trom Goldwin Sm~ th, prof'essor and edi tor, and an 

elected member of the Oouncil for Public Instructlon: 

Nor do l attach mucn value ta any slight or furtive 
recognition of Religion in tne way of a deodorised 
Prayer or Scripture Reading. It seems te be better 
to sayat once the School lS secular, and aoes not 
presume to meddle wi th things to which i t cannot do 
justice. Religion its~lf we must let alone, and 
leavE:1 to the Home and to the Pastor. But thE're may 
still be in our education a valuable moral element, 
both in the way of teaching and influence.2~ 

There one has i t at last; a clear distinction between 

r~l iglon and morals, be'tween the sacred and the secular. 

'l'his is what Malcolm and Fernhout calI the "split 

frameworkll .24 

The first quarter oi the twentie'th century con'tinued 'to 

see dlScussion on bath sides of the developing debate. On 

one hand, numbers of educators, clergy and lay leaders, and 

thinkers and planners advocated w·nat might he called the 

part.1san modej of religious instruction, a model that 

advocated daily Christian worship, regular Bible 'teaching, 

cooperation with the churches, and a spiritual challenge ~o 

ch~ Idren to lJecome oelievers and good Cnristians. un 'the 

other hand, numhers of educa'tors and thinkers, wlth or 

\I11thout their personal involvement ~n the lite of the 

churches, argued for a non-partisan model, one that 

advocated moral principles, no-comment Bible readings, 

instruction in values and e'thics and citizenship, and a 

c1ear understanding that churches were to stay out of the 
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sch001s. In other words, they argued, pu~lic day schools 

we't'e ::.eculal', alld SurHlay Schools wel'e fol' sectarian. 

training. 

Post WOl'lll Wal' OllE: concel'rts set tled al'ound two al't:lèlS. 

Dissatisraction with the reliyious conLellt of varlOUS 

COut'ses and oyen5 ng exercises meant l hat ll\ëllly t:ldu(;aLul'~ 

exp101'ed new cUl:'l'icula fa 1.' Bible l:'eadings and llew ways of 

teachillg religiol1. AYPl:'ehension about the l'hie lIf jUVE:!lllle 

delinquencvand the deterioration of IlIol:'ality rneaul d 

gL'owing COllcern ta tE'ach values, ta ilfil'L'UVE! bl'!haviuur. 

Religious education wa::; still ::::;een as a pl:'ilne vehicle for 

the latter. In 1929, an inteL'-llenolfiinatiClnal cCJlluni t Lee uf 

church leaders pl:'oduced "Hible Readings fOL' !':ichooh", d. well 

received series of thl'ee bout.:t; tllat unhapyily pl'uvetl tua 

. 
1 expensive te use. In l!:l36, the Inte:c'-t:hUl'ch t:ommi ttee on 

Week-day keligious Education was es Labl ished. 

cOin ln i t tee 0 f the 0 n t a 3:' i 0 E duc a t l 0 1"1 cl l A lOt soc .i cl t i 0 t 1 

recaml\\ended thet l'elig1011 be a mantlatory COUl'::.e of ::.I.udy. 

In vëu'ious Pdl:' ts of the pl:'OV inca 1 local School l::!r)cll:'ds weL'~ 

experiment ing wi th val' iuus kinds of rel igiou& in:;, t.l'Ul, tlun, 

using a va:t'iety of teachel:' resourc.es (occclsleually local 

clergy) and a variety of materials. 

On the WO:t'ld scene, the onset of Nazism aw.1 r;'asclsm and 

the outbreak of World Wa.t' II gave fuel lo the f ires of 

rellgious traditionalism. It wa.s a time te 1'etU1:'11 to 

national prayer, te church-going. Wi th the OVel'héHl.ling of 
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the whole educational curriculum in Ontario happening at the 

same t ime, a consensus developed that favoured compulsory 

religious education in aIl Ontario schools. Such a decision 

was announced by the new premier, George Drew 1 in a speech 

from the Throne in 1944. (See the Appendix at the end of 

thi s thesis and endnote 25). classroom teachers were 

henceforth ta give religious instruction in two weekly half-

ho ur pel' iods . 'l'here were various provisions for local 

adapta t ions Ol' exemption because of conscience. Rowever, 

public response to this decision wae varied and animated. In 

a poll, it was discovered that only 49% of people were in 

favour of campulsory religious education in schools whilot 

44% we re opposed. 26 Mi tchel1 Hepburn, leader of the 

Liberal opposition, protested the introduction "of a 

programme of religious education which has caused disuni ty 

among large sections of our people, and has thereby violated 

the cherished democratic right of each to worship according 

ta his conscience free from interference from the State. 1127 

'l'his speech was championed by the Association for Religious 

Liberty and leaders of the Jewish Communi ty were up in arme 

about what they saw as anti-Jewieh bias in the materials. 2ti 

But the Ministry persisted, and as the second World War 

reced~d into the past, religious instruction by classroom 

teachers settled into its compulsory position on the Ontario 

curriculum. 
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In 1950 , the Royal Commission on Education in On'tauo 

endorsed the 1944 decision. In fact:, the Commission wished 

ta expand compulsory religious education throughout aIl 

years of high school and even into the fi rst 'two years of 

junior colleges, but this did not happen. ln the face of 

sustained criticism, 'the revised guides were round 

unacceptable and the proposaIs to extend relig~ous 

instruction were dropped. 29 

The 1960 1 s have been documented by too many 

commen'tatol:'S and analysts to need many words here. Malcolm 

and Fernhout list the fOllowing features: new waves of 

immigrants brought significant shlfts in the composition of 

the population: 30 vario\ls world religions made UntarIO 

their home; secular ma teria 1 ism f lour i shed as res ldents 

became urbanized and prosperous; rel igion was seen as 

irrelevant and private, suitable only for the home and 

church: society shi tted i ts standards of re Ilf.110-moral 

proprietYi and a strong sense of philosophlcal relatiVlsm 

domina'ted 'the public mind.:.:Il l'here was outspoken crjticism 

of religious education in schools, and a dissatisfled 

educationa~ community, with public support, pleaded for 

religious education to change. 

SA confusion over the issues of reliqious educatjon 

cont i nued to grow. In 195~, the h:tnical Educational 

Association railed against dny kind of religjous instructlon 

in schools while the Christian Women1s liouncil on f.,jucatlon 



vlgorously defencied i t. 32 By the mid-sixties, varlOUS 

school boards were sa unsettled and disturbed aoout the 

whole thing that they peti tioned the Minister to establish 

an inquiry. The controversy settled around tnree points: 

1. the recognition of the rights of religious 

mlnori tles 

2. the concept of the separa'tion of church and state 

3. the increasingly secular character or publl.C 

schools. 

ln January, 1966, an Order-in-Council was approved ta 

establish a special committee ta study religious educatlon 

in the public schools of Untario. The Mackay commi t. tee, as 

it came to be called, published their report in lYbY unàer 

the tit.le "Religious Information and Moral Development". 1t 

was or major importance. 

The Mackav Comlni ttee ________ ~ _ .. .4. __________ h 

The Mackay Committee attempted ta l:'espond to 

widespread dissatisfaction and heated opinion on a11 sides, 

a background recognised somewhat in a dry comment in tne 

preamble tha't "there has been from time ta timp. 

representations made for cnanges in the [rell.glous 

education] programme." Amidst the clamour of \101CeS raised 

( on the issues (141 separate orl.efs were received) the 

(;ommi 'ttee sough't ta speak clearly, rationally and calrnly. 



24 

The Mackay COll\lni ttee offered an apPl'aisal of the 

CUl'l'ent situation, examin.illg CiS part uf t.hal siludtl(llt the 

$ tandal:'d ma te:l:'ial tha t was available, the "l'eacners' Guil..lt::!s 

'la Reli~ious Educatioll". "1 l 

became qui te appal:'en t to us as we proceedeù t.hd. t the t.ÛUL'se 

and guiùes do not mee r the neet3.s and cOlldi U.Ullh (Jf luLtdY 

, This ma te:i:' ial, Il\uch of which io def ini tel y ch!' lb t.lcUl d.lld 

Protes tant i11 GonLent, i~ in our OpirdOll a veiliele leddill!:l 

ta l:'eligious cOlluni tment .l:'athe.t' t.!la.n true edu<..;a.llOll, "::13 

111111lediately the familia.l:' hote ib struck, the &êtll\e !lote of 

thE' distinctions beiny éu'yueCi iu Ryel'&Ul1'& tillie, ::;t.huol~.; 

miyhi: he places fol:' j;'eliyious educaUuJfI., Uut. Lhey <..;erLdlllly 

could not" be ylaces fol' chl'h.1_iall illC.loct.l'iliatillll lIl' l:Jet'bUlldl 

cOlllmi tmeht. 

'1'hE'lrefùl'e, if thE'l"'(~ is étily justificatioll fol' kt::e1)iIlY 

l'tüiy-ioU8 education ou ~tle curL'icuj,um ant3. in the clêt~st'oulfi, 

i t i s bec a li sel' e 1 i 9 i 0 li S e cl u c a t ion i s ét 11 t:l li U (; éI t j Ulla l 

activity, and not .t !"::li!:1ious o2lctiviLy. l t J.S lu teL'el:; t.i.ny 

ta l10te how qui ckl y the po.int of. v.iew ha!:> Chd!1ged. The 

Mackay Committee l'efers back to the l':::!bO "J:01.1:'o!Jl'alltme fUL' 

Religious Educ;ation :in tbe Public. Schoolb of UlltélL'iu", whit.I1 

pl:'ogl'amme std.ted lts desire to bolster ChJ:'istlaCl i.t3.eal~ aut3. 

el1coul'age teal,;hel's tu muclel Christian values, but the Mé:tckéty 

commi ttee cl:'i ticises thia amb.i tlon étS ueilly- lnsensi Uv(:! lI) 

o the r W 0 r l d f ët j t li S, lU a k i 11 9 L he llt èl !J P e a r " aIl t:: Il cHl tl 

inferio:i:''',34 insensi tive tù the aspiré:l.tiom. of non-{;}u'jl:;t idrt 

------------________ :.:.. .. "+ ........ ~ .r "'W· oz ~ '" rr;~=~ c -zl 
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parents, and irlaccUL'ate in assuming that Christian values 

arE! excluf:iive to Christial1ity. 

Consequently, the Mackay Commi tte~, a Inel:'e nine yeal:'s 

afl~r the Programme mentioned abova, is unalterably opposed 

to Its continuation. "'l'he pl:'esent cou):'se in l'ellgious 

educat.ion not only affronts lfiany adhel'ent~ of nOll-Chl'istian 

fai ths, but i t appears to have fai led ta achieve even the 

sectarian Christian objectives i t pursues. ,,:;5 Dismj seing a 

few t'leas mel'ely ta modify the course an.d l'ejecting a small 

numoer of plea~ to retain Christiani ty as the dominant. 

religion because of Ontal:'iols histocically Chl:'istJ.an 

her l têi!JA, the Commi t tee stands f irm. Thf' olLl pl'ogl'amnU.:l 

must go completely. "Thel'e is no eVldence that the COUl'se 

haf:i even succeeded in preparing childrel1 ta live in a 

democl:'atic society which bases i ts way of 1ife UpOll the 

Chl'istial1 ideal,,36 (which was the poHtical ambition of the 

19bO I?l'ogl:'dmme). 

So the Mackay Committee makes a very clear dist.inction 

between religion as d. subject for instruction woven through 

lhe curriculum (which it wallt:s to keep) and l'E!ligio1"1 as an 

expression of persona1 t'aith development (which it wants ta 

l'ejecl). 

We do, of course, recognise that a general knowledge of 
1;'e1ig10n is necessël:t'y ta fOl'1n ël wel1-educated pel'son. 
'l'his, howeve.l:', does not meafl that l'eligious 
illl.lactrination. should take place in the pUblic schools. 
We must ùistinguish between l'eligioll as a subject fol' 
study a.nd l'eligion as a manifestation of faith. As a 
suoject for study i twill be encountered naturally in 
all al:'eas of the curriculum. When taught in a pel'iod 
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specifically set aside to achieve the aims of the 
present course, i t i s much too 1 ike.l y ta become an 
exercise in religious commitment.~1 

As encountered in the warp and woof of the curr1.culum, 

religious instruction must pay due attention to al1 

rel ig ions, wi thout bias or preference, w i th tolerance and 

equity, and there must be absolutelv no thread of 

indoctrinat~on of any Slze or colour. 

Furthermore, any religious instruction in the publl G 

schools must be of such a nature that it appeals ta aIl and 

otfends none. 'l'he Mackay Gommittee heartily reJects any 

system of instruction that necessitates exceDt~on clauses or 

conscientious objection, or provokes withdrawajs because of 

insensitivities. Il Every course or progra.m j n the p11bllC 

school should be designed to be acceptable to aIl reasonable 

persans and, consequently, leave no justitlcatlon tor 

requiring discriminatory exemptions."::s a Ontar io , says the 

Mackay Committee, needs to take into account that lt 19 a 

society ot increasing pluralism, a hast to Many and varied 

immigrant cultures and religIons. In addi tlon, the decade 

of the 196U's has seen an upsurge oi aifirmatlCm about 

individual rights and freedoms, with a concomitant 

iconoclasm in which traditional uhristian authority has been 

overthrown. "It is important that (Uanadians) adopt a broad 

religious outlook that will enable them to regard world 

movements sympathetically. The pl' i nciples of human and 

civil rights which are being passionately restated aIl over 
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the wül'lù mus t certainly iJe applieci in the public school$ of 

this t.=~nlightened province, ,,~9 

Laa t l y, tht! Mackay Commi t tee s ta tes j ts conv Îl;1..1on 

lhat personal religious commitment and development a~e 

importéll1t area&, tha t the weight of choice ia mùst îail'ly 

laid upon the developing child as a rt'ee pers.on, but that 

such chùice, alld the education that it needs, must be left 

to the home and the local church, Once agaln, ab they 

rei tera te several times, the school is not the place for 

sectarian illdoctl:'ination, and Chl:'istianity cat'l:'ies no 

longer any pre-emiuence. 

The Conclusions of the Mackay Commi ttee iJear reading ill 

full and 1 l:'ecolnlnend the l:'eadel;' ta that document. ln sum, 

the Commiltee makes this claim: 

We believe that it is passiiJle ta build a sound program 
which will furnish young people with adequate knowledge 
of world religions. In the course of this program, they 
can be made aware, fol.' example, that most people in our 
society believe in a religious inte:t'pretation of life 
which involves the existence of God as a t:t'anscendel1tal 
powet', At the same time, they Inay ]:'ecognize, without 
prejudice, that there al'e people for whom this 
intet'pl'etation is not valid. And we believe that thel'e 
are ways of encoul'aging the development in yOUl1g people 
in pUblic school af high standards of character, ethical 
idea.la, and an understanding of mora] values, wl tllC>ut 
trespassing on the personal religious bellefs which they 
have leal'ned at home or in thei:t' setJarate places of 
worship.40 

Barlier on, (page 26), the Mackay Committee urges the 

need for a totally new apPj;'oach, firstly in mOl'al 

develo:tJment. It argues that moral development - character 

building - must be a pl'ogt'am, not a cout'se, an.d must be 
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diffused throughout aIl the curricular and extra-curricular 

instruction the schocl prcvides. Moral development must be 

an explici t object ive. 'l'ne Commi ttee leans stt'ongly upon 

the work of Kohlberg and the use of maleutlc discusslons. 41 

Secondly, the committee recommends the followlng new 

approach in religious information. Never befor~, they say, 

has i t been more necessary to understand the effect that 

religions have had upon the historical, social and artlstlc 

development of aIl societies. Therefore, it is imoeratlve 

that schoolchildren be taught about the wor Id 1 S rel iglons 1 

and a phenomenological approach should be adopted. 

Information should be offered in a scholarly and obJect lve 

way but incidentally to the subJect under dlScusslon; it 

must be woven into the material of art, literature, hlstory, 

etc. However, for senior students in grades 11 ana 12, the 

Commi ttee thinks that a formaI course ln worlct l"elJqJons 

should be added to the curriculum, as an option, and that It 

should be taught by teachdrs in the history departmPht. 

In sumlYlary 1 the Commi ttee recommends that informatIon 
about world religions and their infJuence on the 
development of mankind should come to be Imparted to 
students in aIl grades in a non-doctrinal, incJdentaJ, 
manner through textbooks and class materlals used in 
social studies, history, geography, art, mUSlC, 
literature, and other subjects. Visual a~ds will be 
particularly helpful in the lower grades in conveying 
this material essential to the Chlldls education. In 
grades 11 and 12, a formaI, optional, course âeal1 ng 
with the religions of the world should be ofterea. 
Because of the cul tural li terary importance of the 
Bible, stories and selections from i t have a place in 
the literature program throughout the school, but great 
care must be taken ta keep such matf'!r~al tree of 
doctrinal implications. 42 
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This l:'eport 1 of major impol:'td.rtce lit the hi::.lory of 

rel igiuus I:ducêltioll iB the public SGhooh. of Untario, ha.s 

u e en rI: c e ive t.1 i ti V do 1:' i ou s wa. ys. Fol:' an 8Kample of 

ë11'1H'OdCh~s to leachiny the seldol:' (;ou:1:'se aIl comparative 

relIgions, see elldnote 43 -

~llcJllO le 44. 

fO:l:' rl Cl:' i ticèll :t'E!SpOllSe ::.ee 

The LW~!l t y yeèlrs ~ Ince the appearance of the Mackay 

Ref:jort have COUfIL'med and reinfol:'ced many of thel.l:' 

cUl1clusions. Gl'ùwing rel:i.gious lJ1ul:'alialn alla th~ domil1allCe 

of phllo~ol:Jhical .l:'elativism (cf. Allan :aloom's ].'he C:i.o~..t.ng 

of the ..Americal1_ Nind) have defjnitely l'emuved Ghri&tial1ity 

f t'am i ts place of prominence and g i vell equal voice ta aU 

Incl'easiny sensitivity to sexism al1d racism, 

coupled wi t.h a .c'ai8ing of consciousness about the ille4:ul tie::. 

of our colonial past and th~ arrogaJ1t tluminaIH;e of the 

"WA!-;fol" lIlentality have .l:'esu.i.ted in a recognition that 

ë1c1h~l'ence ta any on~ historical maJol."ity of .1:'81igious 

pat' t iculal:'ism ls no longe!' possible 01' inC1eed lS no longe!:' 

riyht. RevoIt against Ghristian indoctrination, as led by 

the Canadian Civil Libl:t'ties UttÏOtl and documented in such 

case~ as the Elgin ~chool Board case (see, for interest, the 

VeU' i ous reports and commen. tar ies in the ~lobe an.d [Viai i) 4b 

hêt.s tnaùe it impossible ta think of continuing Ghristian 

eùuca lion i11 the public schoolt'l. 

