oUnl ocking Refl exi vi toy:
worldviews a key for non-specialist teachers of
RE?0

Submitted by Ruth Elizabeth Flanagan to the University of Exeter as a thesis for the degree of
Master of Philosophy in Theology, July 2018.

This thesis is available for Library use on the understanding that it is copyright material and that no
quotation from the thesis may be published without proper acknowledgement.

I certify that all material in this thesis which is not my own work has been identified and that no
material has previously been submitted and approved for the award of a degree by this or any other
University.

2 T (Signature)
/[:,L,z,/’jx_ Hlana goe
7






Abstract

Teachersdé worl dviews may i mpact their pract
curriculum choices, and the value they assign to, and their enthusiasm for, a

curriculum subject. Religious Education (RE), in England, involves the teaching

of religious and non-religious worldviews. RE teachers often lack training,

subject knowledge, confidence or even desire to teach the subject. Teachers

may teach aspects of religion(s) and non-religious worldviews which adhere to

their own worldviews but ignore aspects of religion(s) and non-religious

worldviews with which they disagree.

The claim in this thesis is that better understanding of their own worldviews
might help teachers guard against these conscious or unconscious omissions of
religion(s) and non-religious worldviews and the reinforcement of unexamined
biases. To this end, I have developed a wor
i ndi vi du a lreterencé, held coascioutly and subconsciously, that
evolves due to life experiences that enables them to make sense of the world. |
have designed hermeneutical tools for teachers to read themselves, to identify
aspects of their worldviews and the narratives which have formed these. These
tools have application to the self-examining of life stories, and have been
tested, through semi-structured interviews with 10 Primary school teachers in
the South West.

The findings reveal ed vworldview-i ons bet ween t e
consciousness and the impact of their worldviews on their teaching of RE:

notions of ¢ g o dalernlinedftheibteaghang af, ehdicea witkhin and

rationale for RE alongside growing confidence. Depth of understanding was

facilitated for some by overseas travel, working and living overseas or in a

multicultural area. Greater self-understanding unlocked reflexivity for teachers

with acknowledgement of the impact of their own worldviews on their teaching

of RE. (275 words)
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Chapter 1 Worldviews and RE

1.1. The origins of the research

A six year old girl arrives in a London primary school having begun her
primary education in Ethiopia. She experiences ridicule from other
children due to her different dress, her family's religious

affiliation and the fact that she cannot yet read the full English alphabet,
due to the different education system she has experienced. She speaks
both Amharic and English at different levels. She soon realises that she
has different worldviews from her peers and quickly discovers that to be
accepted in this society clothes have to be deemed fashionable by
Western standards, religious affiliation not mentioned and only English

should be spoken.

As a white female with a London accent no one would ever guess that this was
the experience of my life, but people may make assumptions about me based
on dress, skin colour and accent. From a young age | was acutely aware that
my worldviews deviated from my peers. Through running cross-cultural
communication sessions for teachers in Devon a number of questions arose as
to how much individuals are aware of their worldviews. Were the barriers to
effective cross-cultural communication barriers of translation or were they
caused by differences of worldviews? Were the teachers themselves aware of

their own worldviews? Did they view their accepted mormséas normative?

These questions formed the genesis of this research to investigate whether
teachers identifying their own worldviews would enable them to be reflexive: to
see the influences on themselves. By seeing worldview as a concept that
makes sense of the world, which can be different due to different life
experiences, may assist understanding that what one perceives as the mormsé
of life are merely a product of our own life narrative and worldviews. To
recognise this may prevent the views of others from being negatively perceived
as @mtherg 6 e x pare ceén 0,as tley dpvdate from individualsdaccepted

norms, but rather view these as shared responses to life experience. This
12



research aims to investigate whether this understanding would aid RE teachers

as they attempt to teach worldviews which may differ from their own.

1.2. Why choose Religious Education as a focus for this research ?

The impact of worldviews, individualsébeliefs and values, on their teaching has
been the subject of debate in various academic disciplines: Science Education
(Matthews et al, 2009, Mansour, 2008, Mansour and Wegerif, 2013),
Educational Psychology (Schraw, 2013), Politics (Hurd, 2008), Theology
(Duderija, 2007, Wolters, 1985) and Sociology (Sire, 2004)!. Individuals have
worldviews, whether they are conscious of them or not. To make them
conscious of their worldviews may lead to greater self-understanding (Valk,
2009). This is important in educarayimpactbecause
the value they place on subjects, the way they teach the subject and even their
enthusiasm when teaching a subject (Resnick, 1989, Richardson, 1996,
Tillema, 2000). All of this is evident in RE as, in the UK, RE incorporates the
teaching and understanding of religious and non-religious worldviews and

affords the possibility of alwoddweaws g t hese t

Until recently, RE had two attainment targets: learning about religions and
learning from religions. Since the 1944 Education Act in England each Local
Education Authority (LEA) has to convene a syllabus conference to agree their
own locally agreed syllabus, or adopt one from another LEA. This is formed by

a consultation of four committees of teachers, politicians, the Church of England
and faith groups. In 1944 faith groups consisted of protestant denominations,

but since the 1960s this has been widened to include members from other faiths
and non-religious groups, such as secular humanists. In most locally agreed
syllabuses the second attainment targetfor REwasfiLear ni ng forom r el i g
This included an evaluation of the beliefs and values whichthe pupils have

studied and the requirement that students reflect on their own beliefs in the light
of the study. Within these targets, worldviews may be identified, as in order to

0l ear n f r om iongHave paermmadedas td whati tree pupils should

0l earn about r el i Becognitientof tiisvaue-adennes? @f1 0 )

1 A sample not an exhaustive list.
13



Hansonosl adédrme ys 6, UsO&sal ) curricular isindicdtive bf
the power of worldviews to impact education. Since beginning this research
attainment targets have been removed, yet many syllabuses still reflect these
concepts. The ability to reflect on the beliefs and views of others to inform self-
understanding and development, relates well to this research. To enable
teachers themselves to employ these skills which they wish their pupils to

develop seems crucial.

1.3. Problem s identified

Although RE provides a natural home to consider worldviews and promote
understanding of o n edvs and o t h evorldsews, it is failing to realise its
potential as a subject (Ofsted, 2013) and is often poorly taught. Additionally, RE
is a subject that produces negative attitudes for teachers, pupils and
communities, perhaps with a view of religions as against the norm. Finally, a

lack of confidence in teaching RE also hinders the effective provision of RE.

13a. 1 O OOAAI EOEI ¢ OEA bpi OAT OEAI &

RE can challenge teachers and pupils to understand theirownand ot her s 6
worldviews to equip them to live in a diverse multicultural society. However, as

Ofsted identified, this possible potential is not being realised.

The teaching of RE in primary schools was not good enough because of
weaknesses in teachers understanding of the subject, a lack of emphasis
on subject knowledge, poor and fragmented curriculum planning, very
weak assessment, ineffective monitoring and teachers limited access to
effective training (Ofsted, 2013:5).

A lack of knowledge was identified - not only about religions but about the
subject of RE, including purposes, rationale and pedagogical approaches.

These issues were highlighted previously by Wintersgill:

Teachersdé input too oft éwithdnsauflicke® substanc
explanationé Equally seriousist eacher sd | ack of knowl edc¢

subject, its purpose, aims and most appropriate pedagogies (2004:1).

Problems evidently exist in RE provision.
14



1.3.b.Negative attitudes towards RE

Secondly, the highly charged nature of, and emotive responses to, RE often

impacts the teaching of the subject. | have personally witnessed this in my role

on the Primary Humanities PGCE team at the Graduate School of Education, in

the University of Exeter. Somest udent s rai sed objections to
jumbomythst o chil dreno and questiotheyd the rol e
demonstrated negativity towards RE and exhibited no desire to dearn fromd

religions. Identification of the worldviews behind their comments, and life

narratives which have formed these views, enabled the students to articulate

and understand their issues with RE. For some, their worldviews were

influenced by secular humanist worldviews, and they challenged the necessity

of the subject RE. Whereas others, who had studied in faith schools, rejected

RE because they objected to the confessional modes of teaching RE, which

they had experienced. The students became aware of their worldviews and the

impact this was having on their lack of enthusiasm to teach RE. The emotive

response teaching RE evoked for many students, clearly displayed the potential

impact that worldviews may have on RE teaching.

Qu

1.3c! OAT OA 1T &£ 611 0i6 AT A OI OEAO

Part of the origins of this research, was my intercultural communication work

with teachers, as they sought to engage parents and pupils from BME
backgrounds. My personal experiences were
(2009) research with NQTswher e mi ddl e c¢cl ass culture was

by which other views were measured. The Runnymede trust noted:

a wider inability of white NQTs (on their training) to view themselves as

part of an ethnic group where O0racebd is
Minority Ethnic groups. This lack of understanding about their own

ethnicity and diversity within white groups results in cultural diversity

being viewed as an insurmountable challenge at odds with and irrelevant

to their own experiences (Rollock, 2009:9).

Teachers unaware of their own identity, or worldviews, may find the challenge

of understanding or communicating other world views problematic.
15



1.3.d. A lack of confidence in teaching RE

A recent parliamentary inquiry into RE found @bout half of primary teachers and
trainee teachers lack confidence inteachingRE6 ( Ll oy d Alack6f1 3: 5) .
confidence in teaching any subject can have profound impact on both the

quality of the teaching and the pupilsd exp

Teacherspl ay a cruci al role in studentso6 | e
devel opment .. .teachers scaffold students
and skills (Van der Zee, 2011:22).

Lack of confidence and subject knowledge makes scaffolding their pupilso

learning challenging.

Problems undoubtedly exist in RE: lack of understanding of the subject,
negative attitudes towards teaching RE from pupils, parents and teachers, the
challenge of teaching worldviews far removed from the teacher& own O nor ms o

and a lack of confidence expressed by the teachers themselves.

1.4. The possible causes

A study of the history of RE provides possible causes for the problems that the
subject now faces: the compulsory nature of the subject outside the National
Curriculum, the lack of set curriculum and lack of specific rationale. The
increasingly pluralistic nature of UK society has impacted RE but left many
teachers ill-equipped to teach. Additionally, these challenges are exacerbated
in Primary schools where many RE lessons are taken by non-specialist
teachers or HLTAs who hold neither a teaching qualification nor any subject
qualification, such as an undergraduate degree in Theology or even an A level
in RE.

1.4.a. The History of RE

Introduced as a compulsory subject in the 1944 Education Act, RE, or Religious
Instruction (RI) as it was then called, was seen by many as a panacea to
prevent the horrors of the Second World War from ever occurring again or to
counter totalitarianism. Others suggested that this was the product of an
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ecumenical Christian revival stimulated by answered national prayers during
WWII2. For others the compulsory introduction of Rl is seen as a product of the
growth in cultural conservatism, which ultimately won the campaign to define
and develop a form of English citizenship education founded on Christian

morals and values (Freathy, 2008).

RI consisted primarily of Bible stories, was non-denominational, yet
confessional in its approach, and had no set aims, rationale or clear pedagogy.
LEAs were charged with the formation of locally agreed syllabuses which
evolved over time alongside educational research and socio-political change.
These reflected the predominantly Christian worldview of the country in the
1940s and RI was seen to help create a society based on Christian values.
Over the next 20 years RE gradually changed to allow and encourage pupils to
develop their own views in relation to the mainly Christian and biblical content
(Copley, 2008).

In the 1960s, in response to the development of the child centred approach in

education (Plowden Report, 1967), RE syllabuses reflected that movement by

seeking to teach RE that had <SCpamgngfi c rel ev
multicultural population within certain localities moved the committees for those

areas towards a more inclusive and phenomenological approach in RE in the

1970s. 60Confessionali smé became a term of
defined as the absence of religion, gained dominance in the public sphere

united with a desire to reflect the multifaceted nature of belief in late 20" century

Britain. The City of Birmingham agreed syllabus (1975) is a pioneering example

of this in its attempt to assimilate the wide range of non-Christian children into

its communities through the medium of RE. Regionally agreed syllabuses saw

0t he @ilmgoafours education as t he¢chpolsomoti on of
Council, 1971, cited by Jackson, 1997:21). The phenomenological approach

has been criticised for relativising all religious and non-religious faiths

(Thompson, 2004) and, rather than uniting those from different backgrounds

and faiths, actually highlighting difference and exoticising others (Gearon,

2001:102). Wor | dvi ews were seen as exotic and oOot

2 Such as the one called for by George VI (Williamson, 2013), on Sunday 26" May, and the
subsequent safe evacuation of 338,226 Allied soldiers from Dunkirk.
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experience where all have worldviews. The failure to identify secularism as a

worldview added to this misconception. Historically, secularism has been

vi ewed as O6val ue ,fetrmore Gcertiy siudies ddvg challended e 6

this (Calhounetal,2011) and a rethinking ohisthe d&6sec
has provided an opportunity to identify clearly, and begin to understand in

greater depth, non-religious worldviews.

Additionally, the range of rationales and lack of specific pedagogy for RE
creates a sense of confusion for teachers. The RE:ONLINE website has
attempted to assist teachers by identifying eight possible rationales for teaching
RE.

1.4.b.The growth of a pluralistic society

Another possible cause of the problems for RE teachers has been identified by
Van der Zee (2011) who claims that the growth of individualism and pluralism,
which impacts syllabus content throughout the UK, challenges even trained RE
teachers. As his research is confined to specialist RE teachers he does not
address the greater problems this may bring for non-specialists. RE raises both
pedagogic and worldview related questions, which many teachers are ill-

equipped to answer.

1.4.c.A lack of specialisteachers of RE

Finally, RE is often taughtbynon-s peci al i st s: [epartngentfoe s f r om t
Education show that 55.3 per cent of teachers of RE - a statutory subject - are

not specialistsd (CIlark, 2d4pdcaliststeachinpe negat.
RE has been highlighted by HMI:

The number of lessons taught by non-specialists is unacceptable and
seriously reduces the quality of provision (Wintersgill, 2004:1).

Non-specialist teachers, with no undergraduate qualification or A level in RE,

cited weak subject knowledge as the greatest challenge to their RE teaching.

The lack of confidence, cited by many teachers (Lloyd, 2013:5), may be

exacerbated by a lack of training:
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ltés i mportant for teachers to feel confi
depth of a subject. It goes without saying that teaching is likely to be better

when teachers hold qualifications in the subjects theyteachi but t hat 1 snbd
to say that with sufficient support, non-specialistteachersc an 6t hel p t hei

studentsdé progress (McCouaig, 2014).

1.5. A possible solution

To seek solutions for the problems facing the subject of RE, this research will
address one root cause where there is the possibility of change: RE taught by
non-specialist teachers who have had no formal RE training at undergraduate

or A level.

The question is how to assist them in teaching RE effectively and confidently.
This research suggests that for teachers examining their own worldviews could
assist their understanding and empathy for others with differing worldviews.
Teachers may then be in a stronger position to understand how to approach
new subject knowledge and what subject knowledge is required. Their
confidence may improve as the fear of the exotic is replaced by an

understanding of shared experience.

The specific nature of the subject of RE,inal | owi ng pupilas to Ol ear
range of worldviews, the highly charged nature of the subject, the lack of

specific pedagogy or rationale for teaching RE, and the fact that RE is often

taught by non-specialists, provides a useful area in which to research the

connection between personal worldview consciousness and effective reflexive

teaching.

1.5a. Assistance from thdnterpretive Approach

The development of the ethnographic and interpretive approaches to RE, in the

1990s, facilitated an opportunity to examine self. The Interpretive Approach,
championed by Jackson,e mphasi sed the need to understat
preconceptions before being able to understand the preconceptions of others:

6t he process of interpretation has to start

approachtheneed to perceive t hebegantosutffaced own wor |
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Jackson is aware that although there is an
presuppositions he acknowledges the challenges this presents:6 one c an

probably do no more than try to be awareofat | east some of oneods
suppositionwhbi (409I7: 26)ee wi tlguedtianhhéws onds i n
teachers can enable pupils to be aware of their own preconceptions, if they

have not already attempted to examine their own. Teachers need to identify

their own preconceptions, or worldviews, and the impact these may have on

their teaching, before they can enable pupils to achieve the same. To enable

teachers to be aware of their own suppositions or worldviews is exactly what

this research aims to examine.

1.6. Aims

This research aims to enable non-specialist teachers of RE, at KS2, to identify

aspects of their individual worldviews: to become worldview conscious.

1 To assess why a definition of worldviews, and understanding of how
worldviews form and develop, is important in education, and in particular
in RE.

1 To propose how individuals can identify their own worldviews and the
narratives that are forming them to become worldview conscious.

1 To ascertain how these worldviews impact their teaching, including
enthusiasm for a subject, rationale and pedagogy.

This may demonstrate the extent to which the process of worldview
consciousness facilitates reflexivity upon their professional practice. Through
examining the process of the creation and evolution of their worldviews
teachers may become conscious of the connection between life narrative and
worldviews. This may enable teachers to begin to understand differing
worldviews from their own, which may increase their empathy for others with
different worldviews, develop their understanding of how to approach new
subject knowledge, and help them identify what subject knowledge they need to
acquire. This may result in increasing confidence as they develop an

understanding of shared experience. The impact of the development of this
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worldview consciousnesson t eachersdé reflexive practice

through this research.

The aim is not to identify the minutaeof an I ndi vi dinpatdusto wor | dvi

iIssues of impracticability, but also because the fluidity and organic nature of
worldviews would make this of limited value. As changes occur within the

t e a ¢ hwerldgeds the outcome would be a snapshot in time of their views
which may well change. The usefulness of which may be limited. However, |
argue that to focus on enabling individuals to recognise aspects of their
worldviews and the evolutionary process of the formation of these views is
beneficial. As &nowledge cannot be separate from the knowerd(Steedman,
1991), so teaching cannot be separate from the teacher.

Teachersoworldviews can impact their decisions, teaching methods and the
significance with which they weight the subject. This impact includes their
choice of what to teach, how to teach and the enthusiasm with which they
teach, which will all be impacted, consciously or unconsciously, by their
worldviews. This research aims to highlight aspects of their worldviews, and the
evolutionary process of worldview development, not the entirety of an individual
teacherd s w o rslindunderstanding the evolutionary process they may see
how others, with different life experiences, may hold differing views from their

own.

1.7. Research Questions
In order to meet each of the aims of the research project the following research
guestions have been devised.

1 Does identifying their worldviews posi t i vel y i mpact
RE?

1 How can teachers identify aspects of their own worldviews and the

narratives which have been instrumental in their evolution?

1 What impact do the teachers perceive that reflexivity makes on their
teaching of RE?

21

t eache



The third aim of ascertaining how these worldviews impact their teaching,
including enthusiasm for a subject, rationale and pedagogy will be addressed
through the question 1. Towhethereemmanoeel i n t he
worldview consciousness assists self-understanding, increases empathy for
others with differing worldviews from their own, improves confidence in
coomunicating about and with those who hold differing worldviews and eases
interaction with those who hold other worldviews. The second aim of proposing
how individuals can identify their own worldviews and the narratives that are
forming them to become worldview conscious will be addressed through
question 2. The overarching aim of assessing why a definition of worldviews,
and understanding of how worldviews form and develop, is important in
education, and in particular in RE, will be addressed through answers to all

three questions.

The following flow diagram, figure 1, demonstrates the relationship between

these research questions and the aims of the project.
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Aims

To assess why a
definition of
worldviews, and
understanding of
how worldviews
form and develop,
IS important in
education, and in
particular in RE.

To propose how
individuals can
identify their
own worldviews
and the
narratives that
are forming
them to become
worldview
conscious

To ascertain how
identifying their
own worldviews
impacts their
teaching in a
beneficial way,
including
enthusiasm for a
subject, rationale
and pedagogy.

Research Question

Method

Does identifying
their worldviews,
becoming
worldview
conscious
positively impact
0SI OKSNA
of RE?

How can
teachers identify
aspects of their
own worldviews
and the
narratives which
have been
instrumental in
their evolution?

What impact do
the teachers
perceive that

reflexivity makes

on their teaching
of RE?
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Figurel The relationship between the research aims, questions and methods.