Growing confusion amongst teacheJ:'s of l:'eligion abuut 

thei!' place in the schools and a subsequent lowel'Ïllg (Jf 



1 
mOJ:'ale Have matie the hi tuatlon t!Vt!ll more uryellt. 111 dll 

Ulltario Min1ster of i::ducation ha~ udtlateü yt!l ,-tllULtlt!t' 

eûucc:ltiol1 ill th€! yuÏJ:i..l.c. tichoo:i.~ u[ that y.t'OVllICt!. '.l'il.l.~ 

11.11 ln aIl, L'ell.yiuù~ c:tlu\.,..1.Î.10tl la Untd.l:'.lU ::,ctluul::, l'o> 

Sn, utl!:! wUll~d 

that plUt'aIlsm antl re:ï.<:ltl.V.lSI\\ havt:: actudlly III cl lh: l.Ilt~ 

lu Lilt:: dUbWt'j' 

simply to dilute aIl the l:'e.ij,!J.l.OII~ of the wOi:lli lu d J.lJwe~L 

t;ommun llellominaLor, J.ll(Jf(~H18.iV~, l'ét1atrtlJlt-' êl!ld lllc]ubIVe'!' 

Mus t we l-ouclu.de that al:i. thaL 1::. :i.t!fl [or 

reliy.iul1 i~ Lu Leach étl)()UL l't:!l.iyjull, 11l!:>ldlll.iwd 

into ail objective tleutr'ét.i. dl:'t [ur'm? Ur' l~ .l.t ::.I.tll 

teach wJt aÏJont religion, uut rel.Lyloll it::.elf? 
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1. (;harles E. t'hi l1ips, rl'h~..l!.~velqpm~nt of Educatiol1 
.! Il. _ç:_a.t)._~d~ ('l'oron to: W. J. Gage, 195'1), 109 -11 0 . The 
Ang 11cans founded Upper Canada (;ollege in 1829 and King 1 s 
(;011ege in 1~4~; the Methodists founded Upper uanada Academy 
((;oburg) in 1~3b - this became Victoria uollege in 1B41: the 
Presbyterians founded (Jueenls College, now Queenls 
Universjty, aT Kingston in 1841. 

:le Ibid., 105. He describes the ambition of the 
governing c lass 'ta produc~ educated young men 'to replace 
them, and to train young men to take moral and religious 
leadership; those who were prospering in trade wished 1:0 
give thei!' youngsters a more practical education so that 
their commercial leadership might be guaranteed. 

3. Ibid., 301. 

4. Ibid., 107-10H. 

5 . ~~lAg_io_us Information an~_Moral _Developmel'!-~~_ 'l'hE! 
g~Q.r~_ of the Committee on Re_.l.igj.o~ __ l::ducation in the 
?.y"l;?U.ç ___ ~ç_h.Qol~'L.9_f __ J:h~ Provinc~of OlltariQ., by J. Kei11er 
Mackay, uhairman (Toronto: Ontario Department of Education, 
19b~), ::1. 

o . Andrew G. l:Slair, 1'he~~~ and Pra.,Ç_ticEL..Q..t 
!:(e lAtiQ..us .b:duca.t ion in Publ icly Funded Ele~nta..;:y~~ 
.ê.~ÇQ~~é!..tY __ §EhQ.Qls in. uanad~~t!~ Elsewhere :.-ê.. searc!1_of the 
!:'AJ:~!.at.I,!.~~, ('l'oronto: The Queenls Printer for untario, 
1~8b), 1. 11is analysis of the definitions involved in 
these discussions are useful, and are followed in this 
paper. "Confessional" religious education refers ta 
education designed ta foster commitment ta some faith. 
Il Non-confessional" religions education refers ta education 
which is not designed ta lead to commitment. 
"}Jenominational" religious education refers to a particular 
type of confessional education, namely that which attempts 

to toster commitment to sorne particular variety of 
l:hristianity. 

The term "re ligious instruction" is sometimes used in 
this study as an alternative phrase ta "religious 
education" . 'l'he term Il instruction" ordinarily has a more 
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narrow sense than lIeducation ll
, referring to education of a 

didactic kjnd. Legislation concerning religious education, 
however, often refers to " re ligious instruct~on" and we 
should not assume that the legislators intended the term to 
be interpreted narrowly, with its nuance of didactic~sm. 

This study often quotes the legislation, and in order 
to kee~ the terms constant, freely lnterchanges 
lIinstruction" and "educat"ion ll

• 

7. 
~26. 

8 . 

9. 
107. 

10. Ibid., 25H: "Egerton Ryerson (18U3-]81:!2) for length 
of service and magnitude of achievements must be given first 
place among the early superintendents ... From 11:!44 to IH1b he 
was superintendent of education for the province ... He 
became a chief opponent of JClhn Strachan and of soecial 
privileges for the Church of England.) 

12. Ibid., 4. 

13. Ibid., 4. 

14. Ibid., 5. 

15. 
102. 

17 • Ibid., H. 

1H. Ibid., b. 

19. Ibid.; 7. 

20. Ibid., 1. 

329. 

22. Rev. Wm. Hobertson, Heligio.n._;i_!L.~h~ .. !::i.ÇJ1991: a 
~rotest (Toronto: Globe Printing and Engraving, ll:i82), ~. 
This ls an original 10 cent pamphlet on Microfiche at 
Ontario Institute for Studies in Education. 
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23. ~'he Mackay Report, 9. 

24. Harry Pernhout and Tom Malcolm, Education and the 
l:'ubl ic f'urpose: Moral and Religious t:ducation in Ontaric;! 
(Toronto: Curriculum Development Centre, 1979), throughout. 

25. Jack Mobley, "Protestant Support of Religious 
Instruction in Ontario Public Schools" (Ph.D. diss., 
University of Michigan, 1962, microfiche), argues that the 
organised Protestant movement of Ontario was motivated in 
its successrul attempt to change the curriculum of the 
Ontario public schools through rivalry with the Catholic 
Church in the field of state-supported education.) 

2'1. Ibid., 12. 

28. Brie_:t of the Canadien Jewish. Congress t- Central 
keaion, to the Committee on Religious Education in the 
Public schQQIs_of Ontario, (Toronto: February 10th, 1969). 
It is interesting to note the continued opposition expressed 
by the Jewish community. In particular, the 11 propositions 
of this brief are noteworthy, the first two of which are 
re9roduced here: 

1) Ji'rom 1860 until 1944 rel igious instruction in the 
public schools was not a part of the curriculum (except for 
a three year period from 1811-1874); therefore it cannot be 
said to be in the tradition of our public sehool system. 

2) 'l'he introduction of doctrinal religious education 
into the public schools of Ontario in 1~44 marked the first 
time such instruction had been prescribed as part of the 
curriculum in any North Ameriean public non-denominational 
sehool system. 

2\:1 . 'l'he Mackay t<e.B.Qrt, 14. 

30. Ibid., 14. ln the year 1966 for example, nearJy 
200,000 ~mmigrants arrived in Ontario, and no longer were 
they predominantly European and Anglo-Saxon. 

31. Fernhout and Malcolm, t:ducation and the Public 
f~Xp..9s~ , 22. 

32. kev. Dr. C. E. Wilcox produced a study document on 
behalf of the Canadian Council of Churches, in October 
1960, in which he made a strong case for keeping religious 
education in the public schools. His final paragraph sums 
up his position: "Down through the centuries, 'the church has 
always played an important role in the development of 
education. Today, the collaboration of both state and 
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chul:'ch is essential, since education. can not disca.t'ù 
religion and religion can not discard education." 

33. The M§lckaï __ i\e.Q2..~.!, pa.ge 21. 

3 . '*. Ibid. , 22. 

35. Ibid, , 2:,;. 

36. Ibid .• 23. 

37. Ibid, , 24. 

30. Ibid. , 24. 

39. Ibid. 1 25. 

40. Ibid. , 2']. 

41. Thes~ Pl'oposals regarcilllg moral educatlon pêll'al1el 
the movement to foster a values clarification program. the 
slrengths and weakr1E:!sses of the values clal'ificaliolJ 
movement have been weIl documented, E'o!' the former, see 1 

fOl' eXétmple, Cl ive Beek, M.Q.~.§ll_E_tJ.l_!.ç_c:t_li9J.Li!L_.!he _ ~.Çhçg:û~ 
(Toronto: Ontario Institute for Studies in Bducation, 1971): 
fol' the latter, Kathleen Gow, ye~_.t __ Y.i!_~qil.~i~.t_ 'l'h.~!,~ __ .;i§ __ .BlU.h~ 
an4....!Jl'ong (Toronto: John wiley and Satu:., 1980). 

43. Hugh 0 li vel:' 1 ed., Tl..1!'e~ __ b..QfŒ..oacDe~_1;Q.._tt~J_:H~~.9}l:? 
';:d~ca~lon: .-É'..!'of iJ:.g~._ÎllJl'§tct~c~L~d.!!..ca tj.f'lL.J.'L~~l (Torolllo: 
Ontario Institute fol' Studies in Education, 1~72). This ls 
a collection uf t!ll'ee repol't~ by prac tit;iny teaChtH'S 011 the 
ways in which they teach the COl.l,C'se on world l:'eliylow::l in 
the senior grades. Malcolm Mi tchell take~ a I.;OnVEHl t. ioua1 , 
hlstot'ical approach - "ta discuss the ways people in t:lt.~ 
past ~ackled religious questions and Lhe anSWel'S they ~am~ 
up with". uailan MacQueen focuses on religious lSSI..t:!S, l.e. 
birth. coming of age, suffer iny, Marina Bit;~ler Ctmt.res on 
the study of myth and symbolism that "touches on the ùelJths 
of pei'soual experience." 

Wl'iting in the introduction, the editor bays, "i\.E. 
should not be trea.ted as an intellectual execcise ln Whl~h 
the main task fol' the student is to learD facts about world 
l'eligiens. R.E. pt'ovides one of the few oppoc'tulüties ln 
schoo1 for the student to consider basic humall va1uet;, and 
ta expel:' ience how ethers feel (or have fel t) abcJl.l L t1v.s~ 
values. The hoped-for outcome ib> to help the sludenl lo 
create his own set of values and ta promote in him a deeper 
feelillg fOl' the human condition." 
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44. Malcolm and Fel"nhout, 1979 , mèlke the point that 
aIl scho01s illdoctrinate; the only question then i9 what 
kind of indoctrination shaII we have in the school~. From 
Ly le McBurney· s Foreword, the Mackay report is seen as a 
retl"eat from the once-sol id Protestant religious consensus. 
The Ecumenica1 Study Commission is seen as sadly resigning 
the field to the " l'eligion-as-information" brigade. 'l'he 
authors cri ticise the uUli tarian approach of the Mackay 
Committee, l:'eject the split fi:'amewol:'k between education and 
nurture, information and belief, and do not accept values 
clarification as the best way fOl'wal'd. They suppüt't the 
e~tablishment of alternative, publicly funded schools that 
can opera te clearly and without hindrance out of a Ghristian 
understandlng of the total curriculum. 

45. Between January lst and Septembe:t' 30th 198~, 
eleven reports 01' t,;ommenta:d.es ap1Jeal'('d in the ~J.9.kt!_and 
Maj.l which pertain ta the legal debate ove];' J:'e~igious 
educatiol1 in untario·s public schools. They al'e dated: Jan. 
4th., Jan. 5th., Jan. 13th., Feb. l1th., Feb. 27th., Feb. 
2èith., Mal'. 4th., Mar. 6th., Jun. bth., Sept. 12th., Sel't. 
l::ith. 

46. n.!~_J~~2Q!,!; __ Q~ ti!~ __ !'1inister.ial_ 111aui~:"y'-'_on Relig.iolls 
EducaJ;iot.L.in Ontario };)ub)ic Elementa:t'y Schoo~~, by Glenn A. 
Watson, (;hairperson (Toronto: Ontal'io Df!partment of 
Educdtion, January 1990). This ];'eport, a maJol' government 
document in the cantinuing debate ovel' religious education 
in publ le schools, appeared whils"t this thesit:; was being 
preyared and could 110t therefol:'e be Incl uded as a quo tao 
source. 



CHAI?'I'ER :.; 

RESPONDING TO HIS1UNY: 'l'BE HAY FORWAHD 

une advantaye of ah historicct! in.t.t'oùuctiull il:::! tÎlétt .t L 

helps ta l1evelüp a picture Lhat. cleèlJ'ly explaills, el1.ilyilll:!l1S 

and focuses the current problem. F'roln a survey ui the 

hil:::! to:l'y , the con temporary di f f i lJul t ie::. ëH:HWlJ la ted w j th 

teaching religious education may be grouped into EouI' areal:::!: 

1. Crll'istialli ty 18 no 10uge1' the dOlnirlëtHl ,t'I:!j iUiol1 uf 

Catladiau society and i ts histoL'ically aCl..laimec.1 Ina.Jo!'i La:t'.l.all 

pOl:li tian as the prime fai th of parents anù l:Il..hooJ clü ltll'el1 

can no longe!' be maintained. 

2. t.;anadian. society 19 (.; Iea,d y mu1 t i -I:!üuüc., JOuI u-

cultul:'al and multi-religiou5; therefo.l'e ally rellyiout-> 

education that purports to be part of the slatel:lybtl:!lO mu::.l 

ta.ke this iuto account. 

::1. Public scÏlools are not the yiê!t.;1:;! lu p!'o&eJy1.1:t:e dnü 

in the schools, sec tat'ian I:!vangel il:::lm of atly kllltl 1::. llO t tu 

be toleratel1. 

4. There apl'earl:::l to lJe widespl'f!dd !.;oniu::.loll oVl"!i' !.lu-} 

whole question of teaching :t'el ig iOl1 il! a. $ee;uldl:' ::.oc.it:: t y 1 .a 
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lack of dicection from educational leadership and a -Ïcick of 

morale amollgst teac,hers of religiun. ln SUin, teachers are 

not sure how ta continue to do ]:'eligious education any 

l(mger, 

These ét..t'e fOl:'midable pl'oblellls wi thout simple answe::t's, 

Lt ia tempting thetl to resyond with an easy way out, namely, 

that the üays of teachillg re1igio11 are ovel', rt cCJuld be 

al:'gued that, yiven the insu:t'lfiountable difficulties of 

teachlng reli~ion in a mul ti-fai th schoolJ:'oom, given the 

demise of Chrlstianity as the public religion of consensus, 

and given the gl'owth towartls a relati \1 Istic: and eSE.elltlaLi. y 

secular wûr1d, ];·e1igion. aE. a categoJ:'Y i~ iJehind the times 

and ought to be abandoned. Besides, so the argument 

con titmes, rel ig ion seems to p.l:'oduce sa much coltf 1 let 1 

dissent and intolerance. wou1d i t not be better Sill\l>1 \1 to - .. 
elimina te 1 t'? 

Ohe caHnot iJut applaud the 1 ~69 MacKay Commi ttee fOL' 

the il' Repor l. l'he members of that C()llllnittee have ubviously 

liE. tened care full y to both teciehe:t's and parents. Theil:' 

conclusions al.Jout the failure of the old course are sound. 

Theil' desires ta be sensitive to all ]:'e1igio1"1s and ta 

prùvent any kind of indoctrination are just and v~lid. Vat 

in lhe end, Oll~ ls t~mpted to ask the questlon 1 Why bother'( 

( Why, in a cOlltemyoral'Y society that has obviously r~1egatet1 

religion ta the sidelines (cf. keginald .l:Hbby, 11=:aglfienteg 



li o_g._~) doM i n i ste r s 0 f J.<: duc a t ion con t ln u e top r es e r ve 

religious education in public schools~ 

Bour answers may be offered. Firstly, tnere cont1nues 

to be the need to educate young people in character and 

morality. It is certainly true that no longer does one hear 

any insistenee that i t: is only religion that can educa te 

mora1ly, but the understanding persists that rel1gion and 

morality are essenTially conneeted and therefore, ill today's 

world of education where people constantly lament Increasing 

delinquency, vanishing values, family breakdowfI, and al] 'too 

common violence, to maintaln rellg10us educatlon 15 to 

strengthen in sorne wav moral and characte~ educar~on.l 

::>econdl y, rellg ious education does have very strong 

historical roots and to uproot it entirely, especJajly in a 

province like Ontario, where at least in rural areas there 

are strong pockets ot particularly Chr'istJan val\ws, would 

dis'turb the soil of society in a manner tao 111<e an 

earthquake. 

'l'hirdl y, religion i tself insists on remaHlÎng a human 

(and therefore edueat10nal) issue for 1t insists on 

remaining a phenomenologieal reality. Although uhrjs~ian 

church bui 1d1ngs may be more and more empty on a ~unda'l 

morning, religion remains an item of interest, deba'te and 

conflict because people are, by human nature, profoundly 

religious. '1'hey deal wi th Jj te and death; t:hey QUf!'3t: ion 

suffering an.d wonder about success: they \f/orl< on 
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relationships and experience love and hate; they know 

something of worship and the my_!?terium tremendum; thev 

share ecstasies and despair; they are transcendent 

creatures. 'l'hey are, indeed, religious people, and 

therefore religion will not go away. 

Fourthl y, there is the hope that religious education 

can help youth move towards understanding and appreciatlon, 

that tolerance and acceptance are religious virtues at 

heart, and therefore religious education, if it is done 

sensitively and weIl, can develop attitudes that will help 

our fragmented society cohere rather than divide. ln this 

sense, religious education i5 the best possible antidote to 

religious bias. 2 

What we might have in these two reports commissioned by 

the par11ament of Ontario 1s a comm1tment to hope. It 1s a 

rejection of the old dictum that there are two subjects 

which must never be discussed at a party, (and by extension, 

at school) religion and poli tics. It is a commi tment te a 

formidable and difficult challenge, namely the challenge to 

continue doing religious education because, in spite of aIl 

its hazards, it continues to provide young people, and 

therefore society, with a meaning making system. 
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There is a threefold challenge facing those who wish to 

continue to teach religious education in the publIC schools 

of Ontario. 

E'irstly, there i9 the challenge to place rel:\glon 

firmly on the curriculum of a school for the same reason 

tha't any other subJect is fJ.rmly on the sante curriculum -

because it is educational in nature and lntent. 'l'ne 

justifica'tion for public school reLigion clas~e~ lR that 

they provide students with religious education. 

Secondly, religious educatlon must become totally 

pluralistic, accommodating a11 religious beliefB and 

behaviours ln a non-Judgmental, accepting trameworK. ThIS 

ls a response to the contemporary comm.itment to phl1090ph.1es 

of tolerance and relativism, and a response to the 

pluralistic realities of city life. Uur schoo1chlJdren are 

from aIl over the world, and they bring to school thelr own 

re11g10us backgrounds. 

Thirdly, any course in reJiglous educat'.1on must nave 

good substance in religIon; l t must not: merely De a course 

about rel iglons, educatjonal and usafe u though that mlgrlt 

be; it must be a course that teaches religion, ln a cl1rect 

and educational and experientiRl sense. 
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Un April lS1:. 1~74, tne uatholie Commi1:tee of the 

Super ior Goune il of Educat ion of Quebec published their 

report "Religion in 'l'odayls ::;chools". 3 'l'he introduction 

bore the title "Should Religion Have a Place in the Scheol 

uurriculum', " 

::iuch a question, the authors acknowledge, would havE' 

seemed preposterous untll a short 1:ime ago, for, esoecial1y 

in the province of Quebec, church and school have been 

inextricably entwined. But now, in the mia 1970 IS, the 

question ls keenly debated. Shouldn't religious education 

be left to the family and 1:0 the church":' Does religlon 

still mean anything to young people? What happens to 

religious education in a society eharacterized cy religious 

plu l' a 1 i sm', Do we have enough teachers ta maintain 

confessional schools? Isnlt the very concept of religious 

educa~ion an anachronism1 

These are good, hanest, searching questions. Later in 

their intr.oduction, the authors seei< to jus1:ify tne 

continuation of religious education, and they do so by an 

appeal to its educational value. 

The emphasis sa far, wri tes the Commi ttee, has always 

been on the first word of the phrase "religlous education", 

(' meaning that anels view of religion determined whether one 

l 

J 
1 

1 
f , 
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valued i~s place ~n sChools or not. ~ut now tney taKe a new 

tU1"n: 

We believe, however, that the ward "eaucatlan" olS 

equally important when It cornes to passing Judgment on 
the place of religion in the school. 'l'he detPrmi Il.a~g 
faCtor here is one's general concept of education. 
Those who vjew ~t ln a narTowly pragmatic way, as a mere 
process of acquirlng knowledge for the purpose of 
earning a lIving, may conslcler rellgious InstructIon as 
unlmportant, But tnose who Vlew educatIon as growth of 
the total person in order 1:hat h~ 01:' she "may lcarn la 

be", may reach qUI te a different conChtslOn concernlng 
the ~eachlng of religion. 4 

The report continueG to make ét stron9 ~}Jpa ;or 

Inclnding re11g10us education as an Integra.l oart of tne 

school's wholp educationaJ program. 

We can make much ot th€' charHJes in nomf:~~C la "furp 

respect~ng ~he ~eachlng of rel~glon ln scnOOlS. wnen l. \.'IBS 

sllbject was called "[Jlvinity", and It was clearly unaerstooa 

ta be a Junior handmajd of O ·' J. trie sc 1 e!1CPS 1 

Theology. Later on, in tnat same ~ngllsh system, l taugnt a 

subject called "xellqious Knowledge". 

the 1969 Mackay r.;ommittee Repo:r't, ~le f:.pè tne onrase 

"Rellgious Information", although the suo-tltlE' c.l.f!ar:y 

refers to "Religlous Education," 

When, in lY8~, the BritIsh EducatIon Heform Act rewrotp 

the torm, content and pur pose of religIon ln 5Cnoo!s. rne 
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term used was "Religious r;ducation". However, from 1810 ta 

lY44, f'arliament had used the term "Religious Instruction. Il 

An editorial in Volume Il of the BJRE claims that this move 

is slgni f lcant. "lnstruction is a content-centred process, 

WhlCh conslsts in the transmission of knowledge fram the 

teacher ta the pupil. Education is a persan-centred pracess 

~lhich aims at human develapment. lib 

Ye't what really lS religious education? Long gone are 

the days when religiaus education was acceptea as religious 

instruction, that its purpose was to foster religlous faith 

01' a particular denom.1national klnd so that i ts gradua'tes 

wou1d fit obediently into the churcn structures currently ln 

eXlstpnce. Since the second World War, educationallsts have 

made rapid If somewhat confused progre~s towarôs a re~lglous 

educat:ion of an inclusive, transcendental and noncoerClve 

kind. In Great Britaln, ln tne nineteen sixtles, Harold 

Loukes, Ronald Goldman and Kenneth ~yde did imaginat:Ï\re 

and influential researcn, leadlng to new curricula tnat 

emphasi sed an experiential approach to teachlng rel iglon. 

Another step farward was taken wltn 'the publIcation of r;dwin 

and J. W. D. ~lni th 1 s R~) ~,qi_<?~l.~ _?~·tuc~~';glL in ___ ~.Ëe~'!!J§I:~ ___ 5~_~~_1!!g 

(lY6y).6 

Ail t"hese works, and the hast of expe!"lmental 

curricula whicn rollowed tnem, were an attempt to take a 
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cr i tical look a t the process of teaching rel ~g Ion, ana to 

anS\ller the question, "What really je religlous edur.anon?" 

une sympathises readily enough with the cautIons auout 

:ç>roselytism and one understands readily enough the gl'OVHnq 

phi losopnical comml t:men t ta relatlvlsm. Une comprenenàs 

quickly ~hat changes regardlng rpligious educatlon were 

springing from a soclety of ra91dly lncreas~ng ~ecu~Rrlsm, 

wi"th rel ... gJ.ous observances beH1g pusbed lnto t'he bél,k~F'011!H1 

where they could be tolerated onlV as an exsn't;?c;'S 10n 0:" a 

faJthful mlnorlty, fine and acce9taDl~ as ~O~0 nn-'n'1f' a ... ~ " 
.. ..:," 
J " 

dlsturceà, no-one 19 Juàgerl. W'.1at th::s à.Jâ to rellÇJtOn~ 

educa r 'ion ln 9c!1ools was to pUSl1 tne 5UO.iec:t. mit !'(1 arms 

length, to dlstance it an.d ma~e it sare. 'l'he m.un resu.:. t of 

this was to hide religJou~ eâucat'lon betuHQ edncn.t lon i:lbO\.n' 

rellgions. l'hat was thougnt ta be sare t€':rrlto1'y. une 

could ignore truth clalms or majorjty consensuses; a~l thDt 

could be !?resented ~n tne c'lassroom was In::Ol'mi'ltlon, 

relatlvely scien~ific, iactuaJ and obJectlV~, anout the ways 

various religlous people dHl VarlO1.lS rel~glous tnlngs, 

Education about rellglons had won the day. 

time, tne1'e is a SUSplC.lOn that once agaln the oroo.iem 0:: 

teaching religion may ce avoide-d DV an e}Caggerated ermtla!';lS 

upon tne observable tacts about relJgion. II Z 

Yet many comm~tted teacne1's 0: rellgJOUS eaucatlon want 

morf~ t'han t!1i s . l'hey Nant the ... !' stUQl'm!G 1'0 :i.eaY'" :-:'om 

religIon, learn from tne 1'ea1 tn~ng, t~e 1'ea~ pnenomenology; 
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tney want thelr students to Iearn the rea1 transcendence 

~hat cornes trom experiencing reality in religious 

categories; tney want to teach rellgious interpretations of, 

for exampl e, the movement: t:owards freedom ln Eastern 

E.urope. 

One modern approach t:o religious education, developed 

through the seventies and eight:ies by scholars su ch as 

adop t tne pnenomenolog ical approach. Bull t upon prevlous 

studies ln the phenomenology of religion (e.g. ~liade, van 

de Leeuw, Kristensen and Wach), this metnod was particularlv 

papular ln Great Brit:a1n. 

:Nicola SIee, in Volume 11 or the BJI<.r.: (l9~9) writ:es, 

The phenomenological model of religlous education lS 
bath a response to thE'! plural and secular ident::' ty of 
BrItish society and a reflectlon of a par"ticular 
phJlosophical approach to the study of rellglon, 
characterized by its aim to initia"te pup~ls into a 
sympathetic, descriptive understanding ot re1ig101) 
through tne study of a variety of religious traditions. 8 

'l'nlS approach calls for a degree of maturity in 

sTudents, ior it meaDS "tnat each must somehow "bracket: out" 

hlS or her own bellefs ln order to "en"ter into" the beliefs 

and practices of another faith. 

Adnerents of this approach argue that 1t i5 much more 

than mer~ inforlnation-giving. Rathe:r, this approach 

&urpasses simple processing or information, not oy 
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encouraging each student ta <":idopt a strong particu ... arlsect 

posltion of fai~h and commitment at the teacher's inslstence 

but oy encouraging each student to respect and value ~il 

klnds ot ot:her commitmen-rs anà beJieis. 

But the pnenomenologlcal model nas weaKnesses and 1 ts 

detractors are quick "ta pa~ni them out. 

religious education can Clegenerate Into a "KaleIdoscope of 

shallow ideas about myriad be.11ef Rys"tfllns", "a paraüE'> rCllllla 

a museum of religion", "a frult cocktai1 or worla ralths", 

or, .less elegantl y, "a mishmash of ideas Whl ch tai j s 'ro cio 

Justlce not only ta Cnristlanlty but to any falth."·~ 

NIcola Slee lists the followlng crltlclsms: 

a. The phenomenoloqical approach to rp]JqlonD 

educatIon was first organised around teachlng ltrllVer'51tv 

unde:r:graduat:es and there Ü. litt le ev) dence tbat 11' works 

weIl with children or teenagers. 

b. Despite the aunarent,Ïv humb~e allrl - - . !' e J n r ,j "'! 1 S ~ 1 C; 

approach to tne varlet y ot fRitns, wltn an attenad~~ nad ta 

equal t:olerance anà equal fa~ rnef!1S, thc':! apprOBC!! : ~ 0; ten 

covertly dominated oy a -::ypicallv wl:!ste!'n t'lPI:~ ot 

~ n 1: el] Po c tua l arr 0 g a n ce, a " con s U nHo' Y' .1 S t a t t ::. L u d e t () 

knowledge", tnat presupposes tnat tne most sacred ~rlltt1:=; 0: 

,.. 
any rellgion can be easily undp.rstood an\l, ~9nreCla1 Pel nv a 

student after an hour'~ or so teach~ng. 

c. Where profound relat~vlsm flnds jtselt ln a facp.-

off against various conflicting truth claims of tne worlo's 
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religions, strong, dis~inguishing particulari~les of~en nave 

to bE' effaced and aIl t:hat i5 1eft is a kind of lowest 

common denomi na tor called Il re llg ion "; such reductionlsm 

offends be1ievers, or possibly leads to a cynical at:heism. 

d. 1t is absolutely unrealistic to pret:end that we can 

lndeed "bracke t outil our own fai th commi tments, and the 

i ns truc t ion tha t we should cio so lS symptomatic of the 

whole faj lure of education to address the s~)lri tuaI vacuum 

of our times; and it is not a fit preparation tor relIgious 

people l'eally ta deaJ with pluraljsm or live within jts 

contexts. 

ln her article, Nicola SIee argues for a kind of 

r~or9~_h~~~~~ between ~he old confessional model and the new 

phenonterwlogical one 1 for she wlsnes to teach re>ligion in 

scnools in such a way that students actively develop tnelr 

own religious behaviour et the saroe time as respecting 

others 1 • She ends t:>y quoting tne famous dictum of the 

Durham Report:: 

The aim of rellgious education shoula be ta explore the 
place and significance of religion in human Ilfe and so 
to make a distinctive contribution to each pupil's 
search for a faith to live by." 

As long as religious eciucation is seen ln terms of 

religlous knowledge, there is a danger that it will be seen 

as primarily a cerebral ûr cognitive activity, and the 

success of a particular religion course wiH ten~ to be 



1 4tl 

measured in examinRtjon terms. Eric Johns, ln a provocative 

I1ttle ar~jcle in Volume b of the BJRE (lYH~l suggests tha~ 

tnere is more to rellglous education than rellg10us 

know.1edge; 

Such 

he suggests that we can teach rel~gious skills. 

religious education, writes Johns, "implles 

making certain that the religiously educatpd perHon has thp 

si.<llls necessary to understand beliers other tn.,ln fi. ls 0\>1n 

and ta aPt/reciate their importance to ~hose who holc1 

tnem. 1I10 He t:hen contl:'l1lp.s to sugqeA1 SlX maJor RK1 ï j 5 

involved in religious understandlng: claSSlrlCA.tlnn, 

evaluation, explanation, seIf-examinatjnn, pm?nt"hy and 

eooche. 

ClaASJ.flcation 

"'.l'he skil) ot clasRlticatlon .:;.5 tne BtlJIHy to ]uriqe 

correctly whicn conceptual scnema applles to an ObJect, 

Bct ion or statement. Il This 15 ~he skiD Dy \'IhJCJl \Ile o':acE' 

all others' activities and oe~le=s lnto tne rlgUt con~ext 50 

tha~ we can fuJly appreclate them for what they ar~. l'hus, 

is the cry "u God" a fervent: praye!' or an eKpletlvF..:·t ls the 

skull cap to keep warm or ~o caver the head in the s~qht or 

Gad as a sign of hum~lity1 

Evaluation 

1'h19 skill is :;.ne}c'n ... .:cab.:i.y connected w~th t'he ilrS1", 

'Jut i ts particular emphasls is on llnderstandi ng tne meiin l ng 

or an é:lctivity or stateme!l't; what is lt tnat qlvl"!n 't'ho 
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aetlvi ty or statement a rel1gious signif ieance'l how do we 

measure historieal statements aga~nst theological 

Why does faeing the prayer mat 'towards Mecca 

make a difference? 

r.xplana t l.on 

johns offers us two klnds of E"xp.lana-r.ion: E"x~).lanat.:ï.ons 

from within the falth community and explanatlons fram 

W.:ï.thou't". 'l'he former oE"scribe and Justity actlons and 

oeliefs from the point 0= view of a prior fai tn comm1 tment, 

thE" latTpr descr~be and justify the same actions and beljpfs 

but trom a point of Vlew outside tnat commitment, e.g. =rom 

a socjologlcal or psychologlcal ~oint of view. 

Self-examination 

"Unless we are clear about our own assum:ç>t.lons there 15 

il tt1e cnance of being able to understand the importance of 

another 1 S assump tions ta him. Il 

Empathy 

This i5 the ski11 required to understand the other, to 

appreciate the emotion, conviction, cal1ing, dut y or joy of 

the other's religious faith. "One snould be able to teel 

what the words describe. Il 

Epacne 

1\ '1' h i sis t: h e ab i lit Y t: 0 sus pen d j u d 9 men t . t n 

c phenomenalog leal terms, 1 t is the pract ice of epocne, tne 

braeke't j ng out of one' s own precanceptl.ons ln arder to see 
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the essence of a religlous pnenomenon. Il lt 15 the wll~lng 

suspension of truth claJms . 

.l~). ___ .~~J.l..Rt9-,,~~ __ ~>.<peX . .l_e.llc~ _ ~:;;. ~_ go~~_ 9f 
Ke.1)Jl ;i9_'11.~ ~~_l!ç;~:t...tQn 

E'a'thE'r Brendan IJarlliody S.J., wrJting ln volUlIlE"' ,ib or 

Lum~n __ 'L~:t.~_~ (HH:H), argues tnat religlous educatlon 16 bes't 

understood by atten U on to l te allll i and -thp a Hl or TP.llU J onn 

educatlon is to teacn religlous experlence. 11 

Carmody turns to Bernard L.oner'gan to cterlne wnat he 

means by religious experience. More than c;,Jll1~dy S(-'rtso!'y o!' 

empirical input, Lonergan's experlence lS a ~elt-awRrenes6; 

i t is an awa:reness or The self 'in prOCf'RS, 8f., fCI)' cxa::ml e, 

ln the process of undeorstandilig a puzzle, or or be1ng Hl. 

love. Fur t:her 1 there js a certain unrestrlctedness . ~, 
.J .l,. 

Lonergan's idea of religious experlence. ~n19 would seem ta 

be built upon Wijliam James' Vlew 0:' relJGion as a ~()ti'11 

reaction \:0 all or llre, and Rudolf Utt:o's lC1eR of tnE! 

holy, the numinous, the suoljmp. 

OrOdl.lCeS what Otto calls a sense of creature'::'lness. ln lt, 

we transcend ourselves and touch the wnolly Utner. 

uarmody says tha't tnis 1'3 wn."it trad1tlonal J:(nrndll 

IJsthollCS have meant by "sanctify~nçr gracf'," fi!KI cJf-!clnrt-'~ 

tnat th1s kind of religious experlence 1S net ~lffilted te any 

paT't~Gular religlOlls traâl t 10n. "lJespi tf! the 1 nrç:JOrranr;L' of 

tne Chr 19t ian dimension of re..l1g lOUS ey.per l.ence, 1 ~ ::..~ ()!'\.L '; 

... 
part of the quest of humanl ty for God. ,,1 ~ 
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U S l n 9 Ros e m a r y H a 1.1 g !l 't a 1: 1 s cl i s t l n c t ion b e t we E! n 

formation and transformation, Carnody continuef; ta argue 

that the educational process is a matter or ilsing all tn.e 

cul tural inf l uences to help peo!?le under.'stand themf'=le.lveE;; 

thls ought then to lead to transformation, whicn is a total 

persona] revolution. 

"Put jn other terms, our concern will be wi'th the 

evocation of the k~nd of wonder wnich Arl.stotle spoKe of 

when he indicat'ed that ~10nàer was 1'he tountainhe>ad of aIl 

phi losophy. In Lonergan 1 s terms, we are speaking about tne 

activation of what he has callad the pure desire ta kno\'J. 1113 

ln this sense, writes Carmody, all human experl.ence can 

havE" a religinus dimenslon. 

But mi tiga t10g against the development of an education 

that can help .lead us towaràs transcendence are the kirlâs of 

features typical1y found in most modern educatl.onal systems: 

an emphasis on technologies, profes~;jona.i. formatlon, 

bUSIness schools. Yet Carmody losists that re~l.gJollS 

education be at t'he centre of the educa'tiona.l endeavour. 

"we consider rellg~ous eXt;lerience and i ts development to be 

close.ly linked to such things as moral, intellec't"uaJ, and 

elnotional development. 1114 ~armody then applies hlIDself to 

developmental models of education, draw~ng on the finâings 

of Piaget and Erikson. 10' jnall V, towards the end of his 

paper, he ge'ts ta "The search for the meaning of Ilfe. Il 

-
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What Carmody adds to the dlSCU'3sion 15 a great 

emphasis on the importance of thl? com:nu!"11ty. AG 

ado~escen'Cs come te be ready to grapple cr.ltlc.3.l1y W.ltl"J. 

formaJ reJigious tradit:ons, as "they come -ro be ready to 

begin their own real sel f-owned Journey 'towaras reall ty ana 

meaning, as the studenr l'eaches forNard t"o pf."l'SOnaJ 

autonorny, so the community can play a vItal l'ole. "ln tne 

setting of religio11s educarlon or educat.::on tO\"'ards 

religlous experience, wnat seems crucIal 1<;; tn.-tt the 

adolesc:pnt ieei part: ot a lovJng, caring, commnrLi t'y NneJ1 E-' he 

or she nas sufficient liberty to dlscover ml?aning ln hlS o~ 

her own jife.,,15 

~armody continues: 

At the same time, he or she i5 iacpd wltn thr! c.'"JaJilmql-~ 
of ):)ersonal commitment. ln a supportlve commun.ty, tne 
good t eache r becomeR "the one wno suppn ç tG h 1''; n:r rH:'t' 

students in R SuStdlnea groplng, p.xplor.:t-::-.on, anc 
eventual synt.hes':'s. 1116 

~armody is c:lear t'hat. he writee., about a ;))'OCE'!,'::; vit'!'!!} r~p 

W::'ltes about reJ.1.gious experlence, ana. '::0 nlm, It :5 ft 

pl'ocess that' CO:lleS to jt.s :::u:ln(~ss al about a(Jf' tn.:::~n:. '{pt 

all along t'ne way, rellglous experlence has lts aporoprlate 

manlff's~'atjons, and the- alm of reJlgious edUC:élti.On le., TO 

encourage and birtn these very man1.festatIo~9. 

~he insights offerect by tne autnors mentlonea aOOVA ftre 

valid and usefu.l, hel~dng 1:eacnE'l'S to apfœoacn the tat::;K ot 

teaching religious education in a plurall.stlc SOClety ov 
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descrioing categOl:'leS 0: re11g10us experlence and sl<il1 

pel' formance t:ha t encourage them and 9 1 ve "Cham \'lays of 

handling their material. But l believe that it 15 GabrIel 

Moran who ofters the most valuable contribution ro the 

discussion about solving tne problems of rel1gious 

education. His works would include al1 the major thrusts of 

the works clted above, so to him we turn next. 