1.8. Definition of terms:

This research employs three key concepts which are interdisciplinary and
contested in definition: reflexivity, worldview and narrative. For the purposes of

this research they will be defined as follows:

1.8.a Reflexivity

Reflexivity encompasses the ability of an individual to examine themselves

introspectively and then to acknowledge how their views impact their current

practice and to use that knowledge and examination to transform their future

practi ce: e ndtaef-awarg meta-ann ael xypsliis 6 ( Fhetermay, 200
6reflexivityd is employed in interpretive a
anthropologist to be aware of their own presuppositions before studying another

group: enabling anwahrreo poofl oogniesétss otwn bsee [6fa an
social understandings in interpreting the testimony of someone from another

way of | ifed ( IJnempoyigrhjsinedudation, BefleXivity is @

dynami c, c grotesspan active résearchingofone s own practi c
leading to self-monitoring, reflection and changed(Warwick, 2008). Zeichner

and Listondés (1996) five key features of a
be aware of and question the assumptions and values he or she brings to

teaching and to be attentive to the institutional and cultural contexts in which he

or she teaches. These assumptions and values can be encapsulated in the term

worldview.

Significant literature exists (Geertz, 1973/83/88, Harding 1986, 1987,1991,
Jenkins 1992, Mason, 1996, Hertz, 1997, Pillow 2003, Finlay 2003, ), on the
benefits of reflexivity as a tool for academic research across disciplines. In the

field of medical research, Malterud concludes that:

A researcher's background and position will affect what they choose to
investigate, the angle of investigation, the methods judged most
adequate for this purpose, the findings considered most appropriate, and

the framing and communication of conclusions (Malterud, 2001:358).
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The wealth of literature on the benefits of reflexivity as a tool for academic
research demonstrates the general acknowledgementt h at Mal t erudoés fi
are applicable across disciplines and thus relevant to this educational study. This
is a relatively recent phenomenon. Since the end of the last century the term has
increased in popularity in research circles. Sandelowski & Barroso, writing on

qualitative research in the medical field of nursing training, explain:

Reflexivity is a hallmark of excellent qualitative research and it entails the
ability and willingness of researchers to acknowledge and take account of
the many ways they themselves influence research findings and thus what
comes to be accepted as knowledge. Reflexivity implies the ability to
reflect inward toward oneself as an inquirer; outward to the cultural,
historical, linguistic, political, and other forces that shape everything about
inquiry; and, in between researcher and participant to the social interaction
they share (2002:222).

The development of the term

This relatively recent usage can be explained more by investigation into the
development of the term throughout various disciplines. The term has
developed over the last century emerging initially in sociology and then
anthropology before being adopted into educational studies. It is necessary for
this research to delve into these fields to enhance understanding of reflexivity
within the educational sphere. Initially employed by sociologist Parsons (1964)
to refer to the capacity of an individual to be conscious and give account of their
actions, Giddens (1991) developed this further as he pointed out that in late
modernity most aspects of social activity are subject to constant revisions in the
light of new information. Garfinkel (1967) used reflexivity to define the process
by which social order is created through conversational practice. This
conversational practice |l ed to thebemergenc
Bourdieu and Wacquant (1992).

In anthropology the term appears later in response to crises in anthropology in
the 197006s with criticism of the practice o
enforcer of colonial power relations, the impact of the feminist movement on the

androcentric bias of ethnography, as well as a challenge on the distinction
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between subjective and objective styles of writing. Reflexivity was engaged by

Geertz and others to counter these criticisms. By the 1990s reflexive critique

had been incorporated into mainstream anthr
employed in interpretive anthropological research in aiding the anthropologist to

be aware of their own presuppositions before studying another group: enabling
anthropologists to be 6aware of oneds own s
understandings in interpreting the testimony of someone from another way of

I i @aekdon, 1997:30).

A focus of this research is to examine whether worldview consciousness

facilitates reflexivity. It is pertinent to assess whether there are different forms

of reflexivity and whether worldview consciousness merely facilitates one
specific aspect of reflexivity. Fi nl ayds examination of refl ex
practice identifiesfve6r ef | exi ve journeyso6: reflexivity
intersubjective reflection, as mutual collaboration, as social critique and as

discursive deconstruction. She differentiates between their overlapping yet
competingaims:ofa conf essional account examining o
possibly unconscious, reactions, in the case of introspection, or an exploration

of the dynamics of the researcher-researched relationship, as in the following

three journeys, or a focus on how the research is co-constituted and socially

situated, as in the final discursive deconstruction journey (Finlay, 2002). This

could lead to the conclusion that worldview consciousness is only relevant in

the first of the reflexive journeys, introspection. However, as Finlay herself

acknowledges each reflexive journey begins with researchers engaging in

60expl rawargameta-a h & | y s i :2808). SelRav@re2meta-analysis

is precisely what worldview consciousness aims to facilitate. Certainly a journey

into reflexivity exists in terms of how probing the self-examination is for the

individual teacher and the extent to which they allow this to inform or impact

their practice.

1.8.b.Worldviews

The German word weltanschauung, from welt meaning world and anschauung
meaning view or outlook, is widely acknowledged to have been initially used by
Kant in his work @aCr i {(citedyeNaugle 200268),gande nt 0 i n

then popularised by Hegel. The term is used extensively, yet not always
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adequately explained, and has developed in
Naugle claims the term evolved qeptiankl y fr on
of the world to refer to an intellectual conception of the universe from the

perspective of the knower (2002:60). Yet Kant ds only wusage of
fact in order to aid an individual in comprehending the infinite so the evolution

has been limited. In his thorough investigation into the term weltanshauung,

Naugle discovered a lack of clear definition of the term in English literature,

noting with surprise that even the Routledge Encyclopaedia of Philosophy

(1998) merely refers to several worldviews but provides no discussion of the

concept (2002:67).

Worldview as a term is used extensively in a range of literature with differing

definitions. For example, from the field of literature, Tolstoy, in a letter in 1901,

in defence of his work dResurrectiong claimed that what concerns him when he

reads a book is the &eltanschauung des Autorsdéwhich he defines simply as

d@vhat he likes and whathe hates6 ( Tol st oy, vii) a definitio
for schools on worldview (Huddleston, 2007). Yet in other academic disciplines

more complex definitions of the term exist; including sociologist L a p p @dapof

themindd ( 2Qi0B: @9l i ti cal s systemiageidewts t h Ol sends
adherents through the social landscape (1992); in religious studies with Walsh

and Mi d dmoeéet obtinedwsrld which guides its adherents in the worldd

(1984:32); or in intercultural communicationwithSa movar and Porter 6s
dneaning overarching philosophy or outlook or concept of theworldd ( 20Q4: 10 3)
These overlap to provide some insight into the possible depth of the concept but

for the purposes of this research the definition created by Aerts et al, building on

Apost el 0 s phidogophecal warkyvell be the definition for this research:

A worldview is a system of co-ordinates or a frame of reference in which
everything presented to us by our diverse experiences can be placed. It
is a symbolic system of representation that allows us to integrate
everything we know about the world and ourselves into a global picture,
one that illuminates reality as it is presented to us within a certain culture.
(2007:7)

This provides an in-depth definition which accords well with the focus of this

research. An i ndividual 6s wvoosrbeléefsangé w i nf |l uen
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values, which governs their meaning of life and their behaviour within their

culture and crucially, for this research, within their professional practice.

Worldview contains an explanation of the world, a futurology, values and
answers to ethical issues, a praxeology, an epistemology, and aetiology. This
research wil |l i mpl ement Val kés (2010) fr ame
identification, discussed later in the literature review. As Professor of
Worldview Studies his extensive research has led him to investigate the
connection between worldview and professional practice, which he has then
implemented in management and leadership training courses. His insights may
prove beneficial for the focus of this research. He has added a sense of
personal identity to the definition of worldview and whilst individual worldviews
would hold a sense of personal identity, cultural worldviews would hold a sense
of community identity (Valk, 2010).

A further useful definition is found in the writings of Christian philosopher Sire
who identifies a key element in worldview analysis: & worldview is a set of
presuppositions (or assumptions) which we hold (consciously or unconsciously)
about the basic make-up of the worldd6 (1 9 .8t& pricisely this unconscious
nature of worldview that challenges adequate identification and definition and it
is this unconscious nature of their own worldview that teachers need to make

conscious in order to enable them to be more confident in teaching RE.

As a teacher reflects on their own worldview, becoming worldview conscious,
this can inform their understanding of other worldviews which is precisely what
they are required to teach in RE.

1.8.c.Life narrative

For the purposes of this research the definition of this term will be limited to the
life of an individual perceived as the story or narrative of that individual: past
reconstruction, present life and future hopes. An i ndi vi dual é6s wor |l dvi
influences their perceptions, beliefs and values, which governs their meaning of
life and their behaviour within their culture. This worldview has been formed by
the narrative of t he iamdd&donwmundyirdldericesord i f e: e xp
an individual so far (Currie, 1998, Gibson, 1996). For the purposes of this study
this formation can provide insight into the worldviews themselves, in particular
the fluidity of worldviews. Writing from a theological perspective Bruce notes
28



that @ve tell about our lives in story form. Stories also form us. They are
important for the formation of our identity and they help us know who we are6
(2008:323). Thus the narrative of individualsodlives impacts on their worldview.
The life narrative that creates the worldview is not yet complete: the individual is
still experiencing the world and thus they are still developing and transforming
their views, values and beliefs. If the premise is accepted, that worldviews are
created by the life narrative that the individual experiences, then as life has an
organic nature so too the worldview that life narrative creates for an individual,
in very nature, has to be organic too. The worldview is only static when life
experience is complete. To understand the organic, dynamic and fluid nature of
worldviews, examining the available literature on life narratives, the force that

enables worldviews to be organic, is imperative.

This research will examine the work of Sikes and Everington (2004) and

Ricoeur (1984, 85, 88) on the interdisciplinary concept narrative. Sikes and
Everingtondbésdérieceastcthhr ydtprovides insight i
teachersdl i f e experience and their RE teaching.
narrative identifies a process by which life events impact and transform

individuals in a hermeneutic spiral. This provides philosophical insight into the

relationship between life events, the dynamic fluid nature of worldviews and the

impact of this on future life choices. This can assist this research in providing a

more in depth understanding of the relationship between the teachersd

experiences, the possible impact on their worldviews and the possible ways in

which this may impact their teaching practice. These will be examined further in

the literature review.

This research will examine whether the key to being reflexive, to knowing
themselves, is for individuals to identify their own worldviews and the narrative
formation process. This facilitates perception of how that has impacted their
practice in the past: employing this knowledge may impact, or lessen the
impact, on their future professional practice. Therefore identifying

their worldviews, or worldview consciousness, may unlock the ability to
understand themselves fully and to engage with allowing that to impact their
future practice: the process of reflexivity. | f an i1 ndi vidual é6s worl d
of reference on which everything they experience is placed and integrated, how

can reflexivity, in its initial introspective examination, occur without knowledge of
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the framework by which the individual makes sense of everything? Reflexivity
requiresopen-mi ndedness which ¢6éis an active desir
than one, to give full attention to alternative possibilities, and to recognise the
possibility of error even in rlamdllistenf s t hat a
1996:10). Those beliefs form a partsowdrldvielne i ndi v

consciousness may be critical for reflexivity to occur.

1.9. Research Context

The term Areflexivityo is employed in qual.
sciences to enable researchers in all disciplines to be aware of how their own
presuppositions may enhance, disfigure or colour their research findings.
Reflexivity, seen by many as a panacea to the bias of imperialistic and
androcentric anthropological research (Geertz, 1973/83/88, Hertz 1997, Pillow
2003 and Finlay 2003), is not without its critics who lament the impact reflexivity
can have on skewing the focus of research solely onto the researcher rather
than the object of study. This can lead to recrimination and excessive self-
criticism on the part of the researcher or teacher (Patai, 1994). Additionally,
reflexivity can become ineffectual without knowledge or a form of confessional
or cathartic therapy for the researcher or teacher without adding anything of any
substance to the research (Pillow, 2003). Furthermore this may be reduced to
formulaic submission encouraging compliance with the dominant worldview.
However, when carefully handled, reflexivity can aid the interrogation of daken
for grantedéassumptions that teachers bring to their practice because of their
worldviews (Burke and Kirton, 2006): precisely the focus of this research.
Alongside this, reflexivity leads to an acknowledgement of the community
worldviews, in which individuals are embedded, and to an understanding of the
impact these may have on their teaching practice. This research aims to
examine worldview consciousness and facilitate teachers to engage reflexively

in order to illuminate the impact of their worldviews on professional practice.

Within the realm of teacher training Schoné €1983) work has been a critical
foundation for reflexivity, encompassing both deflection-on6  adn-attiondin a
circular relationship that moves beyond mere passive reflection to proactive
practice development. How this reflexivity can occur without an understanding

of self is problematic. | ndeed, Ha mma c h @oksciauslygwerteecht hat o
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what we know; unconsciously, we teach who we are6 (12999 ®Bherefore, |
wish to examine the extent t(W@akwh09)ec h for t
including own worldviews, and the narrative formation process, contributes to

their ability to be reflexive.

Valk (2009)6 &ramework tool for worldview identification, whilst helpful for this

research, appears as a static model lacking the dynamic aspect of worldview:

continual evolution responding to changing individual and community life

narratives. Ri ¢ o e 1984088, 8%) work on narrative provides a depth and

dynamism to understanding the process of worldview formation and evolution.
Jacksonbés (1997) research i éabildtytadbbe t eachi
aware of their own worldviews provides an insight into the process of worldview
identification and its impact,f r om t he p u p i Butsdées poedelsemmwc t i v e
the teachersbown worldviews. Fancourt 6s (2010) research i
pup,jwhsd st f oc u selffaggessmentpatphérs 6t han teacher
provides a helpful differential of self-k nowl edge referencing Gri
guestions:

Self identity
Who am i?

Selfevalutaion Selfaccpetance.
Howdo | feel How do others
about myself? see me?

Selfillumination.

Why am | like |
am?

Selfadjustment
Should | change?

\ Selfideal

What is the right
thing?

Figure2 Based on Grimmitt (1987:228)

6Sellfluminationd is pertinent fndthet hi s res
guestion cognitively: ¢AMdditonallypE vlie rtihnigntko ntohse
research (2003) into how the self-perceived identity of RE teachers impacts and
informs their teaching provides further insight. Revell and Walters (2010) work
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found Christian trainee teachers aware of the difficulty of maintaining objectivity
contrastedwithat hei st teacherso feelings of
sheds light on the nature the trainee RE teachers self-perception and the impact
their worldviews can have on their RE teaching, which is pertinent for this
research. Revell and Walters work highlights the fact that whilst some trainee
RE teachers were well aware of their own worldviews and the possible impact
these may have on their teaching, others were not aware of that impact or of the
need to identify their own worldviews. These studies, whilst beneficial for this
research, do not provide insight into additional issues that may affect non-
specialists. How can non-specialist teachers of RE be enabled to identify their
own worldviews in order to perceive the impact of them on their teaching. This
may demonstrate the extent to which the process of worldview consciousness
unlocks reflexivity enabling RE teachers to be potentially more effective in their

teaching.

1.10 Why is a definition , identification and understanding of
worldviews important in education?

Identifying aspects of worldviews, and their evolutionary formation, may impact
teachers in their RE teaching in a range of ways:

1 Aiding greater &elf-i | | u mi, theaebyifazilitading reflexivity enabling
teachers to understand the impact their worldviews are having on their
RE teaching: the value they place, the way they teach and their
enthusiasm for RE
Enhancing knowledge and critical thinking
Countering bias

Challenging the notion of neutralityort he myt h of t he

= =4 =4 =4

Enriching global citizenship

Examining these possible benefits may provide support for the importance of

teachers identifying aspects of their worldviews.
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1.10.a.Worldview identification may aid selfunderstanding.

A key benefit in identification of own worldviews is this may enable teachers to
know themselves. | would question whether anyone can be reflexive without
knowing themselves? Can we know self @vithout serious investigation of the
otherd Valk, 2004:69)? Whilst Hobson (1996) and Rogers (1996) place the
emphasisonthe i ndi vi dual 6s concept sptherefere!| f, wi t hi
positing that the worldviews one holds define o n eaddrscept of self. Therefore
understandingo n e 6 s 0 wn s,wrthe watldvieweswne is exposed to,
becomes crucial for self-awareness. An awareness of self is critical in education,
particularly in RE where pupils are expected to @onsider their own beliefs and
values and those of others in the light of their learning in R E @\greed RE
Syllabus for Devon, 2013:4). Teachers have to facilitate this reflection in their
pupils and their ability to understand self can aid them in facilitating this ability in

their pupils.

This ability to be conscious of onebs self
that @ne of the most remarkable things about human consciousness is that each

one of us has the capacity to observe our thoughts and feelings as they arise in

our consciousness. Why shoul dndét cultivati |
mind inactioni becomi ng mor el béane af theecentral pugposes of

educationd ( 2 0.0 &f weslakk self-understanding i the capacity to see

ourselves clearly and honestly and to understand why we feel and act as we do 1

then how can we ever expect to understand others?6(2004:36) To understand

ourselves and others is exactly what the RE curriculum requires pupils to do.

Therefore the ability to identify their own worldviews is vital for RE teachers to

develop.

1.10.b.ldentifying worldviews may counter bias

Prejudice and bias, as shown by the examples at the beginning of this chapter,
may develop due to life narratives and the worldviews they form. In identifying
these narrative and worldviews, made perhaps on the basis of media
stereotypes, poor teaching or inaccuracies, may counter bias. Research
demonstrates that children come to school already presenting views on other
people without any appreciable knowledge. &Vithout intervention, infants are

liable to accept uncritically the bias and discrimination they see around themé
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(Weldon, 2004:205). Weldon cites research that found children, aged 7-11, were

liable to adopt more positive attitudes towards other peoples and cultures with

well-constructed and appropriate information (Scoffham, 1999, Carnie, 1972).

When teaching Anglo-Saxon Britain one pupil, whose father was a member of the

BNP, askedme,AiDo you mean we are allhadérsanhan? 0o The
Settlers had helped him to become aware of the many different nations who have

invaded and conquered Britain over the years and challenged his preconceived

notonof Apure Englisho peopl e

Worldview identification, particularly with reference to RE, can be seen as a
means of stemming the fragmentation of the modern world to produce a sense of
familiarity, of accepted ormdand stability. In a world where borders are being
removed and identity, personal and national, can feel threatened stability is
welcomed. Apostel (1994) purports that this stability can be produced by having
defined worldviews. He does not examine whether worldviews are actually

stable entities. The connection between ethnicity and

worl d, as ethnic groups respond to perceive:
document ed. Wol ff and Weller stress that 0
percepti @nsgsnoaree,t htety wi | | be |linked to the v
the more intense wil/| be the conf(l20ch5 :txh)a.t
Connor9%4 ) gues that national identity i s base
of perdc &iivnshi prhtei sense of nation as a fully

thus to the real m of -t atei. Graafeicanprehensiorus and n
of oneds o wmaywlarifypetsenaledentity and result in greater mutual
understanding.

1.10.c.ChallengingOEA 11 OET1T T &£ 1 AOOOCAI EOU 1T O OEA 1uUbd
An important factor in defining worldview is the potential for challenging

misconceptions of neutrality. The PGCE students, cited in Chapter 1, failed to

recognise the impact of their secular worldviews on their RE teaching. Careful

identification of their worldviews could enable them to challenge the idea of the

6normé and accept that their o&énoaohemdm was exa
As Valk states,

When ontological and epistemological questions cause them to wrestle

with their own beliefs and values, and those of others, they come to
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recognise that worldview neutrality is difficult to achieve i we all embrace
beliefs and values of some kind (2009:74).
To recognise their own lack of neutrality can aidt e a ¢ rsympath@tic
understanding of otherséworldviews. The falsity of neutrality has been
examined i n Rev etéathérs (204Q), wikh segular iorldRidwvs

being perceived as the norm and not an actual worldview.

The ability to identify aspects of own worldviews challenges the sense of a
norm. Teachers, unaware of their own worldviews, may find the challenge of
understanding or communicating other worldviews problematic.® Bryan and
Revell examined the ambiguities of t e a ¢ toljactwity, concluding that far
from neutral positions teachers are a product of their own background,
experiences, faith and education.

The pervasiveness of a secular paradigm coupled with a performative
culture within education generates a culture whose secular norms

characterise all mores within teaching (2011:407).

To be able to identify this as a worldview, which may well be part of the

t e a ¢ h e rworlilviewsy rather than accept this as the ®mormécan be the initial
step towards providing teachers with greater understanding of worldviews. As
this worldview consciousness is developed, this may provide teachers with a
system, or scaffold, from which to read the worldviews of others. For example,
a teacher reported to me her frustration with a child who refused to look at her
as she spoke to him, which she saw as very disrespectful. However, the pupil,
from an Asian background was showing respect to someone in authority. In his
worldview to look an older person in the eye was a sign of disrespect.
Communication was hampered by differentw o r | d vappeoacked to
demonstrating respect. In this case the values and beliefs were similar but the
behaviour expressing those was different, leading to confusion and frustration
on the part of the teacher and pupil. How much more will this occur when the

beliefs, values and behaviour are different too? Communication between

35 540FKNISa omcnnO Of FAYSR GKIFIG Ay GKS aSINODK F2N 4NH
clear away their previously held beliefs thus reaching an epistemological neutral stance. Yet, rather than
counter my argument that neutrality is a myth this confirms the need for individuals to actively engage
with a process of selixamination to counter their bias and preconceived idddss procesthat
Descartes undertake$ to set aside all the opinionshich | had previously accepted(p. 177)is
exactly the process which the research aims to facilitate.
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students and teachers is crucial and the role of differing worldviews in this
process is significant. Therefore worldview consciousness, understanding the
role and nature of worldviews, enables communication between teachers and

pupils to be more effective and facilitate learning.

Further evidence of the falsity of neutrality and evidence for a link between
worldviews and action can be seeninHu r d 6 s r espiedavinda
political rather than educational focus, her findings concur with Macintrye, in
identifying the connection between actions and underlying theory or belief:

Every action is the bearer and expression of more or less theory laden
beliefs and concepts; every piece of theorizing and every expression of
belief is a political and moral action (Macintrye, 2013:72).

Hurd attempts to forge dhe link between collective identities and the institutional

forms of collective action derived from these identitiesé ( 2 0Quéd: 1)

concludes that one cannot speak of values divorced from religious/secular

beliefs; values are ultimately grounded in some religious/secular belief system

or worldview. This recognition of the existence of worldviews, secular and

religious, mayhel p t o prevent r edubutiinstgad vieeihg gi ons t
them as one of a range of worldviews. The worldview of choice has changed in

academia from religious to secular. @As a result world views are often viewed

today in isolation from and irrelevant to more powerful secular counterparts that

dominate the public squared Valk, 2009:71). But as Hurddbés resear
demonstrates the inability to see secularism, either Judeo-Christian secularism

or laicism, as a distinct worldview in line with religious worldviews fails to

understand the all-encompassing nature of worldviews. This has seriously and

negatively impacted international relations and RE teaching.

1.10.d.Enhancing knowledge and critical thinking

To examine worldviews, teachers need to wrestle with philosophical questions
of life. Valkd s r e svidl Berinsttamental in this research and his framework
tool for worldview identification will be examined further in Chapter 2. He claims
that &ducation is enhanced when the big questions are discussed and when
students reflect upon and articulate their own worldviews as they reflect upon
and examine those of others6 ( Va | k ,. THsOGedlextiory ehtails a deeper
examination of the lives of others moving beyond merely identifying different
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clothes or food to critiquing differing worldviews in a non-judgmental, safe

environment. This has been identified as a possible tool to challenge or prevent

the development of extremism in young people, enabling them to make more

informed decisions and understand the power of propaganda from any source.

Formanysc hool s their OPreventing extresmism and

this sentiment. For example,

We will ensure that all of our teaching approaches help our students
build resilience to extremism and give students a positive sense of
identity through the development of critical thinking skills (St. Francis
Xavi Eadlleégs, 2014:4).

Extremism has received a greater degree of scrutiny due to the increase in

violent acts by Islamic State. However,t he term itself has evolyv
extremi smé to simply O6extremismbé without si
extremistis. Some Musimshave objected to the term d6dmod
implies only a weak affiliation to their faith whereas the implication is that
6extremistsod ar eHasao n205t The signiicanced of tleisl y

terminology for Muslims is crucial. Archbishop Tutu defined extremism as

@vhen you do not allow for a different point of view; when you hold your own

viewsashei ng quite exclusive, when you donodét a
differenced ( 2 ToQuldgrstand their own views is therefore critical for

teachers to enable them and their pupils to accept the possibility of difference.

For schools to embrace that difference in a meaningful way can assist their

critical thinking. Davies urges schools instead of celebrating bland diversity to

champion @ resistant hybridity, an originality ineachchild 6 (2006: 5) . To
understand the impact the Prevent Strategy has on the Muslim community is

one that teachers need to be aware of as they teach Islam in RE®.

4Member of the Quilliam foundation ( a London based counter extremism think tank)
5¢KS YSRAI YINNIGAGS 2F NBOSyild S@gSyida KIFIa AYLI OGSR Y
Islam in schools (Glanfield, 2015).
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1.10.e.Stemming the growth of@eligious illiteracy &

Greater understanding of religious worldviews may assist in stemming the

growth of freligious illiteracya The rise of religious fundamentalism and, in
particular, the emergence of IS has led some to claim and hope thatir el i gi ous
| i t er acy 0pupils d baleshvalhemble to radicalization6(Burns, 2015).

In the UK dreligious illiteracy leads to an anxiety about the role of religion in the
public sphere: from fear of terrorism to fear of exclusion or litigation. The BB C0 s
head of religion and ethics has recently expressed concern that the UK is
@eligiously illiterated(Dinham, 2014). dReligious illiteracydis a controversial term

with no clear definition which perhaps brings more confusion than assistance in

this study. Yet, lack of subject knowledge, or religious illiteracy, has been

identified by RE teachers as a challenge. The challenge exists as to how

teachers can prepare pupils to be religiously literate if they are not themselves.
However, RE when taught effectively in schools could enable greater
understanding of other religions which could reduce anxiety around the role of

religion.

Anxiety over religion includes the potential dangers a lack of knowledge may

play in facilitating powerful misunderstandings. The USA whilst @ne of the most

religious countries on earth is also a nation of religious illiteratesé Prdthero,

2007:4). He sees this dreligious illiteracydas @angerous because religion is the

most volatile constituent of culture, because religion has been, in addition to

one of the greatest forces foegepesid in the
forcesforevild ( 2 0 @rétheko)dentifies the impact of religion on the world,

particularly the US, and cautions against the relegation of religion to the

insignificant role of dnythoby secular society. However, he fails to identify

secularism as a worldview containing its own constituent dangers.

From the evidence examined it seems that no teacher can claim a neutral
stance and therefore their worldviews needs examination. Indeed, as Valk

concludes:

Worldview beliefs and assumptions impact all areas of life, surface
implicitly or explicitly in all human action and underlie all teaching and
learning (2009:77).
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If this is the case it is essential for teachers to identify their own worldviews, to

develop their worldview consciousness, and enable pupils to examine theirs.

1.10.f.Enriching global citizenship

A deeper understanding of worldviews may equip teachers and pupils to be
global citizens. In an increasingly interrelated, interdependent world global
citizenship is of significant concern. Developing global citizenship is seen by
some as an aim of RE (Williams, 2008) but by others as a misguided
experiment®. Valk claims &V orldview study is imperative for global citizenshipo
citing Wright to support his views: dhe task of enabling pupils to appropriate
their worldviews wisely and critically is not one that an open society can afford

to reduce to a mere optional extrad ( Wr i g h t. ValkzdntinGes:2 7 )

It recognises that all peoples have particular perceptions of the world, are
rooted in particular ways of thinking, hold particular metaphysical beliefs

and act out of particular moral convictionsé ( 2009 : 70)

To enable pupils to understand that different beliefs can be held at the same

time can be a powerful tool in developing global citizens who understand their
worldviews and the worldviews of others. Oxfam notes the great impact that
global citizenship may have on the world: d&ducation for global citizenship

enables pupils to develop knowledge, skills and values needed for securing a

just and sustainable world in which all may fulfil their potentiald6 ( 2 0This: 1)
implies that worldview understanding can have a beneficial impact on the
development of just societies. Indeed, the RE Agreed Syllabus for Devon

agrees that pupils should dearn to articulate clearly and coherently their

personal beliefs, ideas, values and experiences while respecting the right of

others to differ,dand d@his syllabusdi r ect s t hat through this 0&e
willAil ear nandib b @ & 0 nreligionsoandoworldviews 6 (2 0 MeB8 how ) .
can teachers develop this articulation in pupils of their beliefs and values

without being able to identify their own?

¢ KSNBAF al 28Qa AGlG8YSy(d Fid GKSALENE2 dJ NSBA DY FEANRYIC
citizenoftheworld @&2dz I NB | OAGAT Sy 2F y2¢6KSNBI @&2dz R2y Qi dz
questioned this process. Yet her words, perhaps intended to challenge wealthy elites, raised a question
as to the possibility or even desirability of preparing pupils to beallotizens (Tomlinson, 2018).
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1.11. How can individuals identify their own worldview  sand the
narrative forming it?

1.11.a. The challenges in identifying worldviews

A major challenge facing teachers is a lack of adequate resources available to

identify worldviews. @f the resources available, very few focus specifically on

identity or diversity issues as such or deal with them inany detaild ( Huddl est on,
2007:5).Hu d d | e st o mféeducatiomal reseusces has identified what many

teachers have been aware of for years: a lack of adequate training and

materials to enable teachers to identify their own worldviews or to assist

children in developing an understanding of their own worldviews. This research

meets a gap in research and resources for teachers in preparing them as they

attempt to enable pupils to identify their worldviews and learn from the

worldviews of others.

Huddleston acknowledges that édentity is a complex concept for young people
to under st and é iconceptand belf-aseeambdane ihvblves internal
emotional states and external characteristics §et, in the resources we have
seen, we have not been able to find teaching materials that deliberately set out
to develop this concept in studentsé ( 2 0 Théy dikgovered that identity has
been reduced to a mere list of likes or dislikes, or a list of groups that pupils

belong to and worldview is included as an expression of identity.

Citizenship, as a subject, sees understanding others as key. The Association for

Citizenship Teaching (ACT)posi ti vely endorsed Ajebods f
citizenship curricul um doencoumngedoungmpeoplear t i cul a
to critically explore their identity and the diverse nature of communities they live

in, enhancing their political literacy and providing real opportunities for pupil

engagementd ( ACT, . 2VbiBtthis va@ild indeed enable pupils to engage

with their identity and worldview on a less simplistic level, caution needs to be

taken towards challenging and critiquing views from family/community

backgrounds. These may not include within their own worldviews a means for,

or even value in, questioning and may abhor questioning of community norms.

Antagonising and even detrimentally affecting community links is, of course, not

the aim of the ACT, but caution needs to be exercised in implementing scientific
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rationalist worldview thinking and imposing that onto very different worldviews.

Once again the complexity of this issue is apparent.

1.11.b CPD as a tool to begin the reflexive protbss research affords the opportunity
to examine how teachers can identify their own worldviews and the narratives
that are moulding and transforming them throughout their lives, and aims to
demonstrate how this process develops reflexivity in teaching, in particular for

non-specialist RE teachers.

This will be attempted through pre-session tasks aimed to examine life
experiences, CPD (Continuing Professional Development) session employing
specifically designed tools to elicit aspects of individual worldviews and then
create opportunities for teachers to reflect on their worldviews after teaching

three RE lessons.

The teachers may have limited experience or understanding of the concept of
worldviews. In order to conduct interviews with teachers, assessing how
worldview conscious they were and the possible impact of their worldviews on
their teaching, | reasoned that they may well require opportunities to examine
worldviews. In the initial cross-cultural training, that | had previously conducted,
I noted that many of the teachers were unaware of what constituted a worldview
or the fact that they themselves had worldviews, see initial discussions in
Chapter 1, page 12. Furthermore, my experiences with PGCE students
produced similar reflections. | therefore reasoned that to obtain meaningful and
useful data | would need to provide some input for the teachers into worldviews.
Additionally, to enable them to reflect on their own preconceptions | devised
some pre-session tasks to begin the process of reflection prior to the CPD. The
CPD, whilst hopefully providing useful training for the teachers on how to
approach teaching RE, served to begin the process of identification of aspects
of their own worldviews and their origins through life experience. | reasoned
that the depth of answers in the interviews may be greater after these initial
inputs. Thiswas inspiredby,and al i gned wi t h, Ri coeurds (19
spiral. The interviews occurred at the refiguration stage and the initial
prefiguration and configuration took place in the pre-session tasks and CPD

session.
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In order to allow time for the teachers to reflect | reasoned that having various

opportunities to think before the interviews may enable greater depth of analysis

i thus the pre-session tasks, CPD activities and self-reflection after 3 RE

lessons provided regular opportunities to reflect on their own worldviews and

the possible impact of these on their RE teaching. Additionally, time pressures

on teachers mean that providing these specific opportunities for self-reflection,

whil st potentially adding to the teachersbo
focused time for reflection. Indeed, Rahab commented that she enjoyed the

CPD as an opportunity to stop and reflect:

0l think stopping to think é& we hurtl e a
found you know when you saihayvedO®dl, sittopd
and I think everyone was | i ke oh gosh we
very often to sit with other people that

these thingso .

Participants will be interviewed to enable them to identify aspects of their
worldviews and explore the impact these may be having on their teaching of

RE: engaging in a reflexive process.

1.11.c.Competing or complementary roles?

During the CPD | had two roles, that of trainer and researcher, which | explicitly
identified in the introduction and plenary of the CPD session. Whereas during
the interviews | solely had the role of researcher. | clearly explained to the
teachers why | developed the CPD with the purpose of aiding their own
teaching practice and for furthering my research. The teachers were given the
option to be interviewed at a later date. In fact 40 teachers were involved in the
training and 10 agreed to be interviewed, so there was no coercion or confusion
as far as the teachers were concerned in attendance of the CPD being seen as
acceptance of being involved in the research. As far as | was concerned, | was
a fellow teacher who desired to aid my colleagues with their teaching of RE in
any way that | could. | reasoned that this approach might be beneficial for them
and therefore undertook the CPD training and research for the same goal:

providing teachers with the tools to improve practice.
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1.12. Structure
Chapter 2 Literature review

The initial literature review examines prevailing thought on the impact of

teachers 6 preconceptions on their teaching pra
teacher soé Kk nowdaeditleehalkenge of deknéating between the

two are surveyed. Additionally, reflexivity in teaching, including S ¢ h o wodks

on deflection inband @n actiond(1983), is addressed. RelatingtothisJ ac k sond s

(1997) interpretive approach to RE and his use of reflexivity are considered. By

investigating current literature on teacher professionalism the issue of reflexivity

in teaching practice was addressed alongside analysis as to what makes a

@OoodORE teacher. For the purposes of this research identifying the beliefs and

values of individual teachers and employing a term to conceptualise them is

key.

The use of the concept of worldviews was examined with an overview of current
thinking regarding worldview creation and identification. Much of the available
literature presents worldviews as static rather than organic or fluid. Attempts at
worldview identification include self-reflective writing, use of vignettes, surveys
and photos. The literature mostly deals with pupilséworldviews and not those of
teachers. Val k6s f r ame wo rwas analysed and critiqded ase wal

for this research.

Chapter 3 Methodology

To enable teachers to become worldview conscious presents philosophical and

methodological challenges: in the multifaceted nature of the term, in designing

effective tools and in making what is held subconsciously conscious. To meet

these challenges this research forged a methodological marriage between

standard approaches to thematic analysis (F
narrative philosophy of the self (1970) and hermeneutics (1984, 85, 88) to

examine the connection between life experiences and worldviews. Ricoeur

(1970, 1984) provides the philosophical approach for this project and qualitative

thematic analysis the means by which to investigate this philosophy.

Tounderstandi n d i v iwadrldvaeewsdusther this research implements a
Ricoeurian methodology with a hermeneutical approach that delves into an

60ar c hadlen0:419)yand Ot el e o (187§:925)0TD explad thie d
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dialogue between individuals past and their values and future hopes may reveal

aspects of their worldviews. Dr awi ng on Ricoeuro6s (1984:72)
provides a tool for worldview identification as the three stage process of

mimeses can be related to life experience. Preconceived ideas and

assumptions at the initial stage, which the reader brings to the text, are similar

to those an individual brings to a life experience. The concept of narrative

provides both a means for explaining the dynamic, fluid and organic nature of

worldviews and a tool to make conscious what is unconsciously held.

Chapter 4 Data Analysis

Data analysis of the 10 transcribed semi-structured interviews were conducted
through thematic coding, employing Nvivo software. | searched specifically for
any possible relationship between teachers identifying aspects of their own
worldviews and their teaching of RE becoming more effective, from their own
point of view. Narrative analysis involved coding to see links of commonalties,

differences and relationships (Gibson and Brown, 2009).

Chapter 5 Findings

In this chapter, | investigated the effectiveness of these strategies as teachers
were able to identify aspects of their own worldviews. The teachers were
surprised by differences even within their peers who were all seemingly from
the same culture /ethnicity. Variations existed within the group on what
constitut e dwhihirdipaaed their teachirg@f and rationale for RE.
For six teachers worldview consciousness engendered growing confidence in

teaching RE.

Chapter 6 Discussion and Conclusion

In this chapter, | examined the pertinent discrepancies displayed in the data,
concerning identification of the teacherso
metaphors: mosaic, melting pot and mirror. Reflecting on the literature, or my

own previous assumptions, | examined and provided illustrations from the

findings which support or contradict my assumptions. The mosaic signifies

difference that stands alongside each other without influencing the adjacent tile.

The melting pot creates blended views from differing perspectives which

develops a hybrid of the original. The mirror signifies an observation of
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difference, which reflects back on self, revealing aspects of self. The impact of

i ndi vi duveeWwssvas ewdemt bndheir RE teaching.

1.13. Parameters of the study

The study was limited to non-specialist teachers of RE in the South West.

Specific issues of the mono-cultural nature of the vast majority of schools in

Devon may skew the findings. The same research carried out in a diverse

urban area may result in very different findings. The nature of the methodology

may prove problematic in terms of organising the CPD, the presentation of

material, the | imitati ons inprcedssingtheset he t each
materials outside of the session as well as the limited number of sessions.

These may impact on the effectiveness of the research or on the ability of

teachers to reflect on their own reflexivity.

1.14. Research methods

This research will employ an interpretive epistemological approach, recording

t he t e a c-assessmént andeahdalysis of this data. Whilst this does not

examine the possi bl e jimp aecxta noinn epsu ptihles 6t el aecahr
perception of their worldview consciousness and the impact of this on their

ability to be reflexive RE teachers. Self-perception, as this research aims to

examine, may well be crucial in employing reflexivity.

For the purposes of this research Val kbés fr
identification was employed in a Continuing Professional Development (CPD)

session for non-specialist teachers of RE. Alongside Valkk 6 s f r amewor k t ool
bespoke tools were trialled to ascertain if they elicit worldview consciousness:

use of images, concentric circles involving behaviour, values and beliefs,

worldview cards, and ultimate question sheets. In analysis of these tools,

examination of life narrative was introduced to guard against over systematic
compartmentalisation of worldviews and the static nature of the framework.

Ri coeur 6s iplkkenomenolagical phitbsophy informed the

methodological framework for the examination of this life narrative. Ri coeur 0 s
hermeneutic spiral is key for this research, as is his theory of Mimesis: his

assertion that as individuals interact with a text/experience so they are
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transformed as they refigure their understanding in a reflexive way. Life
narrative provides the dynamic fluidity of worldviews that individuals and
communities experience, albeit often subconsciously. The aim of the pre-
session tasks and the CPD is to make the subconscious conscious: to enable
teachers to identify aspects of their worldviews and the process by which they
form and develop in the narrative of their lives, and then to assess whether this
knowledge impacts on their future RE lessons.

After a series of RE lessons teachers assessed whether they were aware of the
impact of their worldview, or knowledge of their own worldview, had on the
lesson. They assessed whethertheir confidence improved, whether any fear of
the exotic was replaced by an understanding instead of shared experience, and
whether they are in a stronger position to understand how to approach new
subject knowledge or indeed what subject knowledge they need to enquire
about. As they examined themselves introspectively and then assess the impact
this has on their practices, they wereundertaking a reflexive process in which
they can then assess the impact of this on their teaching practice.

1.15. Anticipated research out comes:

One anticipated outcome of this research will be the creation, and evaluation, of
CPD training session materials which may enable teachers to identify their
worldviews, and the narrative which has formed them. These tools may be

employed with pupils and teachers.

Another possible outcome is the publication of an article, in an RE journal, of
the theoretical underpinnings, methodology and findings of the research into

worldview consciousness and the connection with reflexivity.

Additionally, I aim to conduct further research investigating possible influences
of teacher sd own cwrculdmandiexamw Board ahoiceshtbei r

potential impact of personal worldviews on subject content knowledge.
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These outcomes will lead to a clearer understanding of the connection between
worldview consciousness and reflexivity and the value of this effective

relationship in teaching RE.

1.16. Conclusion and contribution

This research could provide teachers with the hermeneutic key to unlock their
self-understanding through examination of aspects and origins of their
worldviews. This may enable them to understand the worldviews of others, thus
positively impacting their interaction, understanding and communication through
increased awareness of themselves and others, heightened confidence and
greater understanding of what new subject knowledge to seek.