After a presentation of his ideas, we will look at the 

work of Stanley Hauerwas, whose contributlen te religions 

pàucatlon of. the task of developing charac'tPl" threugh 

narratlve 15 lucid and suostantial. 
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GABRl~L MORAN ON aELIU1UUS EDUUATluN 

The writingA of uabriel Moran have helped give clarlty 

and confidence ta tnose involved with religlous eaucatlon ln 

contem~orary pluralistic settings. ln thls chapter, 1 

attempt ta explain as clearly as possIble wnat Moran 

proposes when he wri tes of the task of "teactunq religlon". 

This material Is essentially that tound in Int_~rPl .. ?:y: A 

f~ï:!eQr...Y_~t __ .tl~1.i_q!on __ ~nÇ1 ___ ~9~s:~tj.s~n (HHH); rte:~-!.9j,()US _~tg~c~tlC?n 

Deve lOQ1!~.!l~ (19!::13) and ~J_~g]'_9_~_~ __ ~9.~lÇ.?_~l:.Çl!} ___ ~ ... a .?econd 

J:.ang!:1age (19 H y) • 

Moran provldes help in partlcular by his proposals: 

1. 'J.'hat rellgious edUcatIOn be seen as a df~ttnlte 

tüüa of s'tudy 

2. 'rhat reliqJous educ;ation be aoproéiched ëlnCl 

understood through tne concept of development 

3. 'l'hat rel iglous ednca t lon be llkened to thp acq\l1-

sition of a second language 

4. That relJ.glon itself be taught as an academlc 

construct. 

bb 
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Let us continue, then, ta discuss Moran under 1:hese 

four headJ.ngs. 

Religious Educa1:ion as a Field of ~tudy 

):nt~..!:J2..!il-.Y came out of lVloran 1 s realization that Il there 

does n01: yet e~rist any clearly discernible field tha1: can 

accurately be called religious education. 111 ln this book ln 

particular, he attempts 1:0 create that misslng field. 

Such a field would bring together thE~ 1:WO component 

parts of its ti1:1e, namely the religious and the 

educational. It would bring together two sets ai languages, 

two sets of institutions. It would therefore have to 

i11clude: (1) a respect for the concrete, particular, and 

some1:imes mysterious prac1:ices of religious Ilie, includlng 

what apparentIy are outrageous claims and (2) an application 

of 1:he .nind with aIl its critical capacity for the study, 

understanding, and teaching of reIjgion. 2 

Moran argues that religious education is a justifIable 

field of study because it is a legitimate educational 

activity. ln chapter two of keligious Education as ~~~o~q 

~JH1-.9J!ê;'\g_~ he places religious education firmly in the middle 

of educatlon in general by discussing the question of 

meaning. To ask "What is the meaning of religious 

education'?" i9 ta presuppose a prior question "What is the 

meaning of education,?11 He sees education as a process of 

lnterplay between four different areas: family, schooling, 

job, lelsure (or retirement). "Education consists in 



developing the most fruitful relat~ons ootn wItn~n each of 

these four forms and among the four forms. Il J Schools Illay 

have a conservative curriculum about Iiteracy ana numeracy, 

yet still lead to a liberating educatIon. But schooling, hr 

insists, ls more limlted tnan educatIon. ~chools cannot do 

everything; they must, qUlte legltimately, Ilmit tnemMelves 

to serve the ends of schooling. 8ut it lS rel~gion tnat 

helps U~ to IIde-idoli.ze" SCtloo]s, heJpIng to IIhold togpthpr 

the individual and tne collectIve, what nas alreacty been 

attained and whDt 1e stiJl to come, bodlly Ilfp and a unlTy 

oeyond oodily attainment. 114 

teaching rel~gion ln a multl-rellglous society ann the wnole 

enterprise of re1Iglous education. 

perceive the difficulty, the Improbaoillty of tt'\e very 

enterprise, by this comment: 

A question l am regularly aeked IS, "How can you oe a 
di rectal' of a pragram of rc·1 igious educa t'J on l Tl a 
private university'?" '1'0 the questloner tnere 19 no 
puzzle in what rel~gious education i5; the puzzle J S JII 

how there can be rellgious educatIon when tnere are 
severai re:\ igions involved. lib 

It is the very lack of a clearly understood and clf!arJy 

def ined field of study called "rellgious educatlon" tn~t 

makes people ask that klnd of a quest j on. Peoçlf! conruse 

religious education with ~hristian educatlon, or JeWlsn 

educaTIon, or educatlon in any kind of Big-K rellgion. b 
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At the same time as seeking to create a special field 

of religious education, Moran pleads strongly for its 

importance. "This book i6 wri tten from the conviction tha't 

religious education is one of the mos"t universal, most 

urgent, and most practical questions confronting our society 

today. " And elsewhere he wri tes, "My thesis is that 

althougn religious education is somewhat alien ta most 

speakers today, its development and spread are important to 

tolerance, understandlng, and peace in the world.,,7 

Rellgious Education as pey'~~Qpm~9~ 

A central theme of Moran's work is that religious 

education might take development as i ts conceptual model. 

Avoiding the stifling two handed grip of Aristotelian 

teleology on one side and biological determinlsm on the 

other, Moran argues for the language of development as a 

productive and userul metaphor ror the process of rel iglOUS 

education. At the same time, he acknowledges that his ideas 

on development are not new and he recognises his debt to 

Horace Bushnel1 and George Coe, cal1ing the latter the 

greatest theorlst of the religious education movement.~ 

In terms of psychological development, seminal work has 

been done by Jean Piaget ( cog~itive - though Moran prefers 

the word constructionist) and ~rik Erikson tpsycno-social), 

the former emphasising the "world pole" and the latter the 

"sel f pole". 9 Lawrence Kohlberg built on l-'iagetian 

developmentalism ta construct his stages of moral 
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development; James b'owler took thlS tneoret.lca l 

understanding of stagism to construct his analysis of falth 

development. Moran 1 s prime lnterest, tnough, lS not: to 

repeat this typical stagist framework but to use the morlel 

of development, to use jts language, what he calls its 

grammar, ta promote both a theory and a p1'axi s of TeachlllC'j 

religion. 

Any sense that religion consists of a flxed code or a 

rigid set of precepts to be ooeyed lS l.nim.lcal to the 

imagery of devplopment. Moran thE!t'efore pleads for a 

dynamic understanding ot rellgion, liA begl.nnlng waV ta 

define the ward 'religiaus ' would be to say that it reters 

to whatever Keeps open the process of development ."10 

Religious experiences, tnen, are those that cnallenge or 

expand our present limits of experience. While admit t ing 

that his outline is not based on the kind of emp.lrical 

intE}rvjew research of Kohlberg, (.;j 1 i igan, and lt'owlt-'l', Moran 

nevertneless offers his own prelimlnary 9attern of rellglous 

development: 

1. The simply religlous 

2. Acquiring a religion 

a. The religiously Ghristian (Jewish, Muslim, ~nd sa 

forth) . 

At this stage in h~s discussion, Moran i8 anxious tu 

preserve the distinction between religion (consiaered as a 

set of abjects) and religious (referrlnq ta Impulses wlthln 
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eXptH.' ience) . Fai th le 'lot the same as havln.g a l:'eligion. 

Having a religion i~ good, but not el1ough. Being :t'eiigious, 

having faith, is part of the language that leads us towards 

the il1finite and the transcelldent: at the saine time, it is 

being l'eUgious l'ather than having a l:'eligion that pl:'esel:'ves 

our traùitions Ly cOllstalltly renewing them. Il is ùeillg 

religious that allows us to build the ci ty of development, 

the humal1 ci ty, the city that "reveal~ the God in whom we 

uelieve."ll 

ln ~!=!lÏllious EducêLtiQ .. !! .. DeveloQment chapter eight. MOl:'an 

ré tU:t'hS ta the notion of teaching, offel:'illg what h.e calls a 

grammar of educational developlllent. He quickly makes two 

points: (1) education needs the idea of development, dnd 

(2) development needs ta be seell as educational. 

MOt'an is Ct' i tical of the pauci ty of t:t'ue educa tiona.l 

theorizing. Most have apveared cOlltel1t lnerely 1.0 packa:Je 

c.url:'iculum alld send it, with the chilù!'en, into schoole: 

such cJas~l"oom packagillg ignores the fact that human ut!ings 

are lifelong learners. He is encouraged, however, by three 

develupments: 

a. Jerome Brunner, who helped us move trom what 

children could learn ta what they should learn, and 

emphasised the lleed fol' a sound epistemology and a thol:'ough 

theol'y of instl:'uction (as opposed to leal:'lÜl1g)12 

b. Lively educational wl:'iting in the al:'ea of 

curriculum development, ct. Tyler and Bloom13 

-~-~~----------------------~------------------~ 



c. Kieran Egan's four stages of learning theory, along 

with h~s desire ta transcend education as Sln\pJy training 

the child for later life. 14 

'J.'his diversion into curriculum theory allows Moran ta 

re-emphasjse the distinctIon between schaaling and 

education. "We have to stop saying education when Jn fact 

we mean school or schooling." Similarly with the art of 

teaching, a false assumption can be made tnat teacning lS 

always schoolte&ching. But it is not, says Moran. 

t ea cher sh, ·~·:s :::;omeone e Ise how to CUl sorne t n l ng 

School teachlng J s a pecu] iar kind of teachj ng, a .llml t 

si tua t ion in whicn tne words are malnl y about worcts. III !) 

Moran 1 S own concern as he wri tes aoou1' ) earnlng and 

teaching lS ta pravide an overarchlog metaohor for ~he 

social endeavour known as education. He reJects the 

rai 1 road tra l n of John DE'wey, the clrc.le or penduj um or 

Lewis Mumford, lb and rein't't"oduces his 1ma!Je ot the :in1 m"play 

of forms, the cil:'cling towards the centre ot thE" sphere. 

'l'his is an effort ta choose Journey over .. raVl-'j, ta maKf! 

room for ?roduc'tioh and growtn. He conSlae~s hext the tour 

forms that are part of the interplay of educatIon: tamJly, 

job, schooling, leisure. 

Moran concluâes this chaptel' of III s book by l'et. urninq 

to E:gan, but adding two extra stages ot eaucatlonal 

- development to Egan's orIginal four. Moran adas Il pnysJ cal" 

as a fil:'st stage, and "lelsurely" as a fInal one. l:'ernaps 
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we can try to sum up this se<::t.ion with s~ngle sentence 

recapitulations of each stage: 

1. Physical. "His intellect was at tne tip or his 

senses." 

2. Mythical. Il 'l'he dul d embodies in language ~he 

contp.st~ng, the repetitive and the wonde r 1 ng: mv't ns -

stories of binary OppOSl tes. Il 

;j • RomantlC. "'l'he Chlld has to make a cornmltment to 

language . and lS faSclnated wlth whatever exjsts, with 

names of tnings, with dates ot aIl Kinds of events, and wltn 

start 1.1ng information ot any sort:. Il 

4. I?hllosophica: . "'t'ne young person 15 rasc ina 'Ced 

wi th ideas as the bui lding blocks of an ideol ogy. Il 

5. Ironie. "'l'ne passage to lrony 15 a Klnâ of 

converSlon, a w.1l1ingness to clrcle baci< ann ;I.tck up 

elements kicked out of: the ldeological system. l, 

b. Leisurely. "This is the stagE' <:11 \'/nlCll \Ile si tuat"e 

a full y developed sel f in a calmI y accepted cosmos. Il j, l 

re-assembl es the ideas ~l'evl()usl y d:u<icussect, but does 50 

once agaln around hlB central image of constantlv clrcllng 

oaCK. UnOf"r the cnao1:er head~ng "A 'l'neory of Rf"lig.1oUS 

f:.ducatlon Developmen1: lI
, he writes tn1S: 

Eàuca1:ion is concerned wi 1:h fi nding or crE"at lng m:der 111 
tnls world, while religlon lS a going Deyond tn1s world 

Education ne~ds a rellglous impulse, or e:se lts 
concern te put tnlngs ln order closes orf furtner 
devejopment . .Kel:glon needs educational restraint 
and challe~ge so that its imoulse to transeend the world 



-

b4 

does not lose toucn with the world ta oe transcenaeri. 1H 

'fhis is excellent writing and provldes a crystal clear 

summation of virtually the whole book. 

Returning to his preliminary three stages of rellglous 

deveJopment, let us again try to qlve a sinqjp sent'fmct" 

summary of each stage: 

.1. Slmply j{eligious. "j{pJ ~glOUS eàucarlon of the 

young has little to ào witn Instructlon ln bellef; lt has 

much to do with provictjnq aestherlC form, stable 

environment 1 anà persona.l warmtn tnat protect tne 

reljgloUSnE>Ss of thf! chi let 1 S expl?!':i E!!lCt='. Il 

2. Acquirlng a keliglon. li<.,;nlJQren ougnt tel get a 

thorough immers~on in"to tht:> documents concern) ng tiw flJ story 

of their people." 

~. keligiouslV t;hrist:lan (or JE'WJsn or MCHLlem) 

"Adulthooà needs a defInlte con'tent and set of 

practices. Ill':! 

In a final comment on the four forms or pdUCéttlonai 

setting - family, scnool, joe, le~sure - Moran SDea~s ta tne 

issue of 'the famll y. 

Religious education is a clear-eyed atflrmatlon of the 
ordinary, rinlte famtly in relatIOn to somethlng greater 
than t:he famjly. On~ deflnl't'.lOn of rCllglou8 educat:JoTi 
could ce: lt lS whatever afflrms tne famlly wnIle at 'tne 
same time renünding the famjly that lt. lS not trIP !lnal 
commun! ty . 

Be makes a similar pOlnt ln hiR commenT on JOO: 

f<eligious education ln 
relativisation of one's 
one 1 s worK or vocation 

a seconà rormulatlon .15 tne 
job or oràlnary TasKs towaras 

!<ellglous eaucat.10n 15 
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whatever affirms our Job while remindlng us tnat tnere 
15 something greater to be accomplished in our lives. 20 

His final emphasis as he talKS of religlous education in 

the school is to reiterate his des ire that it be se~n as a 

rlgorous and formaI academic dlscipline. His flnal comment 

on the fourth stage i8 to tie leisurE' in wjth wisdorn 

(reflectlon, meditation, prayer), an obvious and 

essentially religious goal. 

lJ~_'Y~l_Qp!!L~J'!!_ Moran expë-mds on his three stagf!S and six 

moments of religious education. They are: 

1. Slmply Religious ~ducaTion 

a. Pnysical 

b. Visjonal/Mythjcal 

2. Christian (Jewish, Mosleml Educatlon 

a. Narrative 

b. Systematlc 

~. Religiously Christian (Jewlsh, Moslem) 

a. Journeying/lnqulry 

b. l;entering 

Lpl: me once agaui try to provlde a orJ.ef encapsulat Ion of 

Moran's fInal writing on these stages. 

1. Simply Religious 

a. Physic~l: 'l'he ta5k here i5 to ensure that aIl the 

experlences of the infant are educational, designed to 

protect safety and encourage wholesome growth. ln this 

sense, aIl education is religious for 1t tosters 
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development. "'rhe rellgious prlneiple, once agalt1, 15 to 

destrov the destroyer" 21 i.e. protee!" the Chlld aqaJnst anv 

k~nd of narm. 

b. Visional/Mythic: 'J'his j,s the ~Tnge of storlf~8, ot 

imagination, of dream5. It 15 aiso one or InevItaole 

conflic't, as is the religJous expfH'ience :.tsclf, "::'om€' 

staries do attempt ready-made solutIons, while othe~ storles 

are profound enough to let 'the ehild bear WJ tl1 Jne\1J taole 

conf lict, the story having ma.de anxlety oearable. Il here, 

Moran affirms the valu€' of Bruno !:Set teJhelln' ~ W01"k 'l'ne t1S€'5 

2. Christian (Jewish, Moslem) Education 

a. Narrative: Now JS the time fo!' the ctl1ja to qrasp a 

sense of tne past, througn tne SCl:."lptures and the actJVltles 

of the practising communlty. 'l'he difflCUJtV for th!' teacht!r 

of a I:Hg-i{ rellgion J.S ta avold oeeomlng an aut:norl tdrlan 

indoctrinat'or or merely the arnmator of nf'utraJ (.'lJSCUSSlons. 

l fInd Moran's paragrapn on tnls strugg:"e to De 

exce?tlonally :tinE', so l quot!? Jt at lenqtn. 

tne attJ.tude of tne teacner snouLa be as rollows: 

land my people are not wronq. My way 16 nut a falsp 
way. r know it 15 true for me beeause 1 have 
experjenced it. l am gOlng "1.:0 show yon a \,lnrjd that 
does exis t . l want you to see tna t \'/or Id oecause l t 
10 worth seelng. l want tCl invl te you to J01n that 
way. You can help this oeople by d1seover1ng ways to 
resist the inevitable blas that 18 part of eVE'rv 
tradition. There 1S an adventure to J01n ln flnalng 
close approximations to the truth.~~ 
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b. Systematic: Here Moran makes a plea tor the rigtlt 

and proper place of theology, tne attempt to create tne 

grand scheme, using aIl the advantages of the breadth and 

depth and historic scope of the ~ntel1ectual tradition that 

theology encompasses. 

3. Religiously Christian (Jewish, Moslem) 

a. Journeying/lnquiry: 'fhis is the movement beyond one­

of-a-kind moments of adolescent converSlon towards the 

struggle against injustice and the search for love and 

peace. IIReliglous education Is a process of de­

absolutizing answers, even the best of reljglous answers 

that can be learned in schaal. 1I24 Questions of origin and 

destiny, of l..1.te and death, will oe at every turn of the 

journey. We w111 not have to look for religious ideas; they 

w~ll flnd us. 'l'his is a journey of compassion and 

tolerance, recognising and loving all the fellow pilgrims on 

tne face of the eartn. 

b. Centering: 'l'here i5 no substitute, says Moran, for 

age in acquiring the characteristlcs of this stage. Lite 

teaches much. The religlous journey is a centering, a 

rediscovery that education and religious education converge. 

'l'he final moment includes waiting for death, and helping 

those who wait. Moran's last sentencè is this one: 

"l<eligious education development i5 the inner/outer journey 

that leads to the center where peace and justice resicte." 2b 

- --~-~----------------------------~------------------------



"1 compare the development 01 religious eoucat.lon ta an 

indi vidual ' s learnlng a second language. /1 ~6 l HIt1~J page ~J} 

Second language acguisi t H1n 15 the 

runnlng metaphor of the book, which, al though eventually 

Il l imping /1 t Moran 1 s wo!'d - see h.i s page ~ ~ ), ['l'OVJ cier-: a 

sustained image for his ldeas. 

If we approach relig.lous educat"ion ln terms of langllagr' 

development, two benefits su!'face lmmedlately. l,j \Ce any 

second languagE' acquisJ.tion, rF~llgloUS educatJo!l fleIns us 

understand otners netter. !:iecondly, .lt nelps u.., under~tdno 

our own r~ljqjous self better. l<eliglous eoncat.lon 

thererore \:)ecomes a means towards narmony among all neoplcs. 

"Religious education can be seen as 1.11e att.empt to brHtq 

into one conversation many rel.igious languagp.s. ,,;u l t J S 

the language bridge between different falt"hs and cultures. 

'1'00 na:rrow a defln1t.10n of 'the meanlng ot rel1CJ10uS 

educa t i on, ail too f requen t pe r naos, falls to a 110W tne 

brjdge even to bE' built. ~o Moran arques aqa J ns t 

preliminaries that will try to deflne, nencp. llmlt, tne 

rel iglOUS language InvolvE'd. Il we necd to brf~ak CltH-'n 1 hp 

words, not define tnem."~B We need ta lIlCJudE' al j ClaShes, 

all races, bath genders, all ages ln the i~nguage ledrnlng; 

therefore we must use inclusIve language. we mUs1 maRe sure 

tnat no VO.lces are excluaed. 

E 



( 

b9 

~ontlnuing with the metaphor, Moran's final chapter ln 

R~).i.9J9l!~ __ ..E~u_~.§l_~ i ~m. __ ê!~. __ ~~~Qnd_ Languag!!. is aptl y called 

"'l'owards a Wider Conversation." He makes the pOlnt that in 

rea j conversa tians, people 1 isten to each other and make 

changes. Bu t those changes are rarely around glving up 

one's own convictl0ns; they are more oftpn about enricning 

tne convlctlons that we alreaay have. "ttellgious education 

has to do with the religious lite of the human race and with 

oringing people w.lthin the lnfluence of that life."2~ it 

has nothlng ta do wi th prosel ytism or inaoctr lna t lon i tney 

viola te the boundarles of conversation. 1 t has everythlng 

to do wlth consent. 

Adul t part ic ipan ts in the conversa t i on can chaose 

whetner or nat theV Join in; they can choase whetner or not 

they change. But what ai chi ldren'? And what of the family 

Influence upon children1 Uoes the famlly influence count as 

reJiglaus education, or i9 it almost by defJ.nition, 

lndoctrinat.lon'? Moran aCKnowledges this as an lIinsoluble 

probJp\n"..:IO He states thêtt the school's mandate ls much 

narrower than that of the family, but he hopes that even the 

most re]jgiously committed family might still nurture thplr 

ch lldren in freeaom, and in regular, neal "Cny, intellectual 

criticism of the.lr own traditions. 

~'I nall y, Moran l:It'oadens tne COnversa tlon around four 

categories, al1 beglnnlng wjth the prefix lIinter". 'l'he 

wlder conversation snoule f~rst of aIl be internatIonal, 
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teaching us that we are all remarkably slmilar and yet 

startlingly different. secondly, the conversation must be 

lnter-rellgious. ln a pluralistlc settIng, we neea 

increasjngly to understand our own religious pOf';l1 ion ln 

relation to other re11g10us posslbllltles. 'l'nl l'dl V, the 

conversatIon neec:ts 'ta be in"ter-genera"tional, brlnglnq 

together the voices of tne very young and the very ota, and 

ensur Ing that the age> dl fierencf>s betwpe!ï trw ex tremes no 

not drown out their voices. ~ourrhly, the conv~rsatlon mus~ 

be inter-instltutlonal, at tnp touchlllq pO.1nt 01 tamlJy, 

school, job and lelsure tretirement). 

Religiou5 education wl11 then b~ seen ta emergp at the 
cen t re 0 f ed uca t lon not a t the !;)er Ipnerv. l:{p.llçnOUR 
education 'IJould be a placE' (J! bo"th panslon and 
tolerance, a place ta stImulate tne deepest 
intellectual search and InviîE' a personaJ CnOJCH ta 
follow the best way one has discovered tnrougn 
conversations with OrlplS anc:estors, with the gE.>nerat1on5 
of human travellers, and wlth t.n(" nonhuman lIves that 
speak to us."::.11 

l:<.ellg1.0n 15 tne dIrect abject or tne verb "teacn"; 

this is the s'taiement Wl th wh) cn Moran keeps us COT1Sîant J y 

on track ln this dlScUS91on. ~ut rellglon app~ars ta be a 

concept that is ignored or even mjstrus1·ed bv p<1Ucar lonaJ 

and even rellglous instltutlons. Wny lS tnls~ 

keligion is often the word and the construct that: 

religiol.ls groups use when labelllng outSIders. ::'0 

Christians or Jews or SuddnlsiR or MoslE.>mn BPP tnemselves as 

the true people of God, tne unlquely faltnful recelvers ot 
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revelatlon, practitioners or the true raith, whlle those WhO 

are outside their 'tradition are 'the practitione:rs of 

re l ig ion; they are perceived as nefarious and SUSpiClOUS, 

the adheren'ts of ritual ana rite, of relat~vism and 

syncretlsm. Although the word religion cornes trom its Lat~n 

t'oot religio, referring primarily to "respec't for what js 

sacred" or, more generally, to "moral scrupulousness, 

consclentiousness", by our day and age i't has developea its 

modern, rather derogatory meaning.3~ 

'fhe problem then perÏ)a9s, as always lS tne 

relationshjp between religion and Religions. Moran 19 

wanting to teach tne former. How might that be aone? 

ln the fac~~ of a reality in whleh several religlous 

groups throughout the world claim to be the one and only, 

trup ana unique Way, Moran sees only two posslbilities. The 

tIrst one is honestly, courteously and resÇ>ectrully to 

recognise the dlfferEmces and similari ties, to study and 

understand tnem, and in a challenging wav to honour them. 

'l'he second lS 'to leave any khld of unioll to "scient lsts W~ th 

a rationalistic ~ent; when that does not work, the job wIll 

bf> 1eft to politicians and generaIs." l t is precisely 

through the teaching of religion that the second course can 

be avolded and 'the f irst course he mainta~ned. "Religion 

signIfies the willinghess to use the mlna to understand 

onels own rellgious tradition and that of other peoples.II~~ 
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Commltteâ, ot:>vlously, ta the flrst opt10n, Moran SPPS 

tne sehaal as precise.ly the placE' where re-l.Hjion belongs 1 

and where l t be longs as an academ ic sut:>Ject 1 a a~st lnct 

fie] cl of s tudy, a proper sc ~~~'t 1~ (cf. ~n.t:erp' 1 ay chapter 

tnree) . Il'here wi 11 be allowance for people ta lIve out 

thelr own faith -. to follot-l the words or cnri8t or trlt.' 

Buddha (for rel1gion per se 18 distinct tram wnat lS llVed); 

oUt the schooling will concentrate on the teacn.lng of 

religion. 

Maran now has an ajtprnatlve way or aSKJng hlS 

prevaillng question, "Wnat does 1t mean to teacn t'I?llglont" 

He r'f'-phrases hj s qupst ion in these terms: "WÎ1at 110P.S 1 t 

me an to show a person now ta use waras and concepts sa as ta 

understand a field calleà resllglOn?n::i4 

Moran has an acinl1rabjy slmple fH'st a.lffi } l') lE!i'I("tunq 

religlon. 1t must maKe the materlal lntel·llçll01e. 

Involves taking the sacred books of maJor rejlglous 

tl:'aditions and lnterpretlng tnem ta tne stude'mt5 Nltnollt 

b e i n 9 cau 9 h 1" U pin USE' l f" S S a r 9 ume n t s a tJO II t CI n J f:' (" t .1 V t' 

religion vs. subJective rellglon ana nnOF!lleVF!t' vs. 

bellever. 'l'he very tasK of teach~nq rell(Jl0n (,rlp.al(S ta 

object i v i ty; yet the understandlng of re llg 10n lS convevea 

through the subJective expf»1ienCeR of 1 ts adhprents. HOW 

then should the sacred books be vlewed~ 

'ltrhe appropr iate framework is to VJ ew a rol igi ons t pxt 

as a mediator between a community of the past and a 
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community of the present. 1I3b The chief cri teria of this 

multidisci.plined eKplora'tion are fullness and fau'ness. 

Moran seems to plead for a sui "table "entering in" to the 

"teKt as mediator, for one nas ta particioate in religious 

meaning somehow to begln ta understand it. 15 that possible 

for students in a classroom'? uan they really participate 

in the meaning at the same time as they are exploring 

rel~gion as an academic field'! Moran ofrers an answer cy 

describing the differing experiences of teaching and 

learning at a public school and a parochial school. 

'l'he parochial school offers a greater contextual 

meaning. 'l'he students are already aware of more symboJ.s; 

thev are already experienced in church worship; they 

oossibly have a home bacRground that reinforces the 

contextuality of their own schooling as one that is set Into 

a whole religlous tradition. ~he public school will at the 

same time be more diverse - a multitude of r~Jigious symools 

from a multitude of beliefs - and shallower, for the 

contextuaJ background of religion as a classroom subject 15 

sllmmer. Alt:hough there will always arise differing 

opportunit:ies for students ta share their own religious 

eKperiences, Moran insis~s that the t:eacher's main attention 

has to be symbols and text. 

'l'he homilist commen'ts on a New 'l'estament text: "'l'his 19 
what we bel.leve; let us put it into prac"tice. 1I À 

schoolteacher has a different set or assumptions, 
procedures, and expectatlons; certainly, the work is not 
to tell people what the truth is or 'tell them now to 
act. 'l'he school teacher 1 s modest task is to explore t'Ina'\: 
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a text means and to help students to artieulate 
own convlctions. 36 

He also takes to ~ask tho~e t:hristian educators who 

would like to see students learn nothing but ttle 1:3101e, 

making the point tha't erlucation in rel igion must prE'Ct-'CiP 

education .in Chr ist ian! ty; oook learnl ng must preceà.e 

J:sible learning. 

Finally, he square~"'; orf against ~nd(lctrJnat.i.on ana 

sentlmentality. 

oiten omm accused 
for teachlng and 
'l'€'ê\Ching rellg10n, 

ln the past, religlous bodies havE' 
of substituting indoctr1natlon 
sentimentality for scholarship. 
especlally in the context of tne 
av~id these deflciencies.~7 

publlC senaal, has to 

'1'0 evade those pi tfalls, we will nf'pd 'te«lcners 01 a 

particularly fine calibre and a particularly sensltlve 

spirlt. But that does not rnean thpy bave to be nentral, sa 

to speak, witnout convictions and beliefs of tuelr own.,Hi 

AlI they need is a weIl developed sense of respon'Slbility 

and the beginnings of an unde:rstarlcsing of re-·.liglon as an 

academic construct. 

Rowe~er, teaching can be vlewed as a negatlvP actlvltv, 

Moran quotes from Carl Rogers, f:JhilJ p Jackson and l.eonardo 

Boff as authors who imply that teaching lS one of th~ great 

oostacles ta learnlng. l:iut what tuese tnree quotatlons 

share is "an image of teachf'rs and teacIllng ln \llnlch one 

persan exercises powerfuJ. control over others. "J~ Marün 

says that this understandlng of teachlng slmply Wl:} D01 do. 

he brings us back ta baslcs. 
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Moran has a wonderfully àown to earth defini tion of 

teaehing. "'1'0 teaeh is ta show someone how to do somet:hing 

'l'he aet of teachirlg ls eaptured in that wonderfui 

Ame r l canism, 'know-how 1 l' • 40 A teach~r not only knows 

somethlng, she aiso Knows how ta 1mpart that knowleage to 

another, and possibly the stuétent will then far outdistance 

the teachp.r ln performance. Suen simplic1ty contrasts 

appealingly wjth other people's attempts to define 

sehooling ln compleK and eruâlte sentences that seek to 

capture every posslb.le nuance of every 1;>osslb1e clasHt'oom. 

(::;ee e.g. Moran's comments on cremin's def1nitlon of 

Acknowledging the insights of our own personal 

experience of gr ·«th plus the research of Piaget (see 

!t~~Lt9.iou§ ___ ~<d~~ '1t) .:m Develop~~rr_~ cnapter three), Maran 

recoqnises that developmental psychologV has aided sehaol 

administrators in developing curriculum. rie then àraws our 

attention to the hlstorv of teachlng, whjch has regarded 

early schooling as nurturing - hence the wor~ of women - and 

universIty teaching as lecturing - hence the work of men. 

'l'hough called a "masterpiece" by Maran, Horace Bushnell' s 

fp.minlsing the teaching of religion because .I:Hlsnnell 

presentf'd a fami ly-oriented nurturing model of religjous 

education, and his thesis, 50 pervasive in influence, 

dominatf'd American ~chools thereafter. At the un~versity, 
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the act:ual act of teachlng goes largely 19norect. t.;ontent 

and research dominate. !lin summary,lI Wl'ltE'S Moran, 

':t:eacning in tne scnocl settlng ot:.gnt not: ta torget HS 

roots outside the school. ~rimary and spconriary scnnals nave 

t 0 a v 0 i ct let tin g t e a c h l n 9 t> e a 0 sor 0 e ci t> Y n Il r t 11 r f.' , 

univers! ties have to accept 'teacflH1U as a ]'eF;?OmnO.1 llty 

distinct from scholarshlp ... 41 

Barly in !~~~~p~~y Moran has oeen anXlOUS ta dIsoel a 

c 0 mm 0 n ml sun Û ers tan cU n g, na m f.' J Y t ha t e ct n c a T l 0 n a Tl d 

sChooling are synonymous. H.e lnsists, qUlte rlgotly of 

course, tha t they are two di t ferent endE'avoul's. r.aUêllJy 

rigntly, he chastises educational autoors for cono:;tantly 

assuming that thev arE" tne same, and writlllq 01 s('lIoo11Tlq 

when they mean eClucatlon and educatIon when thev m(:;!an 

schooling. 42 

examines the differences t>etween Scooo11ng and edllcatlon 

more careful1v. SchooJlng plays a cr1t1ca1 raIe, ne nrqups, 

crittcal on two levels. A1though 1ts alms are narrower tnan 

those of educatJon Hl gpneral, (education J.S "the resnapHlq 

of 11fe l s forms witn end and wltnout end")4:l scnoollnq lB 

vitally important. Secondly, scnooling lS tne process tnat 

continually shines thE' light of crit1C.lSJ'll upon t:raclltJ.OTlH, 

t ruisrns 1 accepted 1;>!'ac t ~ ces and conven t: lonal be Ile ts. 44 

1t would seem that the oovious tnlng to do a1: tne 

beginning of an exploratlon of teacnj nÇJ rpllç,pon would be to 
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ey.amine tnose places wnere relIgion lS t>eing taugn..:. 'l'na 't 

19 not as easy as it seems, wr1tes Moran, for tnere are few 

Dlaces 1 n r':le UnI ted s ta tes where sut:h a t:nng ::"5 Op.Ing 

done' . ln tact, it lS precIsely one of hl.s maJor crlticlsms 

01 Amerj ean gehoollng t:Ï'lat rellgion lS not being tauÇJht. ~b 

'l'nat leads nlm ta can~lder tne questlon: Is l t: possiole t:o 

teach rellgl0n in the pU01lC school S'? t.;ould i 1'" bp t:hat t:':e 

deartn of places wnere religIon ~s oeing taugnt actually 

reflects the sheer impossHlÏlity of the task'! 

Moran dec lares tha t the Supreme Court of tne Unl ted 

~itates, drawJ.ng unhapPlly on the religious educatlon 

llterature af the 1'::140 's, nas answereCl. tne Inl'tlal questlon 

111 the negatlve. NO, pubhc sehoo le cannat teach re llglon i 

tney can onl y teach aoout rellg ~on. b'urther unnaptllness 

surround5 "the impl ici t assutn:9t: ions that the direçt t:eacning 

of rel1glon 15 <3omenow offenSl ve, unwarranted ana unwanted; 

and that it can, and should, be safely :ert ta othE'rs 

because the cnurches are dOlng it anyway. Hut accoralng ~o 

Maran, t"hey are not. Churches, susplcious 0: l~el.1CJ.lon RH a 

ca tegory, mere 1 y prac t ice ca techetics and aenomlna tlonal 

formation. "In summary, the idea oi teachJ ng rellgi on cioes 

l'lot flt smoathly wlthin eitner the pUblic schaal or the 

rel ig ious organization." 4b 
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A Crltlca::. rtesDonse 

ln the tlna.:ï. pat'"t of rr~.ls chapter, ..:. want tu d:;.ncu'-;s 

cr:. tic a .i. :i. Y :<J 0 !" an' s t: e a en.:. n. g 1 11 -..: net 0 u r are a '~ i'l.::' r e.'\ ct Y 

merrt l oned . 

~~scuinq rellgious educa"tlon a c:: ~, ':; t uay 

l apllreclate Moran 1 s plea for rellglous eaucat1011 ta oe 

regardl?d as a separat.l' fIeld 01 acaâeml(" StUC1y, cl", a 

"SC.lentla" lo, too, woald llke t() see rellg~cH1 ne a.~':; 

ac:cept<1111e an é.tCadel1\lC catr~uory ab SHl'.7S~c..f.,. nn t Cl' VP!\ t (Id t 

great: Int:ellectual swee:;> fram "tl1e ~.nllghteru\le'1t cm/rl."OS t''"Idt 

han divorced qUHstlons or tact f ('om opU\Jon c; nt Vi'lJld!, 

'l'he teach.lng or re.l-lglOllS eaucat:lon ln scnoo.lS OCCll:'11es 

deserv Ing of real et for 't al' f inanc Id l oacl{ l '1çj, '·'';WE> t t.o ne 

ugly sister Mathemaucs. 

Yet havJng df!c;la~ed my c10110T, am encou ra(wu by 1 he 

occaslonal artIcle or bOOK that re-argues tne llT!po!'tanc p o~'-

a clussical education, or a moral educaTlon. nt' é.t 

specifically religious educatIon. Increaslngly, l tnln~<':., 

the morajly critJcal VOlce iR belng ÇJJven a heannq; 

increasingly, educators and parent,=; are iamentlng tne 

iconoclasm of the sixtips; increasingly, pe::-naps, -.ltten11on 
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19 oelng drawn towards the splrltual nature of numan~lnd and 

tne pnysical fragillty of our environment. 

f\pproachlng f<ellgious __ E.duc_atlot:t __ Vl,a t~e __ M9~~_.1,. _of J.,lt;!y~lopm.ent 

L flnd Moran's model of develo?me~~ bo~h perAuaA:ve and 

freelng, persuasive, becall.se it flLs well with empn'lca.i 

ev l dence regarcllng human dpvelopment and our Q\-ln, Intui t i Vf?' 

sense of persona! growtn, and freelng because 1t removes tne 

straJtJacket of a riqid understanding Dt rpliqlon as a fJxpd 

oody of knawledge and benaviour demanding confarmlty. 

1t seems, 1:hen, that gtven the aCCe!llanCe or 

development as an aCCllrate model, wnat we need ln the 

schools ie cU!"!'lculum that IS bui.l t: aro\.i.nd thlS J11oclp]. 

~ollowing the expanded understandlng of Moran's mode:, 

senoal currlculum for religlous education should commencp ln 

tne earllest stages of prjmary education with material that 

i5 physlcal, moving on ta materla: that: 15 viSlona]/mythlC. 

As we move into tne second s'tage, the Ch!'~'Stlan 0:­

Moslem or Jewish or hlndu education, we need materi~ls that 

can help students ta sha.re eacn otnerls stot".les and 

e}{perlen~p.s. Such materials wl11 increase our understandjng 

of each other' s rel~glous history, sacred teKts, worsl1ip, 

rites and rltuals. 

'l'he third stage begins wlth the task of JOUl:'neylng and 

inquiry, Tnis is wnen curriculum mat:erlals wll1 encourage 

cr l t lcal inquiry and challenging questions. A var j et y ai 

resources wlll nelp students ta "de-absolutise answe:os". 'l'a 
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galn Moran 1 s f 1nal stage, we \.'11::'1 have prot:>ao ly ... e~t :"lP. 