This research buildso n  J a ¢ k s o nnéepretivelAp@oach in developing
self-examinationt hat enabl es teachersd to identify
held, to challenge the myth of neutrality (Bryan and Revell, 2011), and to
recognise the impact of their worldviews on their RE teaching . The process of
identification is often overlooked or simplistic in existing literature on
worldviews, within theological and educational research, where worldviews are
compartmentalised and generically attributed (Walsh and Middleton, 1984,
Chiareli, 2002, Valk, 2009). This project contributes to existing literature in
providing a working definition for worldviews which recognises the bricolage
(Kooij et al, 2013) nature of individualséworldviews which evolve due to life
experience and acknowledges worldviews as framewaorks for individuals to

make sense of the world (Aerts et al, 2007).

Furthermore in forginga new met hodol ogi cal marriage bet
hermeneutical and philosophical reflections on self, with standard approaches
to thematic analysis, this research facilitates potential greater depth of

individualsoéworldview identification.

In developing tools to enable teachers to identify aspects of their own

worldviews, this extends existing research attempts to identify aspects of self. |
moved away from self-reflective writing, which may be superficial or reinforce

bias and preconceptions (Kyles and Olafson, 2008), to build instead on Stockall
andDavi s 6 susd o2pghdtahraphs t o e | i cbeliefs. Toeceatenae r s 6

depth of self-understanding, necessary for reflexivity, | chose to implement
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Mezirowds transformational l earning
These disorientating dilemmas occurred though the use of images, discussions

around moral dilemmas, worldview cards and @ltimate questions activities.

In addressing the current challenges within RE, this research aims to enable
teachers to acknowledge the existence, and identify aspects, of their worldviews
and recognise the narrative formation process. This reflexive process may
facilitate their understanding of the narratives and worldviews of others: a
fundamental part of their task in teaching RE. This removes the mystique of
@thernessotthe @xoticising of differencedand the dear of getting it wrongd
(Rollock, 2009:9) that may prevent many teachers from becoming effective

reflexive practitioners of RE.
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Chapter 2: Literature Review

2.1 Introduction

2. 1. a. Teac h emayitmpavt theirldecigions, teaching methods and

the significance with which they weight subjects (Resnick, 1989, Richardson,

1996, Tillema, 2000). These views Alexander (2010) referstoasthe O6at t endant
d i s c oaf pedagayy, which assert powerful influence over individuals and
therefore to understand themist he oO0heart of the enterpri secd¢
(2010:46,307). This thesis asks if equipping teachers to identify their worldviews

may facilitate their development of greater reflexivity and more efficacious

teaching practices. Reflexivity is employed, in this thesis, as encompassing

both @eflection-in-actionbéand @n-actiond(Schon, 1983) in a circular relationship

that moves beyond mere passive reflection to proactive practice development

and improvement (Finlay, 2002, Warwick, 2008). However, this relationship is

not automatic and requires further investigation to understand the process more

clearly.

2.1.b. To illuminate this process a variety of literature needs to be examined.

This is partly due to the limited rangeofe x pl i cit | i terature on te
worldviews, with the exception of worldviews and Science Education (Matthews

et al, 2009, Mansour, 2008, Mansour and Weg
(2002, 2007 & 2013) studies of teachersodepistemological worldviews and

worldviews and experiences of teaching overseas (Karaman and Tochon,

2010) . Whil st these provide glimpses into
worldviews on their teaching practice, extending the literature search may

provi de greater insight. Literature on teac
not explicitly mentioning worldviews, may reveal the impact of these on

t eacher so6 passble tdentfieatioa methods.

2.1.c. Knowledge and beliefs form part of worldviews, as proposed in Chapter
One.Agreaterweal t h of | iteradaouher eknewlsedgéed @nd
bel i eftseda c Hvealchgedvs. Over 700 articles exist on teacher beliefs

from 1957 to 2009 (Fives and Buehl, 2012). Therefore, relevant findings in the

literature on teacherséknowledge and teachersobeliefs will be examined:

teacher knowl edge as ,0988)developikRgriroowdriccd ge d ( Sch
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experience, the identification of teacher beliefs (Munby, 1986, Kyles & Olafson,

2008), origins of these beliefs (Clandinin, 1986, Pajares, 1992, Richardson,

1996) and the possible impact of teachersbo
1989, Richardson, 1996, Tillema, 2000). Whilst pertinent to this project much of

the focus of these research projects was limited to teacher beliefs about

pedagogy and classroom practice rather than general aspects of their

worldviews: RE teachers may choose to teach parables, such as the good

Samaritan, adhering to their worldviews of helping others, rather than more

exclusive or problematic parables or elements of faith, such as the farmer

sowing seed or the role of women in many religions. There is debate, in teacher

education literature, as to how much beliefs impact teaching (Richardson, 1996

and Tillema, 2000). Yet research findings exist on teacherséviews impacting

their teaching (Kyles and Olafson, 2004, Raths and McAninch, 2003,

Fenstermacher, 1996, Phillips, 1996). Highly suggestive that worldviews,

i ncluding knowl edge and bieehndaréteefeforempact t e a

crucial to identify.

2.1.d. I n examining the body of I|literature
beliefs various difficulties arise not least in the varying definitions of what

actually constitutes t eaevhwdtsdncopasswl edge. T
6embodi ed knowledged, Ooépersonal pedagogi cal
Opedagogic knowledged (Cart &@&myr of®®G&, oRiadhar
k nowl gTbmg and Valli, 1990). A further difficulty exists for some

researchers (Johnson, 1989, Tom and Valli, 1990) in the dichotomy between

theory and practice which have led Tom and Valli (1990) to remove practical, or
6crafté, knowledge from their definition of
bet ween O0knowi ng htohwait Bensteermachay K994) arid n g

Johnson (1989) view this a-soncavedunhel pful , i
dichotomyd (Fenstermacher, 1989:365) which
fragmented sel f. I n addition to this dil emn
another subject of disagreement in the literature, on teaching and teacher

education, is the difficulty of delineation betweent e a c hheliefsaddt eac her s 6
knowledge (Floden, 1986, Calderhead, 1996). For example, Kagan (1990)

uses the terms synonymously whereas Pajares (1992) sees only some overlap

and Fenstermacher (1994) perceives clearly distinct entities of a codified body
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of knowledge which should be differentiated from the, albeit related but

different, concept of belief. Richardson (2003) progresses the debate by

claimingthat,i n addi tion to teachetrsadclberds &fat taintdu
should be examined. This difficulty of defining and differentiating between

beliefs and knowledge and of decidingwh et her t o i nclude study ¢
attitudes accentuates the potential benefit of using a more encompassing term,

such as worldview.

2.1. e. The focus of this research will not be on differentiating between what can

be deemed Oknowledged or O6ébeliefd but rathe
true, their frame of reference: worldviews. Whilst worldviews subsume this wider

field, potentially becoming unwieldy, the focus is on what may impact RE

teaching, negatively or positively: worldviews about what is good may impact

content choice, enthusiasm for the subject etc. This chapter will examine the

relevant literature, hi ghl i ghting any potential gaps, of
identification improving teaching practice. The focus will be on the possible links

between knowledge and experience, tacit knowledge and reflexivity, knowledge

and beliefs,the i mpact of t e atleelrginssobwondoaews, dvi e ws
teacher sdé wor |,dverldveewssandaxperienBetoverseas, and

worldviews and religion(s). In terms of RE, existing literature provides insight

into the benefits of pupils in examining their worldviews (Jackson, 1991) but

there is a paucity of research into teacher
possible benefits of this for their teaching, which is why this research aims to

investigate this issue. Everington (2012), Bryan and Revell (2011) investigated

RE teacherso6é |ives; whilst their focus is o

insightful for this research.

¢8¢8 $1 A0 OAAAERpacd@acikngd 1 x1 AACAG E

2.2.a. The debate into what constitutes tea
into how we differentiate between the knower and their knowledge. Indeed

teachersd6 knowledge may actually be strongl
Since sPldetftomi ti on of knowledge,as O0justifi
philosophers have argued over how knowledge is validated: is it a belief to be

agreed by a community and thus open to subjectivity or is there a body of fact

that pertains to pure knowledge? Knowledge is seen, by Fives and Buehl
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(2012), as having a truth component that can be externally verified by the
larger community as opposed to beliefs that have a subjective element
(Pajares, 1992).0r is knowledge, as Freire (1985) and Foucault (1977) would

claim, a reinforcement or means to reinforce and maintain power by an elite?

Knowledge linked to power, not only assumes the authority of 'the truth’
but has the power to make itself true. All knowledge, once applied in the
real world, has effects, and in that sense at least, '‘becomes true.’
Knowledge, once used to regulate the conduct of others, entails
constraint, regulation and the disciplining of practice. Thus, there is no
power relation without the correlative constitution of a field of knowledge,
nor any knowledge that does not presuppose and constitute at the same

time, power relations (Foucault, 1977:27).

2.2.b. Foucault views knowledge as an imposition by powerful institutions and
concludes that universal truth claims are, as Vanhoozer summarises, Gimply
masksfori deol ogy and t(Wamhoozer|2003:11p Recentve r 6
political developments in the UK and USA have once again brought to the fore
definitions of truth and the perceived value of verifiable facts within political

debate by politicians or the voting public (Tollerton, 2016).

2.2.c. Definitions of knowledge are therefore problematic. Variations of what
constitutes teacher knowledge have impacted teacher training in England in
circular form: from largely pupil-teacher apprenticeship model (pre 1902
Education Act) focusing on craft knowledge to university based training’
focusing on academic knowledge to calls for apprenticeship style training
focusing on practical craft knowledge (Ball, 1990)8. The Robbins Report (1963)
recommended establishing a degree in education without defining what
constituted teacher knowledge. The definition of teacher knowledge evolved
as Philosophy, Psychology, Sociology and History of Education emerged as
foundational subjects (Hirst, 1983, Peters, 1963). The Council for the

" Initially in day courses from the 1890s, then after 1902 Education Act establishment of teacher training
as Higher education.
8 Now realised in School Direct, SCITT and Teach First routes into teaching.
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Accreditation of Teacher Education (established 1984) required all BEd courses

to contain subject content knowledge: a two year degree level specialism.

International comparisons led politicians to link poor literacy and numeracy with

poor economic performance as self-evident truth (Robinson, 1999:217).°
Perceived failure by teachers’®was bl amed on coursesdé biased
from necessary practical skills and led to calls for a teaching apprenticeship

model. Ofsted (2000) explicitly contrasted classroom experience with research

knowl edge O0to expose the emptiness of educa

classroom realiti(ead).that really mattero

Craft knowledge carries, for some, more weight than theoretical or research

knowledge!! which, rather than contribute to effective teacher practice, has

been seen as distracting from practical classroom experience (Oancea, 2014?).

Teacher training has returned full circle to apprenticeship models with School

Direct, SCITT and Teach First programs, yet university based routes into

teaching retain their commitment to academic professional knowledge?®3. The

nature and content of professional knowledge is inextricably linked to

perceptions of teacher professionalism. Freathy et al (2016) contend that

(rofessionalisation is facilitated when organized groups of professionals

support the process of knowl ed-§12). Theeati on a
power to create and disseminate knowledge is, they suggest, in the hands of

the @rofessionaloteacher. Additionally, they acknowledge contextual factors in

teacher learning contexts within6i ndi vi dual praféfrrecferafftonal i sat.

knowledge.*

‘WL G A A& ewrdtRabHigh/and & improving standards of literacy and numeracy will lead to a
KAIKSNI LISNI OF LIAGEF D5t kDbt ®Q omdbpddY HmyO &SS w2
any correlation between high standards and economic performance.

Lyt tkedllysmotivated teachers preaching revolution, socialism, egalitarianism, feminism and sexual
RSOAIFIGA2YQd o0. fftX MppAnY HpO

NpNE: OGAOFE wGSHFOKSNERS &aSS y2 ySSR G2 1SSLI FoNBlad 27
on what they learn fromth&ld 2 6y SELISNA Sy OS= LINA G1698:4) G NA £ | YR SNNE
12See Oancea (2014) for a thorough investigation into the history of teacher training in the UK.

13 Future low literacy and numeracy rates may see further challenge as to what teacher kgewled

constitutes or even further attack on the profession: Is the type of knowledge to blame; cratft,

theoretical, pedagogic, subject, or the knower@reater ICT based teaching for pupils may be the next

development in thechallenge taeacher profession&m.

14 For further discussion oprofessionalism, professionalisation and professionality of teachers see

Freathy et al (2016)

(@]}
>
<
ax
N

53



2.2.d. In order to examine the pertinent research and theory on teacher

knowl edge | f oI980%work whicl provitles a ({seaful review of

research on teacher knowledge in teaching and teacher education. She focuses

on teachersd knowledge and |l earning to teac
and conducts this from a phenomenological perspective. Her work contains

analytical descriptions of environmental structures which she then employs as

useful approximations of what participants know and how they comprehend

actionsandevents. She cites Copelandés (1977) findir
of skills in laboratory settings did not translate into implementation in classroom

settings thus allowing for the possibility that teacher knowledge is more than

simply acquisition of skills. However, her search for teacher knowledge focuses

solely on O6knowlreadwredeacdc!lian edl a@¥IPV0R®DH g pr act i
rather than self-knowledge, or life experience, so has some limitations in terms

of assisting with the focus of this study. Additionally, the delineation between

what constitutes dédknowledge related to or g
what does not, is unclear nor even who decides what knowledge qualifies for

each group. However, Carter proposes three areas of examination of teacher

knowledge: t eacher i nformation processing and d
practical knowledge and pedagogic content knowledge. Only the first of these

areas allows for the impactofthe per son of the teacher on tF
knowl edged degision makihgwadiinfoignation processing. Decision

making may be impacted by personal worldviews from a micro to macro level:

for example their decisions on pedagogy and content in RE.

2.2. e. Carter compiled her list buildingon Schul mandés (1986) di ff
0Oteachers knowledged into: pedagogic knowl e
classroom management strategies, PK), content/subject knowledge (CK) and

pedagogic content knowledge (knowledge of how to teach specific learners in

specific contexts PCK). Ot her researchers have cited S
modifications or evident bias. For example, Herman et al (2008) cite

Sc hul ma n édmsakelno reféerentedotknowledge of self as a teacher, which

may reflect their focus on technology rather than psychology, but seems to

neglect a clear possible area of influence. Schulman himself warns against the

trivialisation of teaching in ignoring the complexities and demands of the
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profession and presented the list as a minimum for all that teacher knowledge

includes and not as a complete check list for teacher training programs (1987).

2.2.f. As catalogued here, developments in social sciences have altered the

focus of research into teacher knowledge. As academically acceptable patterns

of research practice, understanding of cognition and a heightened sense of the

role of narrative have evolved, so this has impacted on research foci and

findings which have guided the definition of teachers knowledge. Providing a

practical example of developing worldviews impact on the debate on defining

t e a c rkmowled@e. Individual bias is evident, whi ch r ei nf orces Foucese
theory of power in the process of defining knowledge. Doyle and Carter (2003)

acknowl edge that as academics their worl dvi
knowledge is primarily a set of propositions in texts which, when mastered, will

somehow ennobl e peopl e .dckdowledgesnenidftherapabi | it
bias does not equate to a change ®.n their d

2.3. The relationship between knowledge and experience

2.3. a. The possibility of a relationship between knowledge and personal

experience is pertinent to this research. If a connection exists this would

warrant an investigation into the life experience of the teacher to elicit

understanding of their knowledge. In 1968, Wright and Tuska implemented a

Freudian design of research into teacher personality which examined

relationships with early authority figures as a predictor of career choice and

personal struggles they may experience. Their work provides evidence of a

clear relationship between life experience and teacher practice. The sociologist

Gouldner (1970) called for self-reflexive critical sociology which recognised the
constructed nature of society: 6t here i s n
knowledge of ourownexperi ence of it and in relationshi
and 90s saw further definitions of teachers
some of which relate to experience: Oper son
(Clandinin, 1986), Opedag®893)iacddkpmr ovleescsg eodn a(l
k nowl gTobmg and Valli, 1990). The area of personal practical knowledge

52 KAfald RA&aOdzaaizy 2y ¢K2 RSOARSA oKIFG O2yadAaiddziSa i
will focus on what the teachers themselves see as their knowledge and how this impacts their teaching,
specifically RE teaching.
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(Elbaz, 1983, Clandinin, 1986, and Clandinin and Connelly, 1987 and Carter,

1990) does include personal decision making which demonstrates the

possibility of personality influencing decisions. Whilst helpful for the purposes of

this research, the motivation behind Clandi
note. Her work stemmed from dissatisfaction at the treatment of teachers, with

researchers imposing theory from above and not acknowledging their

knowledge:

In my work with teachers, | experienced a personal dissatisfaction
with the way teachers are viewed. The prevailing view and
organization of the educational enterprise give little credit to their
knowledge (Clandinin, 1986:8).

2.3.b. Her concern was less with academic theory but rather with how teachers

perceive their role and knowledge. To try and discover this without distorting

this knowledge hasledtoCl andi ni n and Jdausorenartatvé s ( 1990)
and images and rejection of the imposition of external theories or constructs

that may stifle discovery of knowledge. Critics, such as Fenstermacher (1994),

reject the perceived lack of scientific rigour in their methodology.

Fenstermacher claims that despite many articles explaining Clandinin and

Connel lybés metmads tpheygl i ng concepts for me
t his r eseanlodd: 1p).r Yetrgheialasd work (2004) has attempted to

address this criticism, which will be examined further in the methodology

chapter.

2.3.c. A further category of embodied knowledge (Yinger, 1986, and Johnson,

1987) relates to the way in which an individual interacts with their environment

which is personalised, idiosyncratic and contextual (Richardson, 1996).

Johnson (1987) claims that humanbei ngs 6 bodi es i nteract with
environment and he contends that our bodily structures are connected to our

higher order cognitive capacity. Yinger (1987) sees embodied knowledge as

emerging during action i a learnt physical response to each situation. They

would contend that to study a persond s a cwouldaavesal their knowledge.

The practical actions of a teacher may reveal their knowledge. Ifsot eac her s 0

worldviews, including knowledge, may have influence on their action: teaching
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practice. WhilstJohnsondés (1987) work is nothepart of
possible link between experience, environment and teacher knowledge is worth
i nvestigating further which ever definition

2.4. How does Tacit Knowledge relate to Refle xivity?

2.4. a. Further investigation into the person of the teacher, the usefulness of
reflexivity in teaching and o6tacit knowl edg
search into the possible impact of teachers
knowedge 6 was empl oyed by Schon (1983) to exc¢g
knowledge, or practical skill, that a professional has acquired but is unable to

articulate. Interest in the person of the teacher has developed over the last

century with the introduction of reflection and reflexivity into teacher education

and professional development. Reflection was recognised by Dewey (1933) as

important in excavating the immediate qualities and discerning the relations

between key areas of teaching and learning: 6 a c t isteng and qaeful s

consideration of any belief or supposed form of knowledge in light of the

grounds that support it and the further con

His influential work provided a foundation for reflexivity in teaching.

2.4. b. The importance of reflection in any professional role was highlighted by

Schon (1983), who developed this concern for reflection into two areas with his

creation of the terms deflection in actionéand @n actionépaving the way for the

concept of reflexivity. For Schon a professional needs to dry to create, for

oneself and for others, awareness of the values at stake in decision making,

awareness of the | imits of onedbs capacities
experience free of defence mé&@IBAR281).3mes beyond
best professionals, Schon maintains, know more than they can put into words: a

tacit knowledge. To meet the challenges of their work, they rely less on

formulas learned in graduate school than on the kind of improvisation learned in

practice. His seminal work in social science answered a growing movement on

how professionals think in action in relation to questions of professionalism in

general and, in turn, professional training i a desire to identify and then emulate

the elements of good practice that professionals exhibit. His work has

influenced the development of professional training throughout the professions:

medicine, architecture, civil engineering, teaching and law. Yet professions
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may be differentiated from occupations by dent of specific academic knowledge
(Parker et al, 2016) thus reflecting the importance of academic knowledge over
tacit. However, the academic knowledge base may be limited to subject rather

than pedagogical.

Implementation of S ¢ h o n 6 sn teaaher &ducation has seen a focus on
learning alongside an @xpertteacher in a mentoring role. The student works
alongside a teacher, who not only reflects in the process of teaching a lesson
adapting their teaching accordingly, but also is able to reflect after the lesson
allowing this to impact on future planning. Thus reflexivity was employed as a
proactive tool facilitating effective teaching practice. However, for some their
ability to articulate or demonstrate this tacit knowledge, which for years has
been implicit, can be a challenge. This can negatively impact a trainee

t e a ¢ Hearnirigsin an apprenticeship model, by the teacher failing to identify,
and therefore failing to pass on, the tacit knowledge behind these processes.