'3C"~!Ou~ :ar beh lnd, at .i.eêJ~~ t :lI! terms of the aqps, commun l y 

conneeted to seconaary educa"\: 10ë1.. Mor.=tn calls ttus strtge 

" centel"lng", and :lt rea.l .... y rerers tu tNs onÇf(Julq ]'eIHpott~ 

eaueatlon t~a~ ta~es us to t~e pOlnt of our ewn aeatn. 

1 ... it most ne::'p:n ... ta conSlaer conversatlon as rt 

edue;::ttlon. ln tne conteKt of tne pHb~:C SCheOl, \.'1t:> tnU$t 

of tne 9artlsan. 

conver t. 

eonduet the classroom seSSlons. we ~"l.li alioVl al..:. SlC:r:~S ro 

speak: we W 111 hnsh the ones ~mo see <. "t (1 manorln j J ZP O!' !' non t 

the loudes't; we wll .... encourage tne ql~.:et anci S'1y tn 

verballse thelt' t:hou(lht s. r..aclJ Nl-Jl "::"If.> (pven equal rtDe! 

ample oppor'tunity to verDallse ~lS or ne!' o\.'tn re .. lçlOUS 

snen a rellglOllS edI.lC;~tlOl1 W.ll~ broaaen lnto tne Il 'IJ Hle!' 

conversation" of the pluraJl-stlc soclI-:ty SUl'l"OU!lrt:nq 1~\I:'" 

scncc: . 
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li rellg10n lS to be accepted as an academlc eonstruct, 

SU~ taole tor tne curr lculum of. tne pub: le scnool, t t W~::l 

nef!d to be s"'9arat~d from sorne of tne ?assion sU!'J"oundi!1g 

lt. ':'Cl.lS lS diffIcult, for adnerel'l1:s of il partlcu:ar 

rellglon are usually commltted to that re~lg:on wlrh ~ervnur 

anCl even aoanctonmen t . 'l'n lS lS oecause people :::ollo~llng il 

?ar~lcular rel:g~on c~alm thaT 1t 15 the t rue one, arlf) l '" 

on questIons of trutn that rellglous faC1:10nS .. . 4H COl.llae. 

What lS to oe done, tnen? l t l S ln tell e c tua II y 

alshoneRt tu dpny that relIgions make truth clalms. l t is 

Intellectually disnonest ta prt-Hend tnat al:;' tru'tt". clallns 

can be of equal value. 4':1 'l'he anl y way, 1 t seems ta me, to 

maIntaln nanesty and Keep religion as a vlat:>le academlc 

construct for the public sehoal classraom, lS ta aCknowledge 

the tact that truth clalms coillde with eacn otner, out 

state that they Wl.il be Sf't aside ln order in.!' thE" 

conversatIon ta contInue. we N~ll CC)ntInue tne 

"Hlrerpretlve turn" 01: modern rej.lg.lou~ studles. 5U '}.'here j~ 

.=t place for rellgio1.lS passIon, but if It cornes Into tne 

punllC senool classJ:,oom, it \'nl1 make the task af 'the 

rellglaus educator impossible. 
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~TANL~Y hAU~~WA~ UN CHAKAu~~K Ù~V~LU~M~N1' 
AND 'rHr. USE. L>~' NAX1<i\'1'1Vl~ 

- - - - -- - -------,-

we nave aCKnO\.'lledged already tnat .i·tl educéltors 

lnvolved ln rellgJOUS edncatjon Hl the pUOllC uctlOol!; o!. 

Üntarlo face a formIdable and dauntlng cnaüenge. 'l'ne y 

wres~le contlnually with their task. But lt :15 a tasK. of n(l 

small SlgnlrlcanCe, ror rellglous edUcatIon must lnevltribly 

b eGO n n E? c t El d \'J l t 11 i 1H' e duc a t ion 0 t the tl f:' r son, w l t n 

cnaracter education, wItn tne growtn or t;>eop.J.e as morai 

agen1.S. John ::iliber, thE> î:'resic1ent of Hoston Unlvers1ty, 

catches the pOInt ln an InterVIew OUb~lsnea by tne New YOrK 

Times. Explalning h~s personal convlctlons about educatJon, 

he saYA, "To know \'mat was reqUl1'eC1 to oe a good person or a 

just person seemed 1:0 me the fundamen1a.l quest~nn tnal a 

persan ought to aSi<;" and tram tnat stance hE' â.~'?clat'es tt1~r 

rel i g i 0 \1 S .1 i ter a Cyl S bas Jet 0 h J 5 U n cl ers tan cL Tl q (1 r 

education. For niro, educatIon lS rellglous before l t 15 

secular. 1 

Hb 
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As ::;ocrates comments, about moral philosophy, "We are 

discusslng no small matter, but how we ought to live.,,2 Even 

l! tney ever arrIve at a clear anà conClse aeflnitlon of 

theI!' télsk - the religious education of the young, the 

teachlng of how one ougnt to live those involvea ln 

religiClus education rarely arrive at an equally clear and 

conc ise def ini tion of their methodology. In the face a! a 

generally accepted and publicly acknowledged Jack of 

success, religious educators have sometimes appeared ta be 

scrambling frantical1y for a better technique, a more 

effectIve way of performing their task. 

'l'his chapter discus~es the work of ~tanley Hauerwas t 

wnose use of narrative theology to teacn character formatIon 

js, l believe, a most valuable addltion to the field of 

rellgious education, and a pertinent attempt ta teach tne 

::iocratic "how we ought ta live". hauerwas wjll take us 

considerably furtner tnan an instant solution for the 

problem ot the moment. 11is understanding of thfJ USf~ of 

story t and his understanding of the development of human 

character will equip religious educators, and aIl those 

It1volved in moral education, wItn a purpose and a 

methodology to do their work con~istently weIl. 

A. Th~ debt ta Aristotle. 

{ Hauerwas acknowledges that he finds the roots of his 

understanding and use ot the term character in the work oi 
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Arlstot:le, and tnat his task is partly, therefore, to fl.L 

out, Wl.th a contemporary unders'tancHng of 'theology, etiucs 

and psychology, what 1$ glven t() us J.nC.lplently Dy 

Aristotle. 'l'hus Hauerwas wri tes, \1 J have employect the 

concept of character to develop the rull OlmenSlon of a 

classical i\ristotelian conception of etlucs. II~ 

That classical Aristotelian conceptl.on, as hauerwas 

records and def ines l t, ie much more concerned Wl th tru? 

moral agent than with the moral act. " r .. thlCS for Aristotlc 

(and Aquinas) 1S net concerned primari Iy wl tn l'law the 

ooserver determlnes wnetner specifIc actIons are gooa or Dact 

bu t ra ther how thp agent oecornes gooa or bad th:rouqn hl S 

activity."4 1!1 a phrase often ouot ed, 'thE' ln tere51 nere l f~ 

.ln the accpllsl tion, 1;)ossession and expressIon 0 = the "oag of 

vlrtues.1/ Hew doe~ a man bpcome vlrtuous'! 

becorne a good man? 

hauerwas points out tna~ a vlrtue becomes ful:y ours 

when 1t 15 the result of aellcerate actlvlty ~nd approcrlate 

manner; \1 'the just man must do the Just act in thp. way tna t 

jttst men do them. lib In Aristotle's ethlcS, lt i8 rlf'VE'l' 

sufficient merely to do tne rlght act, for a man mlgnt do 

the right act unconsclously, WJthout knovlJ.nq, or 

malic1ously, with an evil motlvatlon. So tne man of true 

virtuous character mU5~ be complete; he must do rlgnr (I.P. 

actlon) for the right reasons (J.e. motJve). 



There ls obviously a dimension of choice ta the 

acquiring of v1rtues and the bUildlng of charactel', 

Hauel:'was l:'eminds his l:'eadel:'s how impol:'tant the ldea of 

1'he good man 

choosing the good act for a good reason ls an example of 

what Aristotle called "practlcal wisdom", Yet tha t 

pl:'al-:tical wlsdom is not solely the product of an eC1ucated, 

infc,rmed and d1scipluled reason; "for Aristotle, a manls 

chal:'actel:' is as much the result of nis passions and uAsirps 

as of his reason. lib t;hoice, t:Ï1en, i6 a blendecl rhlnq, an 

admixture of l:'atlonality and ~assion, a blena cf reason nnd 

desire r Il in'701ving not on1v our intellectual df-~ci!->lons but 

aiso our selfls commltment to act in terms of lts aeslre,"'/ 

'l'hel:'efore, in educating charactel:', both reason and deSlre 

must be rormed and moulded by the teaching, 'rne bag 01 

i 
virtues must be hung al:'ound the necks of bath intellect and 

,; 

passion, for both are employed in the formation of character 

and character ls crucial to the creation r~ tne goorl. "J!'or 

an act to be good, 1t must be the result of OUl:' character, 

for our character is the locus of the beliefs and 

descriptions through which l perc:eive my obligation, 110 

From Aristotle, then, we mlght say that Hauerwas nas 

taken the following ideas regarding the concept or 

chal:'acter: the importance of tne agent; who acqu~res v1rtue 

by determining his actions; whose actions involve reason and 
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des i re; WhlCh, to be trul y good, must involve right 

motivation. 

B, 'l'he CJebt te Aquinas. 

Hauerwas turns to Aquinas to emphasise the free sel f-

agency of man, Quot ing from the Summa ....'.the0l.Q.!ll.ca, second 

part", o~ening sentenc:e, Hauerwas records these words: "Man 

15 sald to be made in God' s image insorar as the image 

lmpl ies an intelligent being endowed wi th iree choice and 

self-movement,,,g Man is a self-agent, frep, to ehoose, and 

consequently bearing the moral responsibilities of his free 

choies. 

Aecording to Aquinas, man enooses by an exercise of his 

will, a will that possesses an inclination ta be moved or 

not moved. For Aquinas also, the will is a blend of reason 

and pass ion, "h'or Aquinas, this means that choiee i9 the 

reeult of man's intention, for in"tention (in-tention) is "the 

inelinLtg of the will towards its object. 1I10 

Aquinas, like Aristotle, empha9ises the idea that man 

must aet if he ls ta be a moral being. Man must cnoose if 

he is to 'oe a man of moral eharacter, Aquinas wrltes, 

"Human \7irtue cannot belong to the body, but belongs only ta 

tha t which is proper to the soul. Therefore human virtue 

does not imply reference to being, but to aet. 

uonsequently, it ls essentlal to human virtue to be an 

operative act."ll 
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Equally important to Aqulnas is tne argument tnat man 

must: be able to give reasons for hlS moral cÏ101ces and that 

those reasons in and of tnemselves must b(~ morally gooa.. 

'l'his is essentially the same argument afff~red by Arlst'ot: le 

when he wrote of motivation. A virtuous act must be 

accompanied by virtuous motivation, and that motlvatlon must 

be self-conscious within the agent. llli'or Arlsto't le anci 

Aguj nas , the ethics 0 f charae ter .1 s bonnd ul? w j th the 

ability of men to give reasons for tneir actions. ~or tn~m, 

the reasons given for an ae'tion cannat be InCIdenta} to the 

action. ,,12 

From Aquinas, then, we might say that: HauerwBs l'las 

taken the following ideas regard,lng the concept of 

character: the free self-aqency of man; who chooseB by an 

exercise of his will; who knows the necessIty to act; and JS 

able to give reasons for hlS actions. 

g_!'J t l ca l ~~s 1;,!.9J).§l __ ~~ _.~!' .. ~ ê.t9.t! ':2 _ aDÇl,_~9:.-q!l n.a~ 

'rhe tiret' problem encountered lS thai or cH'cniarj ry. 

~or it appears that the good man 16 the one who a.oes gaod 

ac'ts for the right. reasons. lie does thjs, a~}?arl"ntJv, 

because he is a man nf good character. tlut now nas ne 

become a man of good character? By doing good acts tor ~hp 

l"ight reasons. Hauel"was nimsel f aCl<:nowleage"l tnls 

circular i ty when he wrj tes l "'l'hus the man ot v J :rtue lS 

formed from repeated aets of deliberate decislon and, wnen 

formed, issues forth in deliberative decisIon. 1I1 ;! 'l'he 
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circularity of the argument seems lnescapable, and. 

conspquently less t:han totally helpful as a phi loso?hy of 

moral or religlous formation, Where does the teacner break 

into the circle'l Presumably the teacher breaks in either by 

educating the prior moral stance or moral Judgmen~ or the 

lndividual, or by affecting the actions of the individual, 

'l'his highl ights the importance of cr i ticaJ. tninldng 1 of 

teachlng content and process, and of being involved wjth the 

learner in praxis, ln the performance of the ethical aet. 

The second problem i9 that of determining how exactly 

the choiee is made (Aristotle) or the will is moved 

(Aquinasi given that bath are the result:s of that blendeâ 

admlKture of reason and desire. ls there a sort or 

mathematical formula in any given situation (say 4U% 

passion, 60% reason) 't ln any single aet of cholce, aoes one 

or the other dominate? How do reason and passion interact1 

How are both educated, formed, trained, disclplined1 Lt Is 

aIl very weIl to laud the free self-agency of men and women, 

bu tour human exper iencR te Ils us that any actual moral 

choice ls far from being a simple, neat, coordlnated 

combination of body and mind, Often, in fact, we are 

surprised at our cholr;es, seeing them al ternately as over 

emotional and irrational, 01" r::vel" intellectual and coldly 

calculated. We ref lect upon them in phrases like: III don' 1: 

know what came over me", Again, as with our firs1: 

objectlon, the moral and religious educator can be left 
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hanging in mid air as sne pond,ers jus'\: how ta begln tne 

whole educational process - Nl th the nllnd, 01' "11 th the body l' 

'l'he third problem , vitiated by chanue"3 .ln the l!.ngllst1 

language, concerns thE' use of the terms virtue and habit. 

The moral man, according ta bath Aristotle and Aquinas, lS 

the one who has acquired cer'tBln vir'tues, and thes~ vjrtups 

are often referred ta as hablts. So 'the man of cnarac'ter 18 

the man of good habits. But thE' ward habit, though posslbly 

more contemporaneous than tne NOt'd virtue, .lS qUl'te 

misleading. For it summons to our minds qualltles tnat are 

piCKed up in an offhand manner, Cfuall ties 'tha"t are seen ae.; 

automatic res)?onses to varlOUS stimull, qua':'ltles tnat can 

be ei ther good or bad. l tlunk 1 t lS .1lIlOortal1t to quore 

Hauerwas at length nere, as he nelpe 'to clear up most of tne 

misunderstandings and confusion: 

Aristotle and Aquinas wet'e uSlng tne ward habit ln aUlte 
a different way than current usage QJctates. E'or 
Aristot le, a habi t is a charac'teristic: (G:rE!~!{ hexl.G) 

possessed inwardly by Inan, derlned as "tne condItIon 
t:ither good or bad, in which we are, ln r.elatlO!'I t.o our 
emotions. 1I These characteristics wnlch form tne vlrtues 
are disposi tions ta act in particular ways. '!'hf~y are 
not ta be thought of, thererore, as passlve or merely 
poten'tiaj forms; rather they are a "sort ai actuality of 
that which has and that which 19 had, as If 1t were an 
action of a sort, or a motion. These habl ts are thf!fl a 
kind of "readiness for action ll

, but a "readlness for" 
that is not momentary but lasting. Far better ~han our 
modern te1:'m habit 15 another term ability wflJC"h comp!'; 
from Aristotle himself by way of scholastlclsm and lS 

on1V another form of the same word. 14 
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Leaving Arlstotle and Aquinas behind now, having 

ac knowledged Hauerwas 1 i ndebtedness to t:hem, we move 

forward to summarise the essential aspects of his 

understanding of character and the ways in whicn ne uses 

and develops that understanding in hIS writings. 

r n ~h~r as. t e_L._!!.!:L~ _the _t: \:l..!'_i~t i é!.~. __ h!..f.~_:" __ ~ __ ~ tuà_Y-.J:.n 

jl:h~Q::to.92~"?L.J~thics, Hauerwas otfers the reader a defjn~tllm 

of hlS meaning of character. "Hy tne J.dea of character, l 

mean the qualifIcation of manls self-agency Through hIS 

beliets, intentions, and actions, by wnich man acqtllres a 

moral history befitting his nature as a self-cietermirdng 

belng. 1I15 Immediately, we can see the importance that 

Hauerwas himsel f applies ta sel f-agency. t.:naracter, tnen, 

must be self-chosen, self-made, self-created, self-rormeci. 

Gran ted the obvious re la t ionship be tween a man and nis 

world, the formation of that manls character is the result 

of active, intentional and purposive behaviour. Al t:hougn 

Hauerwas admi ts the necessary experiences of suffering and 

dest: Iny16, he argues agajnst any idea of man as being 

passIve and merely responding to things around him, as being 

one on whom character ls lmprinted as by a marker on a piece 

of plasticine. 17 

It i5 probably in chapter three of ~_nar..é!Çt:er~l}g __ !h~ 

ul:!rJ: .. ~.t.ia..!L....h.tfe that we find the clearest: exposition ot 

Hau':!rwas 1 idea of character. 'l'his chapter is cal] ed !l'l'he 

• 
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Idea of Character': A COllstr'llctive pru!-'osal" and ayc:dtl, lli<:.e 

a dominanl theme in a sylClphllllY, HdUt:!l'Wa~ rt-!lll.t'll~ Lu the 

ruots of self-agency: 

ThE:: idea of agt:!l1l:y l'efer~ lu ally lltilly Lhd t lidb l hl:! yuwer 
or lJL'oduciny dn effect. '1'0 dtt:riiJule ayency lI) a yeL'l::IU!\ 
i~ to assume that hl:! il:! capabJt-! of thdllg.llly the 
circulnstances arounù him. lë 

And again, in the saille chap ter 011 page 8~: 

Men are bf:-'iugs who, bec;aube they call el1Vibétye. LiI:!~L..l' lbt-" 

and il1tend theiI.' action, ilu tia te chdllge in lhelll::;e iVe:'::> 
and the wOl'ld éu'ounr.1 lhem in such a way thdl lht:!y l,;dll 

claim to be the cause of the change. 

The question ùegying tu ue allbWl:!l'l:!Li dt lhis t-lldUe .ll::l Lhe 

connect ion be tweell sel f -agellcy awl Chal'd.L. tel' fUt'lndL.lUll. 

l:'eceptol:'s, are they titen really abl!::! to crea te th!::!l:t' UWll 

chal'actel's'f t.:an w!::! IlIclkc OUl'SI::'lVf!S" 

The question as posed i5 too simple, allll Haue.t'Wdl::l .I.b 

c;al'eî'uJ tu gual'ci étga.il1st OVt:!l' tiim!-'llLicalioll. tlul 111 

essew:.e, the ê:tl1swel:' he yive::; to that questiol1 Ü. Veb. lu 

his wu;r'ds, "OUl:' chaL'octe,t' le d l111ét1ificéttiua of ou!' dyeuLy, 

Hot lSimply the pa::3S1Ve acceptallce of a l:Jecu1J.dl:' c:.olnolhallult 

of s(J(;:ietéll 'roJel::l'".19 HaLle.t'Wctti éll,hlb :::.uLtlet it::!s 1 u t hl:! 

anl::lwel:' as he cons iùerlS l.he unr.1et's tatLtl.lny tita t cl!dt'aC tel' i::3 

a t the same time the ùeterminat iU11 uf our t.rtOll.:e étnù .i. t:::. 

result, t.;haracter is a dynamic 1..0tlCepL, l::IyrnL.ioL.1c:.ally 

sl:J0ltboriIlg our r.1eci&iolllS alld ueil1g mouhled l.Jy them. 