24c.Schondés theories have met with criticism
denies the fact that this tacit knowledge may well have been moulded or
informed by training. Indeed reflection needs theory to interpret action:
theories of learning, | i k e P(1986) teeor af cognitive development,
Vygot ¢ & 9 G§nificadt othero r D e WO34)ateory of the
relationship between knowledge and experience. To reflect in and on action the
professional needs a body of knowledge to support that reflection, otherwise it
is ill informed and even misguided. Additionally, the dichotomy that Schon
appears to introduce between tacit and codified knowledge does not exist in
teacher education as perhaps it might in engineering or law, therefore limiting
the effectiveness of applying his views to all professions.

2.4.d. Schondés (1983) work, informing the d
was further developed by Doyle (1986), who found that professionals make

complicated interpretations and decisions under conditions of inherent

uncertainty. In order to do so they engage in fractical thinkingb st emmi ng f r om
experiential learning. Elbaz (1983) claims that this practical thinking knowledge

resides within the teachers themselves as much as from research. She

concludesthatd he t eacher 6s f e edndbelefscomhing &su e s need
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she forms images of how teaching should be, and marshals experience,
theoretical knowl edge, and fol klore to give
(1983:134).

2.4.e. However, caution with her work is needed as she conducted this research

observing one High school English teacher®. Further research would be

necessary to ascertain the extent of these connections generally. Helpfully,

Carterd 61990:300)r evi ew of research on teachersoé6 kn
concluded:6 pr acti cal knowl edge is shaped by a pr
which includes intentions and purposes, as well as the cumulative effects of life

experienced Thus the literature recognises the importance of the link between
teacherso | ife experi encelife@xperientehnsenotr t eachi n
restricted to professional experience alone but may include personal

experiences as a pupil, or relationships outside of the classroom impacting

assumptions on pupilsdéd abilities or decisio
pupils etc.
24f Ift eachersé knowledge is impacted by thei.!

feelings, two questions arise:

1 How possible, helpful or necessary is it to attempt to delineate between
knowledge and beliefs?
1 How important is it for teachers to be aware of these feelings, values,

needs, and beliefs?

Tacit knowledge may prove problematic when
in terms of their decisions aboutwhat i s 6égoodd to teach, with
acknowledgement or query. Teachers then hold the power, i n Foucaul tés t
to reinforce and maintain what is @ruth6(1977).

2808 S$EAEAAOAT OEAOET ¢ AAOxAAT 4AAAEAOOS +
Beliefs

2.5. a. How can researchers and teachers differentiate betweent eac her s 6

knowledge andt e a c heliefs what a teacher holds to be true? Is it possible,

or even helpful, to do so? In his theories of learning'’, Vygotsky concluded that

16 Researched over a two yeperiod.
17Wwritten in the 1930s in Russia and yet not translated into English until the 1970s and 80s.
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0t hought i s thought ibieengenderedrby rbotivation, i.e. by our

desires and needs, our interests and emoti O
individual therefore | contend that their beliefs, attitudes, values and knowledge

need examining as they all work in tandem to impact on the individual® actions,

decision making and speech. In an occupation like teaching where individuals

are constantly assessing, reassessing, reflecting on and in action (Schon, 1983)

how much more will this be evident? Indeed, Zembylas (2002) has carried out

research into the connections between teaching and emotions: 6 e mot i ons ar e
ways with which we know the world around us
one el ementary teacher showed how the teach
personalandprof essi onal identity and concluded th
reactions may be employed to understand and transform their practice.

However, his research was conducted with one teacher who was already

interested in the links between emotions and teaching. Different results may

have been found from someone more sceptical of links existing, or one less in

tune with their emotions. Nevertheless, this does provide insight into the

complex nature of individuals and consequently emphasises a need not to

oversimplify but to embrace the complex. Thus, demonstrating the crucial gap

and need for investigating the myriad processes at work influencing individual

teachers: knowledge, beliefs, attitudes and values.

2.6. Definng 4 AAAEAOOG " Al EAEO

2.6.a. Researchintoteacher sé beliefs can assist with
how what a teacher holds to be true may impact their teaching practice. Simply

defined a belief is something an individual holds to be true. Pajares defines

beliefas6an i ndi vi dual e st rjwtdlg eare nftalodi ttyh of a p
(1992:316). Debates into definitions of truth, beliefs and knowledge are

pertinentinad post trut h e riraléed, oke rneseacherszlaih 4 ) .

that the term belief actuallye mp hasi zes t he OdfgaeGhinidbdi | i ty of
Brewer,1993), in | ine with Popperds (1986) theori
However, to aid this debate Nemserand Floden6 s oncl uded that o0it dc
follow that everything a teacher believes or is willing to act on merits the label

knowle d g @986:5(15). In Educational Psychology there is often no distinction

made between the two: Oknowledge encompasse
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believes to be true, whether or not it is verified as true in some sort of objective

or ext erAleaandemenay, $991(317). To join knowledge and belief

therefore under an umbrella term, such as worldview, enables research findings

from each separate body of literature to be employed in a search for a deeper
understandi ng i nt owotldviens maypawecon theiréeachiige r s 6

Worldviews define what is good or the norm

2.6.b. Researchers have summarised the literature on teacher beliefs (Kagan,

1992, Richardson, 1996, and Fives and Buehl, 2012) to provide clarity as to

how they may be defined and examined. According to Fives and Buehl (2012)

over 700 empirical research articles were publishedon t eacher sdo bel i ef s
between 1957 and 2009. This demonstrates the significance with which they

are regarded in teaching and teacher education, but the lack of cohesion or

clear definitions limit their efficacy. The articles understandably are driven by

the focus of the research, as Kagan (1992) not es i n her initial att
handl ed on the | it e.lSketsuggesteda reduttienssic her bel i ef
strategy to examine the | iteratratere O0to reco

research agefr)daso6SHed9Imai:nt ains that &édmost o
professional knowledge can be more accurately described as belief rather than

knowledged ( 169) @n2phasising the challenge in delineating between the

two. Kagan (1992) recognises key links betw

practice.

The pre-existing beliefs held by preservice teachers also appear to serve
as filters through which they view and interpret the teaching

performances of others (1992:77).

2.6.c. These filters, which | equate with worldviews, are exactly what this

research aims to identify as they impact RE teaching. In a previous study

examining novices6 eval ua ,iKagan aodfTipginl assr oom
(1990) found support for their hypothesis that pre-existing bias could be seen in

a preservice teachers classroom observations:

Ol ncorrect i nferences drawn from cl assr ¢

confirm candi datesbi mesesoOn¢&pgaanslianad: 7
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2.6. d. Her key focus was on changingpre-s er vi ce teachersd belief
effective teaching in order to enable them to evaluate classroom observations
more accurately to improve their own teaching. However, | would contend that
the pre-service teachers need to take a prior step and identify their own beliefs
I to excavate them might enable them to articulate and examine them in light of
new evidence: classroom experience, exposure to theories of learning or
research findings. Kagan (1992) does contend that teacher training
programmes should require students to make their pre-existing personal beliefs
about teaching explicit and cites programmes that use critical reflection and
case studies. She cites Stone (1986), who employed videotaping lessons
which students then evaluated from different perspectives. The primary concern
was to reduce the chance of miseducation. Whilst a useful practical step to
mitigate potential misconception for trainees,this still would not necessarily
assist them in identifying their own worldviews. Further examination is needed

into how to help teachers identify aspects of their individual worldviews.

2.6.e. The literature defines beliefs as including beliefs about self, context or

environment, content of knowledge, specific teaching practices, teaching

approach and students, depending on the focus of the research. These often

focus exclusively on beliefs within the classroom context. However, Mansour 0 s

(2008) qualitative study,e x ami ni ng 10 Egypti an ,soted ence t e
the need for recognition of teachers as people with a range of beliefs and

experiences beyond school settings. Within his study he highlighted the key

role that personal religious beliefs (PRB) and experienceshad on t eacher so
beliefs about teaching and learning. His work demonstrates the need for

research to consider the whole realm of tea

explicitly concerned with classroom practice.

2.6. f. The overarching picture of teacher beliefs, whatever definition for beliefs

isemployed bytheresear cher s, 1is that they act as o6fi
frames for defining problems or guides or s
Buehl, 2012:478). These therefore play a crucial role in professional practice

and efficacy of individual teachers with potential to impact teachers enthusiasm

for a subject, confidence in teaching a subject or even pedagogical and

curriculum choices. The confused nature of RE, with lack of rationale and value-

ladeness of syllabuses and curriculum choices, allows these views to potentially
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have greater impact than other more prescribed subjects. As t he ter ms of i |
and O0framesd demonstrate these resonate wit

add to the rationale for further investiagat
27.TheEl PAAO | £ OAAAEAOOG x1 O1 AOEAxO 11 xE
27.a4EA EI DPAAO 1 A kiolédydahdaditfides\of tldsskoain

practice has been examined (Tillema, 2000 Richardson, 2003), although not

specifically identified as worldviews. Fenstermacher (1979), Richardson (1996)

and Tillema (2000) question how much beliefs and/or knowledge actually

impactaction.Ti | | emadés (2000) research with teach
relationship between beliefs and classroom practice concluded that whilst

intermingling or concomitant exist between the two no causality was evident:
One cannot contend that they (beliefs) guide action (2000:587).

Yet Raths and McAninch (2003), Ross et al (1991) claim that beliefs guide

teachersdé actions. Certai nleimpactefbeiefls ch exi st
from teachersdé6 philosophical and psychol ogi
(Richardson, 1996, Raths, 2003), producing potentially dismissive attitudes

(Wilson and Wineburg, 1988, Phillips, 1996), fostering post-modern superiority
(Fenstermanter, 1996), developing a, 6practi
impacting on pupil achievement (Steinberg et al 1985, Kyles and Olafson, 2008)

and potentially producing negative attitudes to reform. The research findings

are highly suggestive that these philosophical and psychological viewpoints,

which may be encompassed under the term worldview, are in fact very

significant in terms of impacting on teacher efficaciousness.

(8x8A8 4AAAEAOOCS AAI EAZEZO COEAEI ¢ AAOEITO

A key proponent in the important role that
teaching is Richardson (1994, 1996, and 2003). She contends that:

Attitudesand bel i efs are i mportant concepts i
thought processes, classroom practices, change, and learning to teach
(1996:102).

Her main concern, as with Kagan (1992), S

discusses the knowledge, beliefs and attitudes necessary to become an
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effective teacher. A key area for Richardson is the interrelationship between

belief and action:

Beliefs are thought to drive actions; however, experiences and reflection
on action may lead to changes in and/or additions to beliefs (1996:104).

She concludes her overview of the current research (up until 1996) into
teachersdé attitudes and beliefs by stating

and practice the relationship between the two is complex:

While empirical work has been conducted that links beliefs to practices,
we cannot assume that all changes in beliefs translate into changes in
practices (1996:115).

Shecallsf or further research that moves beyond
focuses on teacherso actions and pupils dev
partly due to her concern with the difficulties of changing preservice teacher

beliefs and the complexity of the relationship itself, rather than a rejection of the

i mpact of teachersdé beliefs on their teachi
teacher belief could support many different practices (1996) or even that the

teacher may hold contradictory views to their actual action. However, | would

contend that empirical work demonstrates the existence of a relationship

bet ween teacherso6é beliefs and teaching prac
understand aspects of their beliefs, or worldviews, may be crucial in impacting

their efficacy.

(8x8A8 4AAAEAO00CS AATEAZEZO AT A POPEI AAEEAOAI
The possible relationship between teacherso
been investigated in the field of mathematics. Steinberg et al (1985) examined

four new secondary school teachers with differing levels of mathematics and the

way they taught. They discovered a relationship between greater knowledge of

mathematics and, for example, the use of more conceptual teaching strategies

and the ability to engage pupils in problem solving. Confidence in their own

ability to succeed in the subject correlated with a greater degree of conceptual

teaching 1 a connection recognised by others in the field (Fujita and Jones,

2006, and Ball et al, 2005). Confidence in terms of beliefs about oneself is a key

aspect of individualsd worldviewsdn that | mpa
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subject knowledge may impact teaching and pupil achievement. In accordance

with this Peterson et al (1989) discovered that teachers with a more cognitive

perspective taught more word problems and their students did better on

achievement tests than those who taught with a less cognitive perspective.

Thus teachersd beliefs wevements €yestand o | mpact
Olafson6 €2008)r esearch into teachersodé beliefs and
need for teachers to challenge their beliefs in terms of their possible bias

towards pupils from diverse backgrounds. Building on the work of Rosenthal

and Jacobsen (1974), Alderman, (1999) and Pang and Sablan (1998) they call

for teachers to review their beliefs in order to provide an equitable learning

environment:

If a teacher has high expectations for her or his students, the students will
have high achieve me nt , but a teacheroés | ow expec
achievement from some students. Given th
beliefs, expectations for their students, and their sense of efficacy for
teaching diverse learners, it seems critical for preservice teachers to

qguestion and challenge their own beliefs (Kyles and Olafson, 2008:504).

Recognition of the dangers of the possible
concerning diversityon pupilsé achi evement has influenced t
t eac her s 6,whithaall hraeachers to set high expectations for all

pupils (DfES, 2013). Therefore demonstrating that at Government level this

relationship carries weight and that recognition of possible bias needs

examination.

The role of t e addmnatiosd pupile belieésfis anothen arda bfe

possible impact and one which Richardson contends is crucial:

Teaching has to do, in part at least with the formation of beliefs, and that
means it has to do not simply with what we shall believe but with how we
shall believe it. Teaching is an activity which has to do, among other
things, with the modification and formation of belief systems (Richardson,
2003:48)
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Theref ore t eacheraspartdthd proeessof ewluton of theg n
p u p ibdlied ystems. If true, this highlights a major power role that needs
careful understanding and consideration on the part of teachers and
governments. This will be a key consideration in examining the formation of

worldviews.

¢ 8x8A8 4 AAAdaddcdgdpdtenfallyl dSmisEic atbtades

Although concerned with teaching History, rather than RE, Wilson and

Wineburgb €1988)study provi des some insight into tea:
they called lenses, and the possible impact these may have on their teaching

practice. They examined four new teachers who viewed history from very

different lenses: anthropological, international relations and politics, American

studies and American history. Their varied backgrounds strongly affected their
teaching practice not only instructionally but additionally in subject rationale.

Differing conceptions impacted their views of dhe role of factual
knowledge, the place of interpretation, the significance of chronology and

continuity, and the meaning of causation in historyd ( 1988 : 52 7))

Wil son and Wi nwolkissignificant ih dethé&rating the
importance of recognising that teachers have lenses with which they view their
subject and which impact the way they teach. For example, the role of fact in
history is pertinent to this research: in terms of what they know to be true. The
political science student felt that history and fact were synonymous. The
American studies student recognised that there may be alternative ways of
looking at the facts but that the essence of history was accumulation of facts.
He did acknowledge the possibility of missing facts in recorded history with the
bias towards great white men. The history student viewed facts as part of the
narrative of history woven together into themes and questions. The
anthropology student focused on artefacts and what their evidence
demonstrated with a degree of certainty. Thus they viewed facts and
knowledge of history differently and therefore taught the subject differently

which may have influenced t heir pupilsd concepts of the

The only lens Wilson and Wineburg (1988) acknowledge is the lens of the
teacher® initial undergraduate degree so, whilst helpful in acknowledging the

role of lenses, is limited in terms of examining and identifying lenses. Within
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any discipline there may be many different lenses worn by individual students
dependent on a range of possible factors: own school experience of the subject,
exposure to other views, religious views, personal interest, family or community

views of the subject, or even media portrayal of the subject.

The i mpact on pupils was only subtly menti o
Cathy6 ,santhropological approach to teaching. When questioned about China,

Cathy stated that governments would not spend money on infrastructure whilst

their population starved. Yet the Chinese government continued nuclear

pursuits amid abject poverty (Wilson and Wineburg, 1988) and the Ethiopian

government spent $200 million on the 10 year anniversary celebrations of the

Marxist coup during an extreme famine (New York Times, 1984). Thus the

lenses with which they taught the subject were potentially damaging to pupils.

Her (Cathyds) generic appri@aaeanh was only
places, almost certainly incorrect (Wilson and Wineburg, 1988:532)

| would contend that this demonstrates the powerful influence of her own

worldview in judging others by her own standards i the belief that governments

act in the best interests of their citizens: she would not spend money on nuclear

development or anniversary celebrations if people were starving under her

control so assumes that no one else would. However, she needs to realise the
potential danger to her teaching practice a
herworldvi ews t o explain another ,forhmatithei dual 6s
norm by which she assesses everyone else assuming that all will adhere to her

code of conduct. This is a prime example of the need to identify these

worldviews and acknowledge that others may well have very different

worldviews with which she may or may not concur.
The parallels with RE are significant. Wilson and Wineburg conclude:

The teachers66 | ack of subject knowledge about |

abilitytolearnandunderstand new subject .matterd (198

A key concern for non-specialist RE teachers, as highlighted in Chapter One, is
their lack of confidence due to lack of subject knowledge. Additionally, differing
beliefs about religion(s) may impact their RE teaching. Wi | son and Wi nebur
(1988) research found the lack of subject knowledge was not primarily
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concerned with knowledge of facts but knowledge of the discipline. This leads
Wil son and Wineburg to conclude that there
knowingdhaandheir role, as teacher educat or s
an awareness of different ways of knowingd
research actwually highlights not different
worl dvi ews on angpreesteeas the epistemblegeat differences

between them impacted their teaching.

A further concern with worldviews is that without recognition teachers can
develop dismissive attitudes to new methods, practice or theory that does not fit
with their individual worldviews (Phillips, 1996). Phillips, writing from an
Educational Psychologist perspective, draws attention to the powerful role of

i ndividual sé6 worldviews. He argues for:

caution in dismissing (in the name sSo0 sc
own, especially when those models and metaphors embody different

major assumptions about the nature of human phenomena (1996:1017).

¢8x8 A8 4AAAEAOOS6 AAITEAEO AT A A DPOAAOEAAI EC
The practice of dismissing matemdcads t hat co
with what Doyle and Pondner (,WRei®w call ed t
curricular interventions or initiatives or educational strategies are assessed for

practicability and if found wanting are rejected. In a country where education is

constantly being transformed with new approaches such as the introduction of

the National Curriculum (1988, and later revisions 2014, 2016), the Literacy and

Numeracy hour in 1988, SATSs testing in 1990, synthetic phonics, possible

rejection due to practicality ethic is surely a crucial consideration. Raths and

Mc Annich (2003) conclude that wunderstanding
the development, and for the success, of any education system. Their concern

is primarily with teacher training students and the possibility of changing their

views to fit with the accepted current views on theories of learning. However,

their work bears relation to teachers in general when they ask what beliefs

should teachers teach, who dedciiedessd ?t h(i2s0O 0a3n d
iX). Their questions relate again to the issue of power in defining knowledge or

beliefs and the dominance of acceptable worldviews.
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The i mpact of t e awmdthedolsgy with eHich tady snplementt h e

their teaching has been studied by Grossman (1989). Her study of English

teachers found that their own personal orientation to the subject impacted their

teaching. One teacher who loved the text and texture of language focused her

teaching on powerful passages in literature. However, the second teacher liked

to read texts to elicit pupilsd responses a
concluded that their very different orientation affected their methodology. To

ensure their pupils were prepared for future testing | assume that both teachers

would have to teach from the other orientation. For example the second

teacherd pupils will need to understand the power of language and the first

teacher® pupils will need to articulate the power of literature to speak about the

human condition. Yet this research does reveal a teacher® natural tendency to

teach the subject in the way that most appeals or makes sense to them. This

accords with their worldview as to the purpose and nature of their subject.

Richardson et al (1991) conducted research into teacher beliefs in teaching

reading comprehension. From their investig
guestionnaires and interviews, they were accurately able to predict how the

teachers taught reading comprehension.

These studies demonstratet he si gni fi cant i mpact of teacl
teaching methodology. The available research findings led Carter (1990) to

concludethato di f f er e n c edisciplimary knevadedde,ebackground,

experiences, and orientations have a significant impact on how teachers

organise instruction and represent the subs
(p306). Mor e recently Mansour 6s (200G&joundor k wi t
similar correlation. His work is pertinent for this research in that the

examination into personal religious beliefs of individual teachers moves beyond

simply belief about subject matter to include a broader spectrum of beliefs.
2.7.9. Teachedd x1 Ol AOEAxO EI Al OAET ¢ DPAOOI T Al OAIE

Within science education researchers assess
worldviews may have on their teaching. Whilst being a different subject with
different rationale and pedagogy to RE there are some parallels T such as the

use of hypothesis and the enquiry approach. Science, as with RE, involves
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teaching controversial issues or contested theories, such as euthanasia,

cloning, use of pesticides, that may be opp
personal views. Research findings from the field of science education may help

to see where worldviews can be identified as impacting teaching practice. From

the perspective of possible tensions between science and religious beliefs the

contexts in which scientific concepts are presented to students may be strongly

i nfluenced by the teachersoé beliefs or worl
Mansour (2008) conducted research with 10 Egyptian teachers including

guestionnaires and classroom observations to ascertain the extent to which

teachersdé classroom practices were affected
science was viewed as a means of providing a better understanding of the

creation of Allah and they believed that they were encouraged by their faith to

pursuek nowl edge. Rel i gi on aisseenianthepliimatei cul ar 1
authority. Therefore if scientific findings seemed to be different to the teaching

of the Qurdan then it was incumbent on the
Some teachers attempted to shape s t u d attittide i line with their own

religious viewpoint whereas others tried to remain objective and listen to all

views. Science lessons began with citing verses they viewed as appropriate

from the Qurdan. Maesaacher 20PRB, f demd vielda f
values and instruction in their faith, shaped their teaching methods. He

concluded that teachers additionally o6hol d
of science, the individual students, teaching and learning science, the nature of

the discipline they teach, the social context in which they work and the

constraint they have to deal withdéd (2008: 16
Sextonbés research (2004), teachersd were no
experience but actually active participants in interpreting these experiences.

This was demonstrated by the idiosyncratic
to the same event i multiple perspectives. His study indicated some very clear

findings of the impact on teaching practice ofte ac her sd PRB. However ,
research was conducted solely with Muslim teachers in an Islamic country and

some would question the validity of adapting the findings from this to non-

religious teachers. However, theyinference
well impact the way in which teachers would promote material that is not
Oobjectived. It would be interesting to rep

cultural context with Muslim and non-Muslim teachers.
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Mansour (2008) added to the debate on worldviews and science education by
the delineation between religious beliefs and PRB. He acknowledges the

dynamic nature of identity and the key role that culture and experience play in
the formation of identity, see figure 3. The next step is to examine literature on

the origins of worldviews and how they may evolve dynamically.

Teachers’ social context

Teache
educatic

N

> Teacher experiences

Interpretation

*

Teacher

Knowledge 5 .
«—p | Teacher pedagogical < p  identity
Framework for action
Teacher practices
Figure3.¢ SI OKSNEQ tw. ® alyaz2dz2NJ 6unmno
2.8. The origins and evolution of worldviews
I n attempting to identify an individual 6s

the complex nature of worldviews, their origins and evolution. This is

particularly relevant for RE teachers as secular worldviews are included in

locally agreed syllabuses alongside religions (DfE, 2004:25,28,29). Van der

Kooij et al (2013) note that the personal worldviews of people identifying with an
organised worldview are often very diverse and thatt her e i s not Ot he
or Ot he wBrlddedlarid gheréfore teachers need to investigate those
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differences (2013:223). To complicate matters further for RE teachers debate

exists as to what actually constitutes a worldview (Naugle, 2002, Sire, 2004,

Valk, 2009, van der Kooij et al, 2013)*8. In order to understand this concept

further Valkés (2009) worldview framewor k w
Kooijbos (2013) delineation between personal

al s (2007) work on the dynamic nature of w

In an attempt to facilitate his students understanding of worldviews, Valk (2009)
created a worldview framework which contained 5 key areas: personal identity,
ultimate questions, worldview dimensions, epistemological/ontological,
primary/secondary values. For each area he provides a range of key

components:

Framework Components

Worldview Dimensions | Mythos: Stories, Narratives, Scriptures, Sacred texts

L ogos: Teachings

Ethikos: Ethical moral principles

Rituals, Symbols

Communitas: Social Communal Gatherings

Ekstasis: Expenential

Figured. Valk, J(201(a)

18 Naugle (2002) provides a useful historical overview of the development of the term, as discussed in
Chapter One. Investigations have been conductéal the use of the worldview concept by authors
such as studies of Kreiter (2007) and Basso (2012)
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Secular worldviews Religious worldviews
Consumer Exclusive Spirituality’s Monotheism
capitalism Humanism
Consumerism Individualism Buddhism Judaism
Capitalism Humanism Hinduism Christianity
- Rationalism Taoism Islam
Materialism
Scientism Confucianism
Atheism Ecological
. . Spirituali
Environmentalism P ty
Indigenous
Spirituality

Figureb. Valk, J(201()

The framework provided the structure of his course on worldviews, students

were assessed on their ability to construct their worldview relating to the module

content.

ncl u

Val (2009) framewor k i

religious Greek terminology in the worldview dimensions aspect of the tool

Objections to k6s
(Scullion, 2005).1° Whilst providing a general framework which individuals can
use, caution is needed in not compartmentalising individuals, as van der Kooij
highlights (2013)?°. His model additionally has no allowance for the dynamic
nature of worldviews and he has delivered a product that is static and very

systematic.

The ultimate questions, which Valk (2009) identifies, align with Sire6 s ( 200 4)

seven elements of worldviews (2004). His seven elements for worldviews

19 Whilst Scullion (2005) is concerned with the misappropriation of Greek religious terms to describe

pagan practises this objection may be valid againstt¥alk F NI YSg2NJ] @G22f Ay SYLX 28AYy

terminology to describe noreligious worldviews.

20+ y RSNIY22A2 SO Ftf 6HnmMo0O R?2

worldviews cautioning against over compartmentalisation ofvitiials.
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assess existential questions: such as what is the nature of the world around us

and what happens when peopledie? The o6 ul t i madrethegqnose st i ons o
uni ver sal and strongest aspect of Val kodés fr
the ontological and epistemological aspects of worldviews. Additionally these

inform ethical and moral principles of different worldviews and the stories of the

worldviews enhance or reinforce the answers to those ultimate questions. The

justice system, which the community creates, education and the media provide

further reinforcement. However, van der Kooij et al (2013) claim that this is

insufficient to identify worldviews. Yet surely it is a start at enabling an individual

to see, from their answers, aspects of their own worldviews?

Van der Kooij et al (2013) add a further dimension in drawing key distinctions

between ¢personaléworldviews, with norms, values, ideals and practices, and
@rganisedéworldviews?!. These personal worldviews can be based on an

organised religious worldview but can be eclectic and idiosyncratic. Indeed, he

borrows the term O b-kteger(@00®.udrisolagedisr om Her vi eu
described as a 6émi shmashd of ideas, symbol s
traditions which moulded together to construct a personal religious profile

(2013:213-214). They challenge the debate on definitions of worldview and

examine elements of worldviews in an attempt to find consensus to form

0 o r g abGworldviewls (2013:214). They propose four elements: existential

guestions and beliefs, influences of worldview on thinking and acting, moral

values and meaning giving in life. His four elements seem to ignore the fact that

influence of a worldview is hardly an element of a worldview but an outworking

or product of a worldview. Moralvaluesof a o6good | ifed also sur
the answers to the existential questions? Meaning giving in life seems naturally

to flow on from the answers to those significant existential questions. Van der

Kooij et al (2013) do caution that if a tea
aversion to certain worldviews dominate their teaching this will interfere with the

p u p ilearrsng about and reflecting on these worldviews (2013:225). This is

why it is vital that teachers identify their worldviews so they can be aware of any

bias and address that before teaching a lesson. Eradication of bias is

impossible but | would contend that illuminating bias or preconceptions is

feasible and desirable. Possibly as they prepare, teach and evaluate their RE

22 KAt ald y20 NB2SOGAy3a +xFt1Qa Y2RSt +Fy RSNIY22Aae Si
explicit.
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lessons, and learn new subject material, aversion to what they learn arises and

therefore needs addressing.

To include non-religious worldviews in RE legitimises their existence and allows
for recognition of the benefit in teachers understanding the worldviews they
possess. Valk (2009) would agree with the move to teach worldviews in RE as

he argues for the benefits in broadening the discussion to encompass all views:

The use of the term worldview, rather than exclusively religion, might
enhance dialogue, broaden the discussion and expand the parameters to
create a more level playing field (Valk, 2009:1).

Yet, Copley (2012) warns against the secularisation of RE with the danger of a
more sociological approach watering down RE. However, recognition that no
one has a O6neutral é worl dvi Revelliad cr uci
Walters (2010) conducted research into the objectivity and professionalism of
student RE teachers. Significantly for this research their sample,184 student
teachers, included those who were training to be RE specialists in primary and
secondary schools. They initially interviewed Christian students but extended
this to non-Christian students as well to provide comparative data (2010:10).
They found key differences between the Christian and non-Christian RE
teachers. Whilst the majority of Christian student RE teachers believed that
sharing their faith with pupils was problematic, the majority of agnostic or

atheistic students believed that sharing their lack of belief could be positive:

Not only do many Christian students believe they may be acting
unprofessionally if they do this (acknowledge their faith in the classroom),
their agnostic or atheist peers not only agree with them but assume that

the sharing of their own beliefs is not problematic (2010:29).

This difference seemed to stem from the idea that those who were non-
Christians thought that they had no belief system. Revell and Walters (2010:26-
27) recommended that agnosticism and atheism be seen as identifiable belief

systems rather than a neutral stance.
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Students were unaware that their own beliefs and values in relation to

personal faith constituted a belief or position in any way. It was as though

the absence of religious belief did not constitute a belief (2010:27).

In their later work Bryan and Revell (2011) examined the ambiguities of the

objectivity of teachers and concluded that far from neutral positions each

teacher is a product of their own background, experiences, faith and education.

They noted that the rationale of neutrality stemmed from the fact that these

teachers belonged to the current dominant secular worldview in the UK:

The pervasiveness of a secular paradigm coupled with a performative
culture within education generates a culture whose secular norms

characterise all mores within teaching (Bryan and Revell, 2011:407).

The existence of these secular norms needs recognition both to challenge

claims of neutrality and to aid worldview communication. The issue of neutrality

has been challenged by Hurd (2008)

the politics of secularism acknowledges the powerful role that the beliefs, values

and principles of secularism play in political decision making, particularly in

international policy. Val k (2009) empl oys Hur dods
public sphere is not neutral despite attempts to label it as such. He called for
predominant views to be identified and their influential roles to be recognised:

People and entities continue to be shaped if not driven by views that may

contrast or oppose religious ones. These too much be accounted for, if

not identified and described, as having great import in the public square

(Valk, 2009:4).
If the public sphere, including the education system, is not neutral then
individual teachers need to be aware of the worldviews that impact them and
their teaching. This is particularly pertinent, and perhaps harder to identify, if

their worldview adheres to the secular norms of the society in which they live.

2.9. The dynamic nature of worldviews

I n contrast to Valkdéds (2009) fixed
contend that worldviews are in fact dynamic and evolving: as meanings are
formulated within cultural contexts behaviour and values are passed on from

generation to generation. Aerts et al (2007) assert that:
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worldview construction is always connected to a culture in which
dneaningsoare circulated, types of behaviour are passed from generation
to generationéThe materi al used to const
inner experience and our practical dealings with things, as well as from
the interpretation of history and scientific knowledge about our world
(2007:9).
Yet they stress the collective nature of worldview construction which brings into

question how individuals can collectively share inner experience to create

worldviews. Figure 6, is an attempt to replicate this dynamic process:

Expressed in

reinforces

forms /R

T

This process is cyclical but can be
impacted by a change in communit)
experiences. Externplessure can
then be placed on the community
worldview and transform it.

Figure6. Worldview evolution
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Figure 6 demonstrates the relationships between institutions, such as education

and legal systems,ast he expression of the communityos

re-enforcer of those views.

Aerts et al note that @vorldviews are not fixed images or copies of the worldd
(2007:9) they are not static or simple and are impacted by changing
environments. They claim that @ worldview will always be a fragile systemd
(2007:10) as it evolves and is impacted by scientific discoveries which
worldviews may sometimes coincide with, generalise from or critically reject.
These discoveries may undoubtedly challenge worldviews but Aerts et al have
not established how fragile a worldview is. Worldviews may contain core and
peripheral views, some more malleable or more resistant to change than others.
Fragility implies weakness and views only loosely held. How does this sit with
views that are tightly held but which may gradually change? Is the fragility and
possibility of destruction dependent on a powerful external force, such as

invasion, civil war, illness or famine?

The primary goal for Aerts et al (2007) was to provide an interdisciplinary

methodology for worldview construction not to examine the fragility or evolution

of worldviews. They ai theanformedpubioe(ehd)feelh e needs

intellectually, ethically and politically losté ( 2 0 0 7 : Vphilsetliep recegnise
the vastness of their project, interestingly their countries of work are limited to
Belgium, the Netherlands and Germany, Their work displays therefore a
European viewpoint. Indeed their work certainly portrays significant influence
from scientific rationalism. To have included examples from a wider range of

countries may have produced different findings.

Within the context of education Cantl eds
cohesion in the UK is informative. With his intercultural expertise he

acknowledges the multifaceted nature of worldviews and provides a description

of an identity or worldview as @ynamicéand shaped by promotions of unity and
belonging: a more positive and empowering one than the fragility which Aerts et

al suggest (2007).
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Further assistance in grappling with the dynamic aspect of worldviews is Hurd6 s

(2008) work on secularism, in her investigations into the role of worldviews in

US International relations. She cites LeVue and Salvatore6 theory that due to

the very nat ur e thiswill rémain dymamigasit ives@rndt i on 6

breathes through life experience:

The most dynamic core of a tradit.

or established institutions but rather in the anthropologically and
sociologically more complex | evel
more institutionally grounded levels yet is nurtured by social practice
(2008:4).

Thus this political literature provides more recognition that worldviews are not
static, inflexible models and lends credence to the view that the
development/adaptation of worldviews is not seen as fragility but the worldview
itself is seen as a living entity able to evolve dynamically through new

experiences or changes in social, scientific or religious thought.

2.10 Worldviews and religions

These dynamic and evolving worldviews are split in much of the literature
(Walsh and Middleton, 1984, Wolters, 1985, Valk, 2009) and government policy
(DfE, 2004) into religious and non-religious worldviews. However, despite the
fact that religious identity as a form of worldview is employed by many
commentators this is problematic. Indeed, Valk& (2009) worldview identification
tool is in danger of oversimplification and compartmentalism. The framework
tool he created for identifying worldviews aimed to amalgamate current
research and thinking on worldview studies to enable his students to identify
their worldviews. Problems in defining a particular religious worldview are
evident within debates on a Christian worldview and an Islamic worldview or

indeed the myriad of groups within any religious affiliation.

Similarities can be found in arguments in both traditions. Duderija (2007), in

challenging the idea of a single Islamic worldview and in attempting to delineate
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between differing Islamic worldviews, notes the key role that the interpretation

of scripture plays in this process of differentiation. He notes that a key criterion

is 6 t ihirgerpretation of the primary sources of the Islamic weltanschauung,

namely the Quor amn00Z:34d). He reeognBSes that thésé arg

the ultimate points of reference yet battl e
hard it is to find consensus of interpretation. Indeed, calls for a return to the

Qu r 06-8ummahic legacy have aided the rise in extremism amongst

marginalised and economically disenfranchised individuals. As Duderija notes,

the call for a return a&uded@sasprihgoatdifoc |1 s| amb
furthering the ideological, political, and social agendas underpinning a particular
groupodés wor |l dvindeeddMaris@ud(RODS) \Brited of Personal

Religious Beliefs, recognising the diversity within Islam, but protecting 6 aut hent i ¢

|l slambé from being implicated in his researc

Similarly the consistent use of the terms ¢
2002:241, Jacob, 2002: 301, Macarthur, 2003, Beckwith, Craig and Moreland,

2004, Goheen and Barthlomew, 2008) or oO0Bi bl i cal worl dvi ewd
Middleton, 1984:43,44, Moseley, 2003, Brown et al, 2008) deny fundamental

variations in interpretation. The myriad of interpretations of the sacred texts

are, just as for Islam, a key to delineation between different Christian or Biblical

worldviews. Wolters (1985) claims that a Biblical worldview is when scripture is

used to provide a framework for life decisions, with implications on all areas of

life (drawing on the work of Kuyper, Bavinck, Dooyeweerd, Vollenhoven). He

wrote OCreation Regained6 (1985) from his e
philosophy to his students at the Institute of Christian studies (ICS), from 1974 i

1984. For many of his students this presented a paradigm shift which

transformed their own worldviews challenging the predominant evangelical

worldview at that time in the USA that social justice and concern for the

environment were unnecessary for Christians
fallen world. His work provided a challenge to the sacred spiritual dualism.

Wolters (1985) provided another distinct interpretation of the scriptures from the

one currently accepted as the norm in traditional evangelical circles in the US.

Rather than prove which one is the biblical worldview his work actually

demonstrates the existence of authentically held different interpretations of

scripture. Worldviews influence scriptural interpretation just as scripture
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influences worldviews. Indeed, historically the Bible has been utilised for
opposing arguments in the same debate such as slavery. Acts 17:26 and
Genesis 1:26 were two key passages used by the abolitionists, like Wilberforce,
to fight slavery. Yet Ephesians 6:5 and Titus 2:9 were used to justify slavery.
Indeed, Brinton (2006), a pastor at Fairfax Presbyterian Church in Virginia,
points out that the Bible was commandeered for support by both the North and
the South during the US Civil War. He claims that some contemporary
Americans are making the same mistake their Civil War ancestors did by
twisting the Bible to support their own battle cries. The act of reading reveals
worldview influences. Hermeneutics is employed in textual interpretation of
sacred theological texts to seek out the contextual meaning of the author(s),
original readers and future readers teaching RE. Hermeneutical tools are
therefore pertinent for approaches to teaching RE: How teachers read, interpret

and value RE.

Yet, what Wolters does helpfully do is recognise the variation in Christian
worldviews and proclaims that what he espouses is a reformational approach

which seeks to regain the significance of scripture:

We must begin by coming to terms with the fact that there are different
Christian worldviews, even within the mainstream of historic Christian
orthodoxy (1985:91 10).

He employs Calvinds metaphor of scripture a
06scripture functions as the spectacles (or
must | earn to read the worlddé (2009:310).

Just as old or bleary-eyed men and those with weak vision, if you thrust
before them a most beautiful volume, even if they recognize it to be
some sort of writing, yet can scarcely construe two words, but with the
aid of spectacles will begin to read distinctly; so Scripture, gathering up
the otherwise confused knowledge of God in our minds, having
dispersed our dullness, clearly shows us the true God (Calvin,
1536:1:6.1).
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However, even within that claim there are differentials between interpretations
of scripture, amongst those who differ on interpretation but agree on the
importance of scripture, which he does not take into account. Nevertheless,
thereexistsa range of different O&6spectaclesd thr
scripture. fa¢as oh @eatordand the Kiddadgm of God in
particular does recognise the very different interpretations of Pietists, Roman
Catholics, dispensationalists, and classical liberal Protestants (1985:641 65).
Significantly for this research he does encourage students to read the Bible
against the grain of their own tradition i recognising the importance of
identifying their own prior worldviews from life experience and accepted norms
and then trying to examine evidence from an entirely different perspective
(Wolters, 2009:313). He actively acknowledges his own background in his
attempt to address culture with Christian doctrine from a neo Calvinist
perspective. However, it is difficult to quantify if his advice was heeded by
others too or how successful it may have been. Certainly his work has been

criticised for oversimplification of theol o
of the historical recorddéd (Venema, 2012).
ot hers against, in propounding atonali ngl e ref

worldview. Indeed, in probing the similarities and differences between Calvin

and Bullinger, Campi (2012) dismisses the idea of their unanimity. He highlights

their differences in attitudes to church and state and rebuts the idea that Calvin

derived a 6dual ethicé from the distinction be
(2012: 100, fn27). To speak therefore of Ot he
to two kingdoms is itself problematic and misguided. This demonstrates the

complexity of teaching religious worldviews which many teachers are ill-

equipped to undertake.