Whel:'e, theh, do es the idea of S tabi 1.1 ty come Hl':' f'ut' 

surely it is ba::3ic ta a ffiétn of Lhal'étcter that he Liibpl~y d 
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ce r ta '- n s tead i ness, con t i nUl ty, even pred~ctabll1 ty Wl th 

respect to hlS actions. Indeed, if he were ta aet in an 

ext~aordinarv, unpredlctable or unstaole manner our comment 

\.'1ould hc t"hat he was aet" ing Itout of character." 

Hauerwas aadresses thlS problem on page 11~ of tne same 

bOOK, and sees the answer in terms of direction and 

cons is tency. While a few men might ne incredlb.!y single 

rninded, of a slngle purpose in life, aIl stable men disDlay 

a "consistent set of ~ntentions and descriptlons varlously 

lnterrelated in sorne hierarchy of prlority in a way tha"t 

orientatlon.,,20 Character is therefort" produces a general 

bes t understood as a dil:'ectlon. a set of the sails sa to 

speak, that provides overall conslstency to moral purpose 

and ethical intent. 

'l'hus character 1s the de>termulÎng factor of our lives. 

expressing Itself in the concrete declslons or dally 

eXlstence. 't'et i t 15 not tc) be construed as something \'Je 

"have" but as something we "are". Granted tnat cnal:'acte~ is 

something Wp acquire; granted, too, that ln comman parlance 

we often talk of Il naving charactel:'": nonetheless, hauel:'was 

is keen ta emphasise that eharacter cannat be a sta'tic 

possession, sometning that we pick up and put on like a suit 

of clothes. (Note how this connects wlth Moran's 

deve lopmeu tal mode l ) . It is fundamental te OUl:' living 

identity, IIthe very reality of who we are as self­

determlning agents. 1121 In this sent=le, our character alNays 
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nas a pUOllC and a prlvate aspect to It. 1. nasmucn as a L.l 

behaVlour js empi 't'ical, character is publü'. InaSlllucn as 

motivatlon and lntent, tne 1nner Psychologlcal and rellgtOUS 

reasons why, are hidden, r.haracter 15 prlvate. 

Y_J;:.!...0c_~~ __ y~~!?tJ.9.l}:? __ qn_~~~_~_r_\~~~ 1 _~I.s_e oJ _~t:t_ax.actet' 

'l'he ward "character" lS common cOlnaqe ln OUT' 

vocaoulary and tnat ralses sorne problems fot' tne reader t'li 

Hauerwas, who 15 USJnq "character" Hl a rarhe!" sppcla11GE"'d 

sense. 

First:ly, there is 'the cnnfus.lon betNeen "charar.ter" and 

Ittemperament" . We have very llttle control over our 

temperament: whether ~/~' arE> nervous or ari 15t 1 c, sangUJ ne or 

cnoler1c, i8 more likely tne sum total of genes and 

upbringing Than anythj 11g elsE'. But hOVl àoes our tE'mOf~:ramfmt 

affect our cnaracter to't'mation1 Uoes the man wno 18 nappy 

by temperament reaJ.i y make free choicf'S J n trie SëlflW :nunner 

as tne man who 1s surly 'oy temperament'? l:Jresumably tnt.~re 1S 

a dvnamic tE"nsion bet\'leen temperanlf'nt and cn01CC>, but how 

exactly do the ~wo interface'? 

Secondly, there is the l;)roblem ot fJawea eharaG-rf~!'. 

Sorne are unable to make tne right cno ices oy reason ot 

weakness of resolve; o't'hers apparE'nt.ly l"l'f'ely enOORe na:' 

bad, Wna t kind of educatlon or tralning 15 necessarv to 

promote al1 the good tendencies with1n a person and lnhJblt 

aIl the bad ones'l 

wickedness'? 

l'law can ch~racter t ral. ni ng overcome 
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Hauet'was calls character "morally significant because, 

if rightly formetl, it. provid~s a prapel' transition tl'om our 

pa~t to OU1' future."22 Bul what doers "l'ightly" meah'( lie 

con tihues to argue tha t charac teJ:' leads us in co making gootl 

and propel' decisions about thtô- future l'ather t.heln 

uncondltionally accepting anything that comes, If character 

ifS ta do titis, and ta lIe morêll1y significant, then it JOust 

l'aise the compleK question of what ls a good chaJ:'actel:', 

Vila) ~ducali()llell ramificatiolls are hêlnging on the 

pl'etle tl:!rmined answel:'S to tha t ques t ion 1 made especially 

l1i f fieu] l by the l'elati vistie pl u:ral ism of our OWll cul tUJ:'e. 

Hauel'was pleads that we ask and answeJ:' these 

[oullliatiollal l.:1uestions about goodl1ess 811d ca~ls the reader 

to lhe untlerlying theme of aIl moral philosophy - tl~t the 

ullexamil1ed life is not worth living. Therefore, he &ay&, 

we must apply oUl'selves to choosing one set of belleis, 

actions, or values as preferable ta auather. "Tht! ides that 

the moral life is the eKamined life is but a way af saying 

t11a l we can choose to determine aursûl vas in t.erms of 

c~rtain kinds of descriptions rather than others, "23 

A startlng point for understanding Hauerwa~' use of the 

concept of narrative might be the popular metaphor that for 

all 01 us our lite is 8 story; vat nol just a story, but 

our stOl'y, or even mOl'e ta the point 1 my story. Hduerwas 

wclnts us ta see ourselves as the ceno'al cha.ractel:' (lu the 

L_ .. __ ,.-, 'W.*'_~M·= _____________ _ 



literary sense - 'tne protagonl.s't, the h~t'O) It'l tne story ot 

our own lives. LooKlng at our lives .in t11i5 11tp.rary 

f a s h l 0 n h e 1 !J sus t 0 U n r a v e t t n e na rra t l ve 0 fou ~. 

e}~perH:~nces r ta compretlpnd the symoole and phenomena of our 

religious lives, and eventually to act more effect~vely as 

the agen1: of the maicllC} of our own cnaract Pl' (usf-'d ;n j ts 

technical sense above). 

'l'he loea of uSlng story 101' rellCJlO\lS edncatJon hafl 

been pooular for sorne tlme now, Dut ~auerwas lS ~nXIOUS to 

deny that hr lB attamptlnq merely a tnrnJoqy O~ storv or a 

story tneology. he is u~lng storv to forward nlS call1ng as 

a moral eoucator and E't1'nr.l'3T; he wants a iotaj:;ty of 

meanl.ng to the concept or narratlve, i'l weJ. ... rounC1en, tull 

bodJed getting ta grips wItb story so tl'lat ethJcal 

understanding and ethlcal cnaracter ~1l1'l be snaped ana 

formed. 

l have fonnd the concept of "story", or pernaps ()Pt l(-!!' 

"narratlve", to bP a suggestIve Virly 'ta soell out tne 
substantive content of character. J:)U t l am a 1 50 t ry .lnq 
ta use the language or "s t ory " ln a carefully controUed 
sense. l <1m nat. trying ta do " s tory tneoloqv" or 
Il tneo 1 ogy 0 f s tory", as l f tnlS represen teâ sorne new 
theological poslt:;.on. f<ather 1 am c:nnVlnced that 
narrative is a perennlal category for unders'tancllng 
better how the grammar of rej 19lous conV1C;t" i(H1S ;s 

displayed and now tne selt lS formed." L4 (Note hOVl trlls 
idea connects with Moranls second ~anguage metapnorl 

Bauerwas accus~s eThl.Clsts of lqnorinq the power and 

presence of narra1:~ ve oecause tney nave neen over ly tinY-lOllS 

t 0 s e e kat h oro u 9 h l Y !' a t 1 0 n a j bas 1 <:~ t CI r m 0 r a 1 .i t Y . 

Similarly, he accuses ~nristlan moralists of tnp. same error. 
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t:ontemporary ethlcs has paid little attentlon to 
character, ViRion, Rtories, and me~aphors as part of our 
moral exper ience. 'tet these aspects of our moral 11 fe 
provide the basis for our c~~im about thp particularity 
of the Christian moral life. 25 

He, on the contrary, wisnes to restore the place of 

narrative and establlsh ;.'cs significance as a means for 

effectlve etniCB..t reflection; indeed, ne se"'!s us as belng 

tormf!d by the staries and metaprlOr!"> Dy wnich we jearn 1:0 

lnterpret eK~erlence. 

By the phrase "the slgnlllcance of narra1:jve ll
, we mean to 

call sttention to two pointB: al that character ana mara~ 
notions only take on meaning in a narra'tive; b) t.nat 
narratlve and explanatlon stand in an lntlmate 
relationshio, and therefore moral disagrep.mento involve 
rIval hlstor'ies of eKplanationll.~b 

[n a sense, then, Hauerwas nas made the idea of n~rrat;ve 

into an eplstrmology; he insists that narrative teaches us 

now to know. '2.7 But, in the same essay, he g099 further' and 

argues that the knowlectge obtained tnrough understanding story 

actually he.ps us to act right. ~ot only does narrative reveal 

tO us wnat 1S moral, J. t also provides us a certain power or 

mo~ivatlon to perform the moral deed. 

'l'nere lS though 1 as l read hauerwas, a middle stage 

between th~ knowledge that cornes through narrativp and the 

power ta act rlgntly and justly. It ~s the formation of right 

and Just character. "uur character is 'the resu.1 t of OUl:' 

sustained attpntion to the world tnat gives a conerence to our 

intentionaljty. such attention 15 formed and qlven content bV 

the stories througn whicn we have learned to form tne story of 
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our llves.,,2l:3 Hauerwas is crlt.:ical of what he call~ tht~ 

"standard account" or ethlcs, because it falled 

ta dea.l adequat"elv \'1ith 1:he formation or a. moral self l.€'. 
the virtues and cnaracter "le thlnK i t Important for mora t 

agents te acquire. But th~ kind of deClSlons wp contrent, 
indeed tne very way ln wnicn we Qescrlbe 3 sltuatl0n, lS A 

functiOll of the kind of charac:ter we have. And ctlaractpr 
is not acquired solely througn aeCIS10ns, tnougn lt may De 
confirmp.d and qualified 1"her"-"!; rather J1" lS aCmLi.re<Î 
through the Dellers and dlSposltlons we nave come te 
90ssess.<:!!:l 

If narrativf' car: lu"lp us qrow ln our lulClerS1"dnnH1Cj nt' 

ourselves, it is important to Hauerwas tnat lt not oe qeen as 

a passive actlvity, as an actlvltv ot purf' splf-rplJf'cr::OTl allCl 

nothlng more. l t must oe story ln tne sen.se trti'l. t sornetn lllg 

hap'Ç>ens; jt must move us to a po~nt uf act..l(J!I. dLt:-~t r'arr~ll1vp 

be tne connected descrlption of action and of sufrerlng wnlcn 

moves to a pOIn-r. 11:30 he underscores hi s p.rnJ;.>nas i s by re ter?' HU.] 

to our 'typical response 'ta e.xc~tlng susoensefui .1.1tct'dture: 

"What happens next'?" is our dpmancl. Tha1 15 tnc exclted query 

about action, about narrat1ve as tne unfoldlng or a plot. 

As we see the faSClnating Nay in wnlch narratlvP ora"/8 us 

in, 50 it becomes possiole ta understand hauerwas as ne CLalms 

that staries can aSS1S~ us in becomlng. 

It is less a matter of welghing argwnents (aaout wnlcn 
staries are best - l.e. sUSpE'ndlng truth clalms! ttlan or 
di.splaYlng how adop'ting different stortes ~n 11 lead us 
to become different sorts of persans. ~hp Test ot Rach 
story is the sort of persan it shapes. Any story wnlcn 
we adopt, or allow ta adopt us, WIll have to d~~play: 

1. power to release us from destructlve alternatIves 
2. ways of seeing r.hrougn currpnt d:; 5\:01"'1-1 ons 
~. room ta ~eep us from navlng to resort to vIolence 
4. a sense for the traglc: hO"1 mean lTlC] iranscenas 

power. 
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'1'0 lIve morally, in other words, we need a substantive 
story that will sustain moral activity in a !~nite and 
limited world, Classically, the name we give such 
stories is tragedy.31 

Any philosophical analysis that seeks to reinforce the 

essential majesty of the Il Til ... - the ego - tends 'to lay 

itself 0gen to temptations to arrogant solipsism or 

narc~ssistic self-indulgence. ln seeking to reinforce the 

Ill" as tne centre of 1.lre's narrative, as hero and chief 

story teller, how does hauerwas avoid the t~mptations just 

mentioned? 

He i s c erta inl y anxi ous to. 

1J:'Medy, he argues cogently for the way in which his idea or 

narrative reinforces the self, but he hopes to do this 

without allowing the self to bow before the universal 

stance of complete subjectivism. He j s opposed to the 

self-centred choices of the "because l want to ll ethics. 32 Re 

guards the self against a sort of abstractIon into 

relativity by constantly reinforcing the ways in wh~ch self 

connects with its own and with others' histories, witn the 

classjcal virtues, with traditjonal ways of intending and 

behaving, such as Christianity. 

l fi nd i t personall y refreshing in Hauerwas to move 

away from quandary ethics with its stultifying and 

inconsequential scenarios of ethical dilemmas, where moral 
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education seems ta be notning other than endless and futile 

discussions about irrelevant prohlems within the pages of 

the teKt booK.. l note tnis recent comment on hauerwas ln a 

Since the ~nlightenment, popular cnrlstian ethlcs nas 
focused on resolving moral quandaries such as It/hether 
capital punishment, or abortlon, or lyl.ng are ev .. :!t' 
justifiable. But HaUer'ilaS points out tll.at It is 
persons, persans with certain character traits, wno 
decide about such matters. That io why the being ot the 
moral self is prior to the doing. And that le why, 
without denying that tne quandaries must be attended ta, 
we shoula consider 'the develooment of character ta be 
basic.3~ • 

At the same time, though, l would not want ta makc 'too 

grand a claim for the usefulness of rtauerwas, as lf nls 

notions of character and narrative were ta be regarded as a 

universal panacea for a11 problems or moral eC1ucatlan.~4 

~ut r do believe he ls a good way out of the cul-de-sac or 

Kohlbergian stagist categories set ta ~U(J ward dramat.1c 

scenarios. 

1 also apprecia1.e my attention beinq retnrned ta t-hE' 

consideration of men and women as acquirers and bAarers ot 

moral character. Sometimes the emphasjs upon peop',e as 

declsion makers seems ta regard 'Chem as dlsembodled ~1l11'S, 

forcjng meaning and shape anto the wurld around them ln a 

pos t enl ightenment, Kantian or N letzschean manner: man as 

super will, in charge, dominR'tinq and imposlng. Moraj 

education is much more concerned with moulding men and women 

as they are and as they are to be - acquirers of virtue, of 

, 
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beliefs, lnter-relating witn one anotner and with themselves 

in a dynamic symbiosis of charact~r and action. 

l want to begin the final section of thlS cnapter. by 

referring ~o a crucial distinction mentioned by Moran in his 

poin~ that education and school are not synonymous (see his 

page 13). However, many educational writers fail to ma~e or 

main1"ain consis'tently 'that distinction. Lest: l tall in'to 

that trap, let me state that l will first address 

educatlonal implications for the sehool, and secondly 

address educat:ional implications for educatlon. 

A t the beginning of this chaptel', l quoted ~ocrates 1 

comment on moral philosophy: "we are discusslng no smail 

matter, but how we ought to live. Il That sentence has 

enormous educational implications. 1t reminds us that the 

task of the school i5 still connected with teachlng children 

how to l.ive. So, too, religious education, whatever it may 

be conceived to be, ls absolutely connected wi th teaching 

children how to live. l believe that Hauerwas has given us 

two useful to01s for moral and/or rellgious education in his 

ideas of character and narrative. 

'l'he essential offering that Hauerwas makes to the 

schooling endeavour lies in the use of narrative to produce 

and âevelop gooa character in children. Stories become 

plausible and powerful as their plots - thelr series of 

actions - unfold in such a way that the character of the 
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people in the staries lS formed and unfolded. 

thE"mse l ves a ttempt ta probe (Gharacter) and dlscove-r l te 

inner structure bV tt'ylng te display now human actlons and 

passions connect wi th one another to develo!;) a chal'act"e:r. Il ~b 

ln other words, as the plot unfolas, 50 does the character 

of the people in the story. nIt is t'pat Orderl!19, that 

capaci ty to unfold or develop cnaracter, and thus orret' 

insight: Ül'tO the human ccmditlOTl, whieh recommends narréltJVf~ 

as a form a rationality espec~ally aopropriate ta etlllcs." 0b 

$0 how can we get staries onto the curriculum and into 

the lives of children in schools1 Well, they arf~, ot' 

course, already there, in rive helprul ways: 

1 • Every curr ieuj um has a j anguage arts componp.nt, and 

basic ta that is the use of literature, Through bOOKs, 

dozens and dozens of narratives are being l'ead and tauqht, 

'l'he task of the moral and/or religious educator 15 to Uf>e 

thf! books that are ah"eady being read, helpjng chJ IdreJ1 to 

see how tne narrative plots of those staries help te unfotd 

'the chal'acter of the herces and vij j ains Hl 1'hose s tOI" :les. 

Children are surrounded oy contemperary mea~~, .ft 

i s easy to br j ng into the classroom 1 he phot:og:ra-phJ. e, or 

vernal, or t:elevlsed storles of just about: anyooày J n tne 

world, trom Anne ot liree-n Gables to Martin Luther l<lng Jr. 

Tne worlds or politics and sport are constant narratlVes 

that reveal character. 'l'he world of movies and 

documentaries does tne same, 
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~. ~he school itself 1s a story. 1 belleve that there 

is a golden resource available here just in the ongoing day 

te day life or the schoal. In thlS sense, aIl tne children 

are actors; aIl the children are characters i they bath 

Wl tne'3S and crea te the story each and every day. uranted 

that there are subtle sensitivlties to re-teJling the school 

story - one must be careful of names somettmes, carefu~ of 

embarrassmen ts, carefuJ of shames, careful ot pre Jl.1dices·~ 

the advantage Is that the school story is real and 

immedjate, and, with good teaching, can be used to bring out 

the deve loping characters of its protagonis'ts and 

arltagon.1sts. 

4. The chi.ld brings to the school her own pE~rsona.1 

story. As with point #~ above, there are similar - perhaps 

accentua ted - sensi tivi ties in telling and re-telling the 

child's story. But once again, the potenti .. ~l for excellent 

and powerful teachjng as the cnildls story lS developed and 

her character unfolded - is enormous. 

5. 'fhere are also the great staries of the world' s 

sacred texts. Althaugh, understandably, it was the staries 

ln the ~ible that a Helly\~ood fjlm mogul put into "'l'he 

Greatest ~tory Bver Told", the point still holds that sacred 

texts, holy scriptures af the world's religions, do contain 

much narrative material. 'l'hese great staries can a11 oe 

told and re-tala in the classroom. 

n • 
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ln pass~ng, l must acknowledge that tne reacbng anl1 

s~udy of religious texte raises the problem of hermAneutlcs; 

l rerer the reader 'to tne introduction ta 

for a comment on the relatlonsh ... p be-rween narratlves and 

sCl'ipture, and ta the worK of Paul Kicoeur regardlng 

narrative hermenputics.~? 