Another key writer in this area is Kanitz (2005), who teaches at a Christian

institution in the US. She calls for teachers to recognise their own and their

studentsé pr e s up p o s iinfluencantiseir iatsrpretatioasyof scripture:

torecognise@ he presuppositions influencing their
readings of the bible, the foundational document of Christian worldview

f or mat i on 6 SHe2adkrdwledded tBe)wealth of influences on students,

claiming that without identification and consideration of these influences further

teaching will be misguided or hampered:
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Presenting a Christian Worldview without dealing with the hodgepodge of
worldviews students already possess may cause our efforts to fail.
(2005:100)

Despite the assertion of representing a Christian worldview, she does recognise
the problem in attempting to present a unified monolithic Christian worldview.
However, she claims that basic biblical principles defining Christianity itself @an
be and ar e shar e (@006:300).ahe prowdes no Issttof what s 6
these might be. Surely the presuppositions that the students bring are aspects
of their multiple worldviews which will impact on issues of doctrine, calling,

vocation and other fundamental questions of faith?

In line with this research Kanitz (2005) calls for the need for individuals to
recognise their own perspectives: liberal, conservative, literal, metaphorical,

fundamentalist or feminist. As she calls for self-examination:

Critical examination of the influences shaping their interpretation of
scripture and their Christian worldview. (2005:103)

The process of how this may be achieved is pertinent to this research and she

as ks the Whatwalt bhedhe mast effective means of finding out what

their worldviews and presuppositions are?b2o
6essay question, grShedoespwprovidkanexampejofact , et c. O
associate professor of Chemistry, at Oral Roberts University, who begins each

year by asking students to fill in a self-evaluation form with evidence of their

thinking about the relationship between science and faith which he then uses to

modify his lectures in response to the diverse perspectives within the class

(2005:107). Thus, acknowledgingt he cr uci al i mpact of an i ni

worldview on their learning.

The situation in the UK is different with less Christian institutions, but her notes
are helpful in terms of the recognition of the benefit for individuals to attempt to

unpick their own perspectives and on the recognition that these are not limited
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to their faith but have various influences from life experience, media, socio

economic background etc.

Is there one Christian worldview or Biblical worldview? There are many

contentious issues today surrounding biblical interpretation such as
homosexuality, womends role in church, abor
euthanasia etc. The following table from a National census on opinions

towards homosexuality demonstrates the division on that single topic amongst

Christians.

MNon- Mo religion
Chris tian

] o ]

Church of Roman Cther
Englandinglican Catholic Chris tian

Alwa s wrong iT jE] e i [i] 15
Mosthywrong 10 G ] T [i] T
Seomn i 5 wirondg ] B 11 4 5 T
Rarelywro ng ] 10 B T T B

Mot wrong atall 50 5T 45 e} T3 i}

Liowe ghied b ases a2z 254 587 243 1543 3245

Figure7. Attitudes to same sex relationships by religigvatCen2015)

This one topic is an example of a wide divide amongst individuals and

communities who would identify as Christians but who hold very different views.

Thereforen o consensus s e ethedChtistan eoxldvisew. Thisds t o 6
where actually it seems more beneficial to speak of a worldview that

encompasses many aspects of a personé Bfe i of which belief system is one

aspect, which may or may not influence the whole, rather than to speak, as Valk

(2009) does, of an Islamic worldview or a Christian worldview. Indeed within

the mosque in Exeter there is a visible representation of difference with women

from Azerbaijanin 6 We s t e r mithng diith &@men from Saudi Arabia

wearing Burkas. This provides a visible sign of the difference in interpretation of

the same texts and indeed different Islamic worldviews. Even writing the term
OWestern dr eisassO wh ahe snatkeetse t he dr ess O0OWest el
this is acceptable dress in Azerbaijan? Yet suitable vocabulary seems

unavailable to define the difference. There are, of course, what Ramadan

(2004: 23) denotes as Otrends of thoughtqo wi
again these cover a multitude of differences and illustrate the difficulty in

compartmentalising anyone too rigidly.
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2.11. A challenge for worldview studies

Worldview studies, despite being a study of different worldviews, often reflects
the dominant secular Western worldview in its methodology. Owusu-Ansah
(2013), writing to correct the suppression of indigenous African knowledge and
peoples by Western dominated academic circles, provides a useful summary of

recent African researchero6s |l iterature on

@According to Asante, the hallowed concepts and methods within

Western thought are inadequate to explain all of the ways of knowing
becauseuniversal ity can only be dreamed about
on truth based on specific cultural experiences. (Asante 1987:168, cited

by Owusu-Ansah, 2013:1)

In many African cultures dreams are seen as a source of knowledge in
communication with the living, the dead and the divine. Thus dreams are
needed to validate and realise knowledge within the specific range of cultural
contexts. Interestingly within the field of neurosciences over the last twenty
years an interest in the role of sleep in a number of cognitive and emotional

processes has developed (Walker, 2009).

Another key component for many African worldviews is community which
impacts all aspects of worldview. Sofor example, acquisition of knowledge is

collective and community oriented.

Central to the African worldview is the strong orientation to collective
values and harmony rooted in a collective sense of responsibility T a
6col | ec ti which acknbwiedgesthat survival of the group derives
from harmony through interdependence and interconnectedness
(Mkabela 2005; Sarong 2002; Sarpong 1991).

(Owusu-Ansah, 2013:2)

The individualistic approach therefore to worldview identification and indeed
knowledge by many Western scholars would not be appropriate in every context
or for every teacher or pupil in an RE class. The creation of a worldview is seen
by many as formed through the culture that individuals are immersed in.

Challenges occur then when individuals are immersed in multicultural societies
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or communities with a plethora of worldviews which may well contradict each

other.

2.12. Identifying worldviews

The role that differing worldviews have on an increasingly globalised and
diverse society has been examined by Vroom (2006). As people live in close
proximity but have very differing, possibly vastly divergent, worldviews
sometimes leads to conflicts arising. He proposes that the solution is dialogue
and mutual respect. The British Government has adopted a similar approach in
their call for all schools to promote fundamental British values including
tolerance and mutual respect (DfE, 2014). Vroom (2006) searches out a
methodology to yield awareness of similarities and differences among
worldviews as a dialogue for mutual understanding. The question is no longer
which view is right but rather how we can understand one another. Vroom sees
worldviews as a configuration of a community Sbasic insights which form the
basis of cultural appreciation of how life is ordered and thus sees worldview as
a necessity of the human condition which can never be neutral. This
encompasses all religions and systems of reality and is philosophical rather
than an intercultural theological stance i i.e. non confessional (his view). Rather
it provides deep insight into transcendence, humanity and the world. He sees
three types of worldviews: cosmic, acosmic and theistic. Vroom claims that the
key is not that people disagree but that th
(2006:x) so their different valuations of rationality and criteria are the issue.
This sits well with the hypothesis of this project 1 that in order to teach about
another worldview an individual must first understand their own worldview i

their own valuation of rationality.

Vroom (2006) differentiates between secular and religious, where secular
recognises no being outside of the universe. He sees worldview as a useful
overriding term encompassing religious and no religious thought without having
to compartmentalise too much. In support of this argument he cites the fact that
some large movements within Hinduism consider themselves atheist 1 with no

deity- yet for other Hindu groups their belief includes a wide realm of deities. He

86



acknowl edges the impact of individual s wor

judgment:

Our knowledge is unavoidably determined by our culture worldview.
Each judgement we make has a background in our culture and our
religion (2006:8).

These differences clearly need identification particularly as Vroom (2006) sees
dialogue as aiding identification. However, this somewhat circular argument
neglects the fact that dialogue without understanding seems difficult if not
dangerous, particularly with possible different definitions of terms or even
different rationality or criteria. This surely makes dialogue a challenge, removing
any possibility of neutrality. Who will assess difference? Difference from what?
Vroom simply suggests that people try to be as universal as possible (2006:10)
I is that even possible?

The term ¢Waom (2@06:15eclaitns, provides a nice visual but

presents a uniform idea. Yet worldviews are not uniform. He claims that

worldviews are not necessarily a coherent whole but rather a configuration of

elementsi someti mes assimilated or accommodated
(cf Piaget, 1936). Worldviews are connected to identity which may cause friction

if challenged T as this is a challenge to the essence of self??. This leads on to

another serious area of concern in that if teachers are unaware of their own

individual worldviews friction may occur in the planning, teaching or evaluating

of lessons of which they are unaware of the source and therefore unable to

challenge or assist themselves in overcoming.

¢c8pc8 2% OAAAEEI ¢ AT A ET AEOEAOAT OAAAEAC
Could the actual process of planning, teaching and evaluating RE lessons

enable teachers to identify aspects of their own worldviews? Whilst there is little

literature explicitly on worldviews and RE teaching, those which relate to this

22The connection between ethnicity and conflict throughout the world as ethnic groups respond to

perceived threats and opportunites@&St f R2 OdzYSy i SR® 22fFF yR 2Sff SNJ &
felt these perceptions are, the more they will be linked to the very survival of the group and the more
AyGSyasS gAft 0SS GKS O2yFtAO00G GKIFIG GKS& OFy LRGSYOGALl
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topic seem primarily concerned with specialist RE teachers in Secondary
schools (Everington, 2012, Revell and Walters, 2010). Much of this existing
research is focused on specialist teachers of RE, those trained in the subject to
degree level, and there is very little research on the role of non-specialists
teachers of RE. Relevant literature includes the interpretive approach to
teaching RE (Jackson, 1997), the life history of the teacher (Sikes and
Everington, 2004), the professional identity and personal knowledge of the
teacher (Sikes and Everington, 2003 and Everington, 2012) and the
professional knowledge of the teacher (Freathy et al, 2016). Thus correlating
with the differentiated areas of teacher knowledge identified in the first section
of this literature review i a codified body of professional knowledge (Schulman,
1987, Tom and Valli, 1990).

There is a dearth of literature on primary teachers teaching RE, particularly
those with no specific training in RE (with the notable exception of Revell and
Walters, 2010). Revell and Walters (2010) and Bryan and Revell6 §2011)
research into the possible objectivity of teachers in the RE classroom has

already been mentioned.

2.13.a. Reflexive RE teaching

Navigating the quagmire of RE is a challenge for any teacher as the subject has
moved away from Rl to RE and from studying one faith to many different faiths.
With the introduction of other religious traditions differing approaches have
evolved such as the experientialist approach, providing pupils with experiences
to enable them to understand religions (Hammond et al, 1990), the relativist
approach, which focuses on similarities, tolerance and mutual respect, and the
interpretive approach (Jackson, 1997). Challenges exist with each approach.
Critics point out the flaws in comparing student experimental experience in an
RE class with the religious experience of
Additionally, reducing RE to multicultural dialogue without discussion of
religious truth claims is in danger of negating the subject itself (Wright, 2006).

The interpretive approach, championed by Jackson (1997, 2007), introduced
reflexivity into RE. The Warwick RE Project designed curriculum materials to
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enable teachers and pupils to employ the interpretive approach (Jackson and
O6Grady, 2007) . T h 8cal peflectipnantotthe feachingofd uced cr i
RE not only as the pupils critically reflected about religions but also about

themselves:

Pedagogically, the approach develops skills of interpretation and
provides opportunities for critical reflection in which pupils make a
constructive critique of the material studied at a distance, re-assess their
understanding of their own way of life in the light of their studies and

review their own methods of learning (2007:182).

RE, they claim should, involve representation, interpretation and reflexivity
(2007:196). This reflexive process between religious traditions and the pupils

own ideas finds support in empirical studies:

From O6et hnographic research on childrené
1993; Neshitt, 2004), action research (Jackson, 2004:1 0 3f f ; OO0 Gr ady,
2003, 2005b), dialogical approaches to religious education (Ipgrave,

1998, 2002, 2003; Jackson, 2004) or other areas including research into

religious education and special needs (Jackson, 2004)6(Jackson and

O6Grady, 2007:196)

This provides supportive empirical evidence that the same reflexive process

may be beneficial for teachers. | would question the extent to which teachers

can enable pupils to achieve this degree of reflexive processing without

undertaking t he process themselves. However, Jac
is not with teachers but with RE pupils. They do note the limitations of their

work in terms of successful classroom practice:

Our lack is not of good theory but of detailed description of successful

classroom pedagogy informed by good theory (2007:197).

They sought to address this lack through the establishment of an action
research community of practice. Focusing on the worldviews of the teachers

may prove beneficial in that community of practice.
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2.13.b.Life History of an RE Teacher

The life history of RE teachers has been examined by Sikes and Everington

(2003,2004) . Whi |l st their concern is primarily \
professional identity, rather than worldviews specifically, their work does provide

i nsight into this aspect ofthejisttesstheeacher so6 w

t e a ¢ meed t® anderstand self:

Since RE is fundamentally concerned with the development of the self,
socially, morally and spiritually (SCAA, 1994), it seems particularly
surprising that researchers appear to have neglected the self-
development of RE teachers themselves (Sikes and Everington,
2004:23).

Not all would agree with this statement in terms of the fundamental concern of
RE as being self-development. Yet the premise here is the connection between
what is asked of the pupils and their teachers: teachers should develop in the
way in which pupils are being asked to. Part of the self-development of teachers

could entail self-understanding.

Si kes and Everingtonds (2004) methodol ogy i
their attempt to engage reflexively with their participants. Their concern to

promote | ife history as erceianns to study te
acknowledges the challenges for researchers in moulding their research to

adhere to their own assumptions rather than reflexively acknowledging bias and
presuppositions. Sikes and Everington allow the teachers, within unstructured

interviews, to retell their stories (2004:25). These are then considered in the

light of ideologies about education, RE and schools. Their research was

conducted with 13 secondary RE PGCE students with differing personal

religious views. Themes emerged including multi-faith dialogue as a key

interaction between professional and personal self:
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for many of our informants multi-faith work has played an important role
in the construction of a professional self that is acceptable to, and
compatible with, the personal self (2004:29).

This seems to stem from the challenges of the negative perceptions of an RE
teacher not only from pupils but from wider society where religions are often
viewed negatively and therefore RE teachers may feel tainted by association i

this situation is more relevant to Secondary than Primary Education.

C8poc8A8 2% 4AAAEAOOSE 0AOOITTAT , EEA +11 x1 AAC
Further research into RE teachBvermgiod knowl edg
(2012)r esear ched teacher s o6 .Shepostoautdhe neglect e kn o wl
of RE specific research on teacher effectiveness or RE teachersoprofessional

lives (2012:344). Whilst her research is conducted with secondary RE teaching,

her work demonstrates the potential benefits and dangers of teachers

employing their own life experience within their RE teaching. Dangers of

teacher influence are even greater with younger children at the primary level but

the use of teacher knowledge to explain concepts seems a simple yet beneficial

strategy. She differentiates between two categories of knowledge: knowledge

with a strong factual element but based on personal experience and knowledge

with a strong experiential dimension but including factual knowledge

(2012:346) . The primary concern seems to create

personal and professional identities (2012:352), between the pupils and their

teacher and between the personal life knowledge of the pupils (possibly

predominantly secular worldview) and the religions studied in RE (2012:349).

Recognition of what has helped teachers to understand and make sense of new

information or concepts was seen to assist in their teaching. For example one

teacher found the illustration of a sunset aided their understanding of the

numinous which then helped their pupils (2012:348). This self-understanding

has therefore, according to her participants, had a beneficial impact on their RE

teaching. Thus this literature assists in making the connection between teachers

recognising aspects of their own worldviews and this knowledge enabling their

teaching to become more effective. Further research in this area is needed to

ascertain the extent of that connection and how to enable teachers to facilitate

this in their teaching of RE.
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The Professional knowledge of RE teachers has been investigated by Freathy
et al (2014) through a systematic methodological approach with journals,
articles, textbooks and reports. Their comparative study between Germany and
the UK faces challenges of differentials not only due to dissimilar teacher
training practices but between multi-faith and denominational approaches to RE
teaching. Their primary concern was the history of the professionalization of RE
teachers in the two contexts: professionalism was seen to entail a familiarity

with a professional body of knowledge:

the self-reflective nature of being a professional makes it likely that
knowledge about the processes of, and factors influencing,
professionalization could form a useful part of the body of knowledge
required by RE professionals (2014:226).

They subdivide professional knowledge into five categories, reminiscent of

Schul manés (1987) c¢ o mppeafib@mmentiknowledgel st : Subj e
Knowledge of subject-specific pedagogical methods, Orientative knowledge,

Generic pedagogical and psychological knowledge, Professional identity, role

and responsibilities (2014:229). Their initial case study usefully charts the

developments in both countries in each of these professional knowledge areas

(2014:233) which perhaps unsurprisingly mirrors the history of religion and the

development of educational theories within each country. As they look through

this view of professionalism, defined in their five categories, and examine the

data from the post war years, the evidence 6 c |l ear |y r ednl ects t he di
traditions and recent ecclesiastical and educational histories of RE in each

nat i(2014:@36). Whilst helpful to see the development of professionalism

amongst RE teaching and teacher education, caution is needed with the

imposition of current worldviews with all the benefit of development in research

into pedagogy, practices, cognition etc which were unavailable in 1945.

For many teachers, teacher trainers and inspectors of RE, this lack of

professional knowledge is a current and not merely historic problem:
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The teaching of RE in primary schools was not good enough because of
weaknesses in teachers understanding of the subject, a lack of emphasis
on subject knowledge, poor and fragmented curriculum planning, very
weak assessment, ineffective monitoring and teachers limited access to
effective training (Ofsted, 2013:5).

To assist with this gap particularly in primary schools is a challenge which this

project aims to address.

2.14. How can Teachers identify aspects of their individual
worldviews?

In attempting to help teachers identify aspects of their own worldviews | will

draw on Merizowbés (2000) o6édisorienting dile
values. Within the literature there exists some attempts to facilitate this type of

excavation which employ a range of tools: photographs (Davis and Stockall

2011), metaphor (Thomas and Beauchamp, 2011), questionnaires (Schraw and

Olafson, 2002:261-275), written reflection on travel overseas (Kanning, 2008,

Chen and Huang, 2017), autobiographical reflections (Kyles and Olafson,

2008)) and vignettes (Joram, 2007:123-135). The measurement strategies of

the tools often reflect the goal of the research, which is to be expected, but as

Schraw (2013:3) points out this makes comparison problematic.

The strengths and weaknesses of each attempt will be analysed in order to

inform this research. For example Kanitz (2008) and Kyles and Olafson (2008)

employed written reflectionto identfya s pect s of teachersd worl d
there is a danger that reflection without understanding can merely reinforce bias

or misunderstandings rather than unearth or
worldviews particularly when aspects of their individual worldviews may be

buried deep in their subconscious. A more significant process may help

facilitate a greater depth of self-meta-awareness (Finlay, 2002:209) than a

simple writing exercise.

To further this process,| i t er ature on identiidrldveast i on of
will be examined through worldviews and experience overseas (Kanning, 2008,

Karaman and Tochon, 2010, Chen and Huang, 2017), experience of
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multicultural field trips (Lastrapes and Negishi, 2011) and photography as an

elicitation method (Davis and Stockall, 2011). This literature demonstrates the
challenges in attempting to identify aspect
this does demonstrate the need for a workable model to enable teachers to

identify aspects of their own worldviews to facilitate more effective RE teaching.

2.15. Identifying Worldviews through experience overseas

Observation of difference, one might assume, would lead to greater self-

awareness, or worldview consciousness, and greater consciousness of the

worldviews of others. Transformational learning, developed by Mezirow (1978,

1996, 2000) alongside Kol bébés (1984) experie
assumption. Mezirow asserts a transformational theory which concludes that an

i ndividual 6s bel i efisbrmadthdoughdidcauses can be t

our acquired frames of reference and the beliefs and values that they
endorse may be transformed through critical reflection on one's
assumptions and the resulting interpretations validated through discourse
(1996:162).

He expands this by highlighting the impact of conflict or challenge:

When the meaning of what is communicated to us is problematic or
contested, we explore the meanings--assumptions, implications, action
consequences--made by others. We engage in a dialectical process of
discourse to share the experiences of others across differences. The
more diverse the differences, the broader and more potentially valuable

the experience brought to bear (1996:237).

The i ssue of conflict or o®halilsemge,graeaddi so
significance for Mezirow and the key element is one of a dialectical process.

Critics, such as, Pietrykowski (1996) claim that transformational learning may

not produce the intended learning objective of the educator. Yet, as Merizow

(1996b) points out, this depends on your worldview of the role of education i

i ndoctrination of the adult educatorsdé bel]

reflect critically?
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The dialectic process that Merizow identifies is key for this research in that mere
observation of difference is not enough for this process of transformation to
occur but rather a discourse needs to take place. This research was concerned
to discover if observation of difference contributed towards transformation of
self and if this enabled greater understanding of self and others. Indeed,
Kanningds (2008) doctor al research examined
transformational learning experience, and worldviews. He was primarily
concerned with the influence of backpackingtravelon an i ndi vi dual 6s p
and real lifestyle transformations rather than consciousness of their own
worldviews specifically. However, he did conclude that the participantso
experience did impact their understanding of their own worldviews:
throughawar eness of ot hersdé worldviews the p
conscious of their own worldviews through exposure to similarities and
differences (2008:iii).