Yet what exactly is -rhe teachpr of re]lq~ous educatlon 

to do with this excellent material'? How does a teacner 

actuall y teach character through narrat" ive':' Morl:? to t:hf~ 

point, perhaps, and certalnly more lilrtlcult - now doeb n 

teacher use narrative to develop gooa charactert 

l would sugges t two \'/ays. 'l'ne t 1 rst way olS to use 

narrative 50 that children becorne aware of t'hf' r:a-df-agf'ncy 

of the men and women in tne stories, whlcn lS a sample or 

thelr own self-agency. Awareness of self-agency ln crucldJ. 

~hildren can be taugh't tnat they are cnoosers, iree to steal 

or give back, free to Ije or tell 'tbE' tl'utJJ, frp.(', tn na1e or 

love, free to seek evil or goodness. 1t 15 imoQl"'tant: tnat 

children see themselves as thE> autnors of tl1e.1J' own S1.(lr_a~G, 

tne chief actors in tneir own dramas, but ones wnlJ are 

simultaneously writing their own scrlpts and dpcldlng theJr 

own stage directions. 

uf COllr5e t:here are mi t.iga t ~ng or J.t1viènous ;orcf-'s at 

work in any good novel. 'l'nomas Hardy's C1evastatlng use of 

bad luck and predestjnation in his Wessex novels overarcnes 

aIl his characters. Yet Jude ~s free; so lS 'l'ess. And 
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children can be made aware of their own moral freedoms; 

spi te of an impoverished home, in spi te of a divorced 

parent, in spite of a mediocre intelligence, children can be 

made aNare of their freedom as moral ag~nts, as people 

maki ng up their ONn story. 'l'he f irst thing, tnen, ~s to 

make childl'en aNare of theïr self-agency, and that thls 

self-agency plays a part in the rea1m of religion also. 

The second thïng to do is ta use the power of 

imItation. Here are characters in a story. Which one shal1 

we irnitate1 Who do wp want to be like1 Who do Ne Nant ta 

becorne? What do Ne Nant to do? 

lt has been popular for sorne tim~ now ta talk ot rOl~ 

models. Tne sadness uf our particular day and age lS tnat 

role mOClels ln moral and religious terms are few and far 

betNeen. At least Ne still have Mother rt'heresa and Jean 

Vanler, and Desmond futu and Vaclav Havel. But those models 

are far removed from tne children of a grade four classroom. 

Sa what oi a model nearer ta home? What of a model in the 

story Ne Just read? Or in the story of our scnool? 

Hero worshlp is largely a thing of the pasto Romantic 

idolatry of Iarger-than-life heroes was never particuiarly 

healthy in the long l'un. But there ls stil.i. a powerful 

teaching tool in imitation. The good teacher can use story 

telling - and discussions etc. - to offer to the children 

morally good people to copy and Imitate. 
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From the use of narrative to educate cnaracter wltnln 

the formaI setting of a school classroom, l turn now to the 

larger sphere of education - the nome, ~he neighbornood, tne 

workplace, the lejsure arena. ImmediatE"J y, l bel j eve, we 

are in a realm that is s~multaneously more profItable for 

genuine moral and/oT reiigious educatjon and morE' 

depressingly àenuded of any trec of lite. """nere nave al':' 

the solâi ers gonf!':''' \'lnS th€> saà j yr je of 1:hE" s 1Xt J f'::;. 

llwhere have al1 tne 1;)arents gone':'" ffilght De tne UOOdtf'ü 

version in the eightlPS. 

"fe t ~lhi le parents appear to nave absentecl tÏ'!f'mSf'.1 VRS 

from much of ~he arduous, 'CIme consumlng labours of Chlld 

rearing, at the same tJmp. chev have placeà ,:;.mt;)oRfnblr. and 

unrealistic demanàs on teacners. ~ne scnOOl IS expected to 

do a1.1 the moral and reliqlous education that the parents 

eschew. 3H As C l ive Bec k po i nt sou t, the R ch Cl 0 : ~> are 

paradoxically successful and terrIble at respondlng. 

'l'eachers can be blamed for sorne thJngs, but- not 

everythlng.::S~ 

Yet childreh are s~111 born in~o tam~lies be l t 

single paren~ or ~wo. They are still nurtured cy someone-

be it s~nql~ father or grandma or daycare worker. t;}ll J clren 

are still growing througn toe llfe cycle. 'l.'rteoy are stl.J.l 

pla y ing hockey a t the a rena , graoua t 1 ng r rom c:;cnoo l S, 

- getting jobs, gettlng marrled and divorcea, navlng tnetr own 

children. And amIdst aIl that, there ~s sorne powertuJ moral 
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and rellgious educatlon nappening. It 1s unavoidable; It ls 

Irrepressible; but often it ls not towards goodness or God. 

There is such a need for moral and religious education 

throughout the total experiences of lite in sOclety. And in 

the old adage, gooàness is caught, not taught. 'l'he modals 

that chlldren naed to find and imjtate are better when tney 

are not tne literary ones of fictional narrative but tne 

j j ve ones of the people at home. Cornelius Van Uer floel 

writes: 

The indispAnsable need of education becomes rather 
obvious. However, education 19 not inaoctrlnation bUt tne 
imparting of human values. ~hese values wlll nOt be 
imparted by merely being mentioned, but most of aIl by 
being lived in the family. The personal life and honest 
convictions of oarents and educators nave a mucn more 
formative influence than their commands and theoretical 
eXl;)lana t ions. l t IS the task of the people around tne 
ehild to present a meaning ot life in i'ts total 
perspective. This means to present life in its materlal 
reality with aIl the respect it deserves, but its 
transcendent value ehould simultaneously be presented. 40 

That gives us perhaps the biggest single clue. b'or 

chlldren to learn to play a good part in a good story, the 

narrative of moral cnaraeter around tnem must be more than 

read ta them in books, it must be lived. 

1 
J 

1 

1 

1: 
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UHAp'fEH b 

CONL:LUSIUN 

HELIGIOUS EUUGATIU~: A ?ERSUNAL ftEuUMM~~DATluN 

Ultimately, one's personal recommendations concernlng 

an? endeavaur stem tram one 1 s personal conv~ct ions. One 

would hope that the convlctions of a universlty stuC1ent 

W1"ltlng a thesis are the result of education rather than 'the 

product of prejudgment or blas. so as l move lnto tne final 

chapter of this "thesls and presume to conclude "this sTudy 

wltn my own recommendations regardtng rellgious eaucation, 

l trust that they will be viewed as genuine conclusion~ 

based on study rather than merely the personal preferences 

of an interested party. 

l am fully persuaded "that the rellgious dimension 19 an 

integral part of the nature of all humankind. Men, women 

and children, to admittedly varying individual degrees, take 

part in the great drama of religious rite and ritual that 

deno~ps the search for meaning and transcendence. 

Therefore education must touch the religious dimension 

(~ ot ppople's lives lf it ls ta be fully human and truly 

114 
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l1h 

comprehenSIve. Schooling, that smal1 part of educatIon 

conf ined ta certahl agf's and certain ins"t i Tutlona:i. forms, 

must also include a religious component. 

It js a àisservice, l belif've, ta om1t rellgiClus 

education from the curriculum of public schools. it denles 

the reality of pe091e 's reliÇJiouR eXpel'lE>nCp.. l t ~s an 

educatianal retreat, l belleve, to susoend religlous 

education because i t is too dlff lcul t or 1-00 H"nSJ tJ ve or 

tao provocatlve. It is fooilshness to pretend tnat ln 

wi'thdrawing 1"e1ig10u9 educaUon from 'the publlC scÏ'loC'I.lS, 

what is le ft will be a non-religlous enVIronment of tne oest 

ot traditional values. What wIll bp laft is The rellglon of 

secular man. 1 

'l'om Harper, a popul ar l'oron to ba s(-~d comme-mt"a t or on 

re1igious affairs, writes as follows: 

1 concur wi th t.hose parents, p1"eachers, teaChf!rS and 
educational administrators wna say that anyone who 
thinks that, having got rid of Ghrjstianity in the 
public schoals, public education ls nO\'1 reuglously 
neutral, is living in a dream world. Moral re]Ht~vlsm, 
the view that right and wrong are me1"ely a matter of 
opini on, and modern secular j sm , \'1 i 1-h 1 tB \'/orshi p 0:" 

science and its faith in humanity's ab~llty to gO-1t­
alolle (no need of t;od, thank you very much) - these arE" 
certain1y the tenets of a re11gio11S pOInt of Vlew. It 
i s the pre'Va j 1 i ng relIgion of technologic:al man. 'l'a 
leave Christian, Jewlsh, Mu~ l.lm, !undu, da ha '1 or anv 
other chi ldren to have thls secular fai th imposeâ on 
them willy nilly oy a pu.blic system il':> ta 00 ~mat tne 
good judges have banned. However subtJe at tImes, thlS 
15 the coercive lmpositlon of a state-sanct.Joned, 
re11giou9 ~/or1aviE"w on 'the chlldren ot parents who 
definitely don't want it. What's more, It'$ a Genial ot 
'the baslc rlgnt:s of parent:s. as uphelo by 'the Uni TPd 
Nat:ions Cnarter of Ruman Rlghts. ta nave t~elr cnlldren 
educated in the cult.ural and l'ellgious traditIons of 
theïr own choice. 2 

-, 
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Now although, in prineiple, this thesis has tried ta 

address the whole challenge of doing religions educat~on in 

a pluralistie soclety, it has focused on Ontario for 

reasons \'le have already ment ioned. (~ee my chaptal' 1). 

'l'nerefore l restriet my personal recommandations to tnat 

nrovince. 

My recommendation je that we continue to maintain a 

place on the curriculum of Ontario' s oublie scnoo ls for a 

subject called "Religions Education." 

liowever i t is very clear that religious educatlon in 

Ontario's public schools must henceforth be multi-faith and 

voluntary. Christianity ls no longer the dominant or 

majoritarian religion. Al though i t might be favored as a 

major partner because or its place in Canada's history, 1t 

lS clear that the world's other classical religions must be 

9 i ven places of worth and digni ty. 3 There must be overt 

hanour for all recognised fai ths and practices. Although 

large numbers of students opting out from the program would 

be disappointing and divisive, it does seem obvious 'to me 

that we cannot coeree any student to take part in a lesson 

on religious education, and we must be responsive ta those 

students - and parents - for. whom any kind of relJ.giou5 

education i5 intolerable. 

'fet l do not recommend a course in comparative 

religion. l do not recommend teaching about religions t'lhen 
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we can, with the help of [\'loran and tiauerwas, actually oe 

much more direct. We can teach religion. 

~o my mind, this is tne best way to respond ~o the fact 

that relig~on is a genuine category of experiencE' l'or aj J 

humankind, and that for those who involve themselves Wl th 

any degree of seriousnes9, rel ig::.on ... 9 an overNhelmjng and 

powerful quest. Smal1-r religIon ln general, and big-x 

Religion in pariicular, cannot: be àiluteà aown "to a sllm 

byproduct of cul tu1'e, to be d.1smissed vii, tn a peremp'to1'y 

thirty minute discussion once a semesier. 

'l'herefore l believe i t is lmportant to tal.<e Moran ana 

Hauerwas seriously as they provide us Wl th 1:0018 t"O put real 

life content into the religious studies curriculum. ln this 

way, t:eachers can nurture the re1igious Jife of Thelr l 
J 

students in similar manner to the ways they nu1'tllre the 

intel1ectual or physical Iife of their students. " If' don t t 

teach chlldren about beIng knowledgeabJA, Wp teach them tu 

be knowledgeable; we don 1 t te-acn cni.ldren about being 

skilled athletes, we teach tnem to be sKllled athletes. 

It will be difficult. 'l'here wi U. always be teacners 

who try to be preachers and 9tudents who iry ta he 

evangelists. There will alwavs De parents wno are offended 

because they perceive a greater emphasis being gjven to some 

other religion. There will always be part2san, unlllngual 

- re.ligious leaders in the community who cannot unaerstand the 
-:, , 

conversation that good religious education seeKS to prov2de 
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in the classroom. 'l'here will always be ed",cational 

administra tors whosE' courage faï Is them as they seek to 

provide 9. religious education that truly frees students to 

he religious .in a variety of ways. There will always be 

those who simply cannot enter the conversation because they 

cannot iree themselves suif icientl y trom the clash of arms 

over truth. claims. 

But there is enough gooà research to get us aIl past: 

possible paralysis. The scholars whose work is briefly 

mentioned in chapter three will help us. Journals and 

bulletins containing much excellent material from others 

wrestling with the pluralistic environment of religious 

education will help us. 4 i\bove aIl, l do believe tha"t 

Gabriel Moran 1 s attempts to teacn religion as an academic 

construct and l"escue religious education as a fleJd wlll 

help us most in terms of content; and l:itanley Hauerwas 1 \'Iork 

on developing character through the use of narrative will 

help us most in terms of form. 
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1. Note the defence of secular humarllsm Ul cl.lve Bf'ck, 
l?~_tt~_:t:_.?f..!'109.1_~ (New York: 'l'he Falmer Press, l~~U), l'lü ff. 

2. As quot'ed in ~"!..~_~lY!3.!" l 'l'oronto: Cl t lzens for r'ubJ ic 
justice), May 19~O, A, 

3. l recogni se that there mlgh1" bE' ch ff i.eul tlE~S in 
deciding just exactly wnich ones are the vlOrld 1 s IIclas~nca j 

re.liglons" but leave this dlScusslon for another tlme and 
place. 

4. l f's!;)eclal1y reeommend the ~!'.:},.!_~~!2 ._~.9.'l!.:r[l.9J ___ 9.1' 
ft.5l1igiQ.':l:~9~Sj._9)l, and the American ~~.119.!9Y._s )~:Q..~lÇf=\.!=.~9r.· 
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APPENDIX 

Under present l a \>1 , students are allowed ta receive 
religlous i-nstruction ~n school, according to their own 
wishes. ~tlldents May not be compelled to read 01" stll.dy from 
a religious book, or ta join in religious exerClses, aga~nst 
the wishes or their pàrents or guardians, or. ln the case of 
adult studen~s, against their own wishes. 

For elementary public schools, the regulations 
st~pulate that religlous education be given, unless tne 
Minister grants exemption to school boards making a written 
request offering reasons. Such instruction is to oe offered 
in two periods per week of one halt-hour each, either 
immediately after the opening of schoel, or immedlately 
before closing, in either the morning or afternoan sessions. 
The regulations stipulate that religious educatlon be given 
by the teacher unless the teacher notifies the board that he 
or sne wishes exempt il)n, or unless the ooard makes a 
resolutiol1 that a member of the clergy, or sorne persan 
selected by the clergy, teach the subject. If the teacher 
claims exemption, then the board must make some other 
provision to satisry the regulation. No pupil is required 
to take religious education if his or her parent applips ta 
the principal for exemption. If exempted, the pupil may 
remain in the classroom (on the condition that behaviour is 
"decot'ous ll

) 1 ot' leave, according to the wishes of the 
parent. 

For secondary schools, the regulations permit a sehool 
board to authorize members of the clel'gy, of one or more 
denominatlons, or lay persans selected by the clergy, ta 
conduct classes in religious education. ~his instruction is 
not to eJcceed one hour pel' \'Ieek, at times allott:ed by the 
prlncipal. No student ls to be required ta take a religious 
education class, and no teacher i9 to be required ta give 
one. Provisions for exemption are similar to those for the 
elementary schools. 

While "religious instruction" is not explici tly aer:tned 
in the statutes and regulations, the context st!'ongly 
indlcates that the religion in whi ch the instruct ion is to 
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be glven ls Christianity. In the subsect:~ons deallng with 
rell.gious exercises, for exam-plE', rei'erence 18 madE' to thf! 
Lord's prayer and to the Bible. 

The foregoing regulatjons deacribe the 9011Cy put into 
effect by the Conservative government of Premier beorge 
Drew, in 1944. !:Sy 1 ~4 b the Depart:ment of Educatlon h.ld 
develo~ed guides for Grades 1 to b, and a pattern emergea ln 
which teachers taught thesr grades, whjle clergy ~aught 
urades 7 and 8. No guides were avallable for urades 7 and H 
untjl 1~b9 and 19b1 rE'Appctlvely. The course Introduced in 
1~44 was fairly wldely accepted at the tlme, though 
con trovers ia 1 . 'l'he prov i610n rOI' elteu'\'Çlt:i Oll f nI' schoo1 
boards, nowever, allowed the policy to fall Into desuetude 
by 1960 or so. A commission was set up ln lYhb to study the 
matter, which pt'oducea. ln lYbY "mat js populal'ly known as 
'n~_t:1acl<;~y __ !i~-'pQ!_t, at ter tbe nallle of tbe chaj l'man. 'l'll1S 

commission recommended that the regnlatlOn 1;>l'esct'lolng 
religlous jnst:ruction in elpmentary Rcnonl~ ne rcpAsled. and 
that the 1;>rogram be abandoned. It held that denOm\natl0nal 
teaching should not b~ pnrmltted ~lthjn the puolJC system, 
and that the clergy should not be given expllclt permlsslon 
by Iaw to enter the schools. 'l'he present !:,p.q.1m€' has elected 
te allow religious education ta ~ie fallow, as It ha. since 
b e for eth e Mac k a y r e p 0 r t, but fi 0 t t 0 f Cl l : 0 \Il i t '3 

recommendation to officlally abandon the pollcy. 'l'nis lS 

probably the least controversial action tn taKe. 
One of the tw~lve recommendatlons of the MacKay report 

was that a formaI course of s~udy dealing with t:he prlnclpaJ 
religions of the world be offered as an optlonal course ln 
Grades 11 anà 12. The report was careful tu olstlnguü.h 
this from confessional teaching. Tne Ministry of EducatIon 
did implement t:his recommendation, and publish€'d, jn l~'il, a 
curriculum guideline entltled ~.9_rJ_C; _!:<-~_l.!.g)oX~_s. ln l':H:W, 
there were 2,920 students Ül l;rades 11 and 12 taKlng this 
course, out of a t:otal of 255,70Y students in tnose graaes 
li.e. a litt le more than 1%). 'l'here are no Mjnlst-rv­
approved text: books for tne course. Any 1:ext~ tor tne 
course prov j àed by the school are t:o be select"ed by the 
principal, in consulta"tlon with the teacner,. 't'ne 
selection must be approved by resolution of t!'w board. 
Tnere a~e many resources recommended Dy tne gUlae. 

From Andrew BJaJr', !he_~olJ.J~Y ?!~ç1_1~r!l_ç~.i~.E-~_C1f. ~~).1g;cn~~ 
~duc!l...'t;.i Otl_-...iJJ. __ ~.111:>1.!clY:-ltl.;.nde_~Y_+"~!!I_'?_tl_!~!y ___ ~_cÏ1Q9)_s _ tn. (Janilaa 
and Ejsewhere - A Search of the LJte:raturE,! ('l'ornnto: Untarl0 _____ --. ___ ~_ ... ~_.& _______________ H~ __ ~_ ... .-. __ ~ __ ~ .~ ____ r ,~ .. 

Minister of Education, 1~8b), 10. 
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