He wanted to see whether travel broadened potentially ethnocentric views.

d&thnocentricity is deemed a combination of ignorance and arrogance identified

with and reflecting a nmestydied22 nwdividdald vi ewd (20
from the age of 20 to mid-40s with a range of educational and professional

experience. All had extensive experience travelling which means that he was

unable to comment on initial differences that they had experienced but only on

reflection from many experiences. Different results may have been produced

by examining a group of individual sdé pre an

experience overseas.

Freedom was identified as a core concept but not defined from different
perspectives merely the product of the backpackers own worldviews i freedom
meant no ties, financial or familial. The overriding assumption was that those
who did have families or jobs were not free. But had they not freely chosen to
enjoy comfortable life at home with a family and perhaps a satisfying job?
Perhaps, rather, this is an illustration of the imposition of their own worldview

and value on to others and finding their own views to be paramount.

The participants identified backpacking as a way to reveal their own worldviews:
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In order to understand the institutions, their influence on worldviews, and

their ability to contain them, participants indicated there was a necessity

to step outside of oneds society and vi e
another standpoint and backpacking was identified as one way of doing
it (2008:193).
The ability to step outside of oneds own so
another 6s perspective is a noble idea but how

be aware of the influence of their own society or views are not clear. However,

one participant saw travel as a means to challenge the predominant view that

America is the greatest country in the world. He was highly aware of this aspect

of his worldview and found that interaction with other cultures challenged that

view. Dialogue, they deemed, had developed their own ability to see their

worldviews and understand the worldviews of others (2008:186-187). However,

this may not necessarily be a natural progression for all who travel and the

experience may reinforce prejudice rather than challenge. Additionally, the form

of travel which he investigated was backpacking which could provide a greater
experience of ever ydholidayreadgtarallérelusive ves t han

resort.

In search of transformational experiences of diverse difference writers, such as
O6Sullivan (1999) have championed the need
experience in the hope that this may provide a challenge to socio culturally
based perceptions. Physical exposure to difference undoubtedly provides a
starting point T a wealth of literature now exists in the field of tourism
management (Wilson and Harris, 2006, Kanning, 2008, Chen and Huang, 2017)
on the possible potential benefits of travel and tourism on personal development
including worldviews. They note the significant difference in backpacking travel
to short term holidays to resorts where relaxation or family togetherness are
seen as key. Backpackers noted different areas of personal development.
Chen (2014) developed the Backpackers Personal development Scale originally
with Chinese backpackers but then tested on a group of 381 Western
backpackers (2017). These were from a range of countries such as Israel,
Poland, Russia, Mexico and Canada. Interestingly the West is grouped as one:

OWestern backpalri3Hy Istbis beddusethere isaddifference
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in Western worldviews? It would be interesting to see a break down in cultural

responses to see if any variations existed. The scale tested capability, emotion,

skill, worldview and self-consciousness (2017:631). Pertinent for this research,
worldview was dividedi nt o t hree: &émy view toward the v
view towards my | ife has changedd and oO6my v
(2017:632). These are such broad statements that it would be hard to travel and

not agree positively to one or other aspect. Additionally,i n Chen and Huango
(2017) work, emotions, skills, capability and self-consciousness were not seen

as part of worldview. Their results demonstrated high level perception of

personal development in all areas. However, as noted, the statements are

broad and more in depth interviews may have elicited specifics: Have my values

changed in anyway, if so how? Has my view of the world changed in anyway, if

so how? This might reveal to what extentandi n what way an indivi di
worldview has been identified or impacted. Yet their research does

acknowledge that some form of change takes place and therefore demonstrates

the need for this research to investigate the possible relationship between

teachers who have travelled or lived overseas and awareness of their own

worldview.

2.16. ldentifying worldviews through overseas teaching field
experience

In terms of specific research concerning teaching, research has been
undertaken in overseas field experience for pre-service teachers (Karman and

Tochon, 2010) and urban field experiences (Lastrapes and Negishi, 2011).

The impact of overseas experience for student teachers was examined by

Karaman and Tochon (2010). They were specifically interested in the impact

this had on the studentsé attitudes towards
aspects of their own worldview specifically but their research is pertinent in that

it sheds light on possible ways to identify aspects of individualséworldviews.

They see teaching abroad as beneficial for introducing students to different

cultures from their own:
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an ideal method of engaging prospective teachers in social and
professional encounters with students and teachers whose cultures are
different from their own (2010:584).

But does this encounter help them to see their own worldviews more and aid

dialogue or simply reinforce stereotypes? The goal of the experience is to build

awareness but Karaman and Tochon (2010) recognise that it can be nothing

more than a field trip for a course requirement: disillusionment can creep in and

therefore the experience can be counterproductive. | would question if they

were sufficiently prepared for &édculture sho
(1960) introduction of the term culture shock the phenomena has been widely

recognised as individuals find themselves in unfamiliar social situations

struggling with differing social norms.

Cultureshock@ an occur in any situation where
adjust to an undmmvHarae Eroeviadusylsdar nin
applé(He s teda d2a0l0,2: 2 2)

If an individual is unprepared for the challenges of working in an unfamiliar
social system, difficulties can occur. This may be particularly problematic if they
are unaware that their social system is not the only social system and that there
exist a range of social systems, each with their own strengths and weaknesses.
Karaman and Tochon (2010) stress the need for intercultural sensitivity. Without
the student teachers having an understanding of their own social norms, being
thrust into a different social situation can produce counter reactions as they
struggle with difference. This is exactly what happens to their participant
despite undertaking a 5Cs framework to assist their intercultural
communication: the 5Cs framework covers communication, connections,
comparisons, communities and culture. The course examined concepts of

60f orei gnness 6 adddotgpectiidaly exareire® 8 e b @ O .

Through computer assisted discourse analysis, Karaman and Tochon (2010)

analysed texts from their participant and approached all texts as
representations of views that could reveal
with the predominantly patriarchal society and missed what she called 6 i d e a |
gender r(Edramaniaondnrschbon, 2010:596). She listed incidents that
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startled her, such as what she perceived to be disorganised teaching, unfair

gender roles, intrusions on her individual spacei 6 d i s o r dileenmasd n g

(Merizow, 2000) - but had no way of dealing with them or of dealing with her

response to them. In her self-reflection she considered that she had become

more empathetic and aware of cultural differences and that the experience had
shattered her idea of t h efromkekreflectionher( 201 0: 59
empathy seems limited to those aspects of the culture that concur with her own

worldviews.

Their work therefore demonstrates the danger in reflection without

understanding, which they do acknowledge:

While it is desirable to have participants evaluate their cultural
understandings in comparisons with both home and host communities,
without guidance and experience sharing, there is risk of the emergence
of ethnocentric views (Karaman and Tochon, 2010:600).

Whil st Kar aman and khightghtsthetheed foray@Gidartce forw o r

pre service teachers to enable them to communicate across cultures and to

examine the truth claims of their own worldviews they stop short of suggesting

how this can be achieved. The idea of experience sharing implies sharing with a

more experienced other perhaps who can guide the participant to a greater

depth of self-understanding or cultural understanding. However, despite
interaction with her supervisor,t hei r partici pant didndédt <chan
assessment of a lesson. Thus questioning the idea that interaction, or dialogue,

with a more knowledgeable other might help her to challenge her own views.

Indeed the challenges of the dialogic relationship were noted by Karaman and

Tochon:

whether two parties will enter into a dialogic relationship that leads to a
reframing of their worldviews (eg theori
uncertain (2010:602).

This illustrates that actually for reframing to occur there needs to be openness
to the ideathatanind i v i soworlltiedvs constrain their concept of truth and

therefore needs to be identified before meaningful dialogue can occur:
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Encounters with difference can evidently be enriching, but this is only
possible when parties are mutually aware of the value of their differences
during interaction with one another (2010:602).

2.17. Identifying Worldviews with e xperiences of cultural difference z
urban field trip

Teaching practice in another country is not always a possibility and therefore

perhaps experience of a differing worldview within the same country can assist

with individual worldview identification? Lastrapes and Negishi (2011)

Il nvestigated the i mpact that wurban field tr
consciousness and self-efficacy. Their primary concern was with their teaching

of leaners from a diverse range of ethnic backgrounds. This was not

concerning RE teaching but provides some insight into worldview

consciousness. Lastrapes and Negishi (2011) stress the importance of

analysing and understanding teachers existing and evolving beliefs:

Concomitantly, existing and evolving beliefs, dispositions, prior
experiences and attitudes of preservice teachers must be constantly

examined and analysed (2011:37)

They cite a range of literature to support their view that life experience limited to
monocultural areas will mean that teachers are not only unprepared but will
have limited sensitivity in teaching pupils from ethnically diverse backgrounds:
Garmon, 2005, Gay and Kirkland, 2003, Genro and Goodwin, 2005, Kyles and
Olafson, 2008 and Ryan, 2006:

Your life experience and personal background contributes in important

ways to the kind of teacher you areéeif 'y
primarily to monocultural experiences, you may have a limited sensitivity

for teaching students with culturally diverse backgrounds (Powell et al,

1996:4).

Lastrapes and Negishi (2011) call for initial teacher education to provide
preservice teachers with opportunities to examine the strengths and limitations
of personal experiences and the impact of beliefs and attitudes towards

6cul tural |l y dTheifcalltoexaminesife exdegiandesi®relevant
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across all aspects of teaching. Indeed, Gay and Kirkland (2003) claim that

developing a critically conscious perspective is crucial for education:

Developing personal and professional critical consciousness about racial,
cultural, and ethnic diversity should be a major component of preservice
teacher education (2003:181).

But, how is this critical consciousness possible? It is suggested that this can be

achieved by autobiographical and reflective writing (Kyles and Olafson, 2008,

Lastrapes and Neigishi, 2011). However, as Korthagen and Wubbels (1995:53)

point out, reflectioncanof t en be overwhel ming and vague:
and too general for everyday apladtrapesat i ono.
and Negishi attempted to ward against another danger of reinforcing bias and

prejudice by encouraging some participants to take on alternative perspectives.

Yet again without careful input surely the danger of reinforcing own beliefs

remain? How does taking on othersé perspect

othersod6 |lives and worl dvi ews?

Various tools were employed by Lastrapes and Negishi (2011) to attempt to
assess the participants intercultural awareness: an Inventory of Cross Cultural
Sensitivity (ICCS, Cushner, 2006), a reflective journal blog and a culturally
responsive teaching self-efficacy scale CRTSE (Siwatu, 2007). This produced

reflection from the participants on their own assumptions:

Il now realise that | shouldndét make assu
think about why they act the way they do or are the way they are. | need

to be more awar e withthewsthdantsinsteagyajjush g o n

assuming everyone lives in situations such as my own (Lastrapes and

Negishi, 2011:40).

This reflection certainly demonstrates that the participant had a desire to be

more aware that pupils may well have different life experiences to the teacher.

Additionally the connection is made between life experience and action.

Although developing awareness,t hi s does not recognise valu
worldviews but rather the possible rationale behind different behaviour. The

preservice teachers are certainly recorded as being impacted by observing

differing worldviews in the classroom and report increased feelings of self-
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efficacy in teaching pupils from more diverse backgrounds. Lastrapes and
Negishi (2011) claim that the preservice teachers have begun to develop
perspective taking abilities beyond their own. However, they do point out that,
despite this improvement only 25% of their participants were able to link their
increased cultural awareness to issues of social justice and equitable education

(2011:41) thus highlighting the limited extent of the impact of this experience.

They conclude that these are potentially transformational field experiences i yet
caution is needed in insuring that preservice teachers recognise their own
beliefs and possible bias. They call for future research to examine the progress

of trainee teachers in terms of their cultural critical consciousness:

Future research should focusonthed evel opment of preservi
cultural critical consciousness and self-efficacy as they progress through
the teacher education program (2011:42).

Their research demonstrates the need for this to occur and the lack of this
model of training for preservice teachers at present. This research wishes to fill

that gap and provide tools for preservice teachers and in service teachers.

2.18. Identifying Worldv iews through reflective writing

Reflective writing has increased in popularity through the social sciences since

the 1980s, as noted in Chapter One (Zeichner, 1987, Hoover, 1994, Stingu,

2012). Initial Teacher Education programmes involve a great deal of reflective
writing. For example, Exeter University PGCE students are expected to produce

two pieces of reflective writing every week of their school placement (GSE,

2016:27). Kyles and Olafson (2008) employed reflective writing to elicit teacher
trainees beliefs about diversity. They noted the influence of a teacher®

personal experience, including sociocultural, economical and historical contexts,

on their worldviews (2008:500). Their concern is specifically with the

relationship between diversityand t eacher s 6 ratherthanct at i ons

worldviews in general:

A teacher® expectation for student learning are often based on her or his
personal beliefs and values of traditional gender roles , cultural biases,

stereotypes and educational experience with diverse learners thus
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expectations can become inequitable for students who are culturally
different form the teacher (2008:503-504, Alderman, 1999; Pang and
Sablan, 1998).

However, their work is useful for this research in that they acknowledge the
challenges in examining beliefs which can be entrenched leading to

misunderstanding of difference:

They develop assumptions about the learning and thinking of others that
fit their own. Even more problematic is the tendency to interpret
differences in approaches or orientations to learning or schooling as
indicators of limited cognitive ability or lack of motivation (Kyles and
Olafson 2008:504, citing Feiman and Remillard, 1996:69).

Misunderstandings in terms of cognitive ability or lack of motivation are crucial
in teaching and learning. Challenging these may enable teaching to be most
effective. Despite acknowledging this, Kyles and Olafson (2008) still
recommend the use of reflective narratives to uncover and articulate their
beliefs. Are they able to insure that these do not merely reinforce personal
beliefs? Their work with 14 female students and one male student, in the South
West USA, involved a range of activities including a series of reflective
response letters which included cultural autobiographies regarding their past
experiences of diversity. This was a focused approach and attempted to
uncover their worldviews only in regard to experiences of diversity. A significant
development in employing reflective writing is that these letters were not written
in isolation but rather were written in response to the letters of others in the
research group and thus they attempted to assist each other in uncovering their
beliefs in a written dialogue (2008:508). Yet they found that many students did
not move beyond the simplest level of description. Not all Guccessfully moved
beyond uncovering their beliefs to deconstr
yet the focus of the project was uncovering their beliefs. But here in their
findings they demonstrate that their focus and success criteria was actually to
enable students to Omove towards a deeper <c
e d u c a 200&51D. Qbviously teacher expectations need to be high for all
pupils regardless of ethnicity, race, gender etc but to change success criteria

seems disingenuous - an attempt to exchange one entrenched worldview for
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another more acceptable worldview? Their aim is to create teachers who have
6equitable and democr at 2008:5t5). dtsssncleapan envi r on
to what they envision here as classrooms are not democratic spaces and nor

can they be if one teacher is in charge of over 30 children. By equitable, are

they referring to equality of access to learning, equality of teaching, in terms of

input and resources,or equal ity of t e anyteachedksows x pect at i
that resources and teaching input time are not equally distributed between all

members of their class but are often focused on those who need more

assistance to succeed academically and socially.

The dialogue of letters does seem helpful in the process of identification of
beliefs and seems more useful than simple individual reflective writing. The
benefit of dialogic practice is one which will be employed in the CPD in which
teachers and TAs can discuss together to facilitate individual worldview

identification.

2.19. Identifying worldviews with questionnaires and vignettes

Another key researcher in this field is Schraw (2013:1-3), who has examined

various attempts to measure epistemological and ontological beliefs in

education. Whilst he provides no definition for worldviews he differentiates

between epistemological worldviews, the theory of rationality and knowledge,

and ontological worldviews, an individual 6s
the reality of being. This seems an unnecessary delineation, if worldview is

defined as the overriding framework which i
epistemological and ontological values. However, his examination of differing

research tools and measurements to identify these worldviews provides

assistance into the process of identification.

Questionnaires have been implemented by Schommer (1990), Schraw and
Olafson (2002) and Stahl and Bromme (2007),23 and have faced difficulties, not
least of all beingthe broad range of numbers of factors of knowledge or

constructs being assessed. Lack of agreement on what constituted knowledge

23 Stahl andBromme (2007) developed a questionnaire that focused on semantic differential, which
they termed Connotative Aspects of Epistemological Beliefs (CAEB). In order to assess
uyAPSNBERAGE aiddzRSyidaQ SLIA&GSY2f 234 O lafljectivédaits SUEM >
as dynamiestatic and objectivesubjective.
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and beliefs led to the creation of differing factors and therefore made

comparison between different research projects difficult (Schraw, 2012:4). In

Hoferdés (2001) work one of her factors was
interpreted as deep knowledge. Yet how this was assessed and who decided

the content of deep knowledge was unstated. Questionnaires do not seem to be

the most effective way to measure vast concepts such as knowledge or

epistemology.

Another research tool was the use of vignettes which Schraw and Olafson

(2002) employ,bui | di ng on Jor amds (-&fiGandint ni ti al w
service t eacher sringvigdettes destibed thewffectaf i f f e

research on classroom teaching: one supported existing classroom practice and

one contradicted classroom practice. Thus he was, perhaps unknowingly,

i mpl ementing measures in |ine wiémmMedi zowd
Schraw and Olafson (2002:13) used three vignettes with a realist, contextualist

and relativist worldview of knowledge and teaching. They concluded from their

data that teachers with long service were more likely to endorse a realist

worldview and that worldviews may migrate over time from a contextualist to a

realist position. Whether teachers are aware of this or have a rationale for this

they do not discover. In my experience long serving teachers desire to develop
students own understandings o t hat Ot he knowl edge is pers
(Schraw and Ol asfwerodownsby the2pfedszres 6f)exam results.

The vignettes are also problematic in their oversimplification and lack of subject

or age specific context. For example, a Primary school teacher may well hold a

realist worldview in terms of aspects of primary mathematics, factual concepts

that pupils need to learn such as addition and subtraction, but have a more

contextual or relativist worldview in relation to pedagogy (f zgiin-Kkocaa nd ke n,

2006).

Furthermore Schraw writes about teachers wi
epi stemol ogi cal beliefsd and 6l ess sophisti
of O0sophisticationd seems to be those who a

student centred practises that emphasise critical reasoning (2012:5)%4. A

%»stahl and Bromme employ the terms o6napvddédm and 6sopl

an absolutist view of knowledge to a more relative and contextual one, which they assume

occurs within the educational process:st udent s vi ews of knowledge devel o
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hierarchy of worldviews is evident from his comments. Yet his work has shed
l ight on differing attempts to identify asp
the challenge this presents.

2.20. Worldviews and photography as an elicitation method

A further methodological tool that has been trialled in attempting to identify

aspects of an individual s worl dviews is th
and Stockall, 2011).Bui | di ng oadMsorzewdbsng dil emmasod
transformative learning this examines whether perspectives could be

challenged by photographic images, which may well reveal subconscious

aspects of worldviews i values and norms. Davis and Stockall (2011)

conducted research which aimed to uncover pre-service teacher beliefs about

young children. They employed photo elicitation in in-depth interviews. They

di scovered that this method was wuseful I n e
beliefs about children ratherthan pr ovoki ng doubt or refl ecti
provided a richness of data but concluded t
actually induce changed ( 2 0 1 Howkv@r2this reveals that their primary

goal was actually not uncovering beliefs but rather changing beliefs: revealing a

sense of judgment as to which beliefs were acceptable for a pre-service teacher

and which were not. They cite much of the current research on pre-service

teacher beliefs as stable and impervious to change (Stockall and Davis,

2011:195, Mcintyre and Kyle, 2006, Flores, 2005). They acknowledge that

many ofthepre-s er vi ce teachersd beliefs about teac
own personal experienced (2011:196) which |

the necessity of reflection:

Some students reasoned Ot hat to reflect C

meaningless because they already know wh

Do they know what they know? Do they know why they know it? An interesting
statement and one which surely demonstrates the importance of not relying

purely on writing reflectively as the primary source of identifying worldviews and

66naivebdd views (e.g., knowledge is absolute; knowl
66sophisticated6d beliefs (e.g., knowbmpldxge i s rel at |
net work)o6 (2007:773)
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the need for finding alternative methods to elicit these firmly entrenched

worldviews.
The theoretical framewor kl)vworkisprévidedbyk al | and
Bl umer (1969), Penlington (2008) and Pierce

symbolic interactionism highlights the interpretive process that occurs as

individuals seek to make sense of the world. Meanings are open to a process

of transformation through deconstruction and reconstruction. Penlington (2008)

with oO6practical reasoningdé recommends teach
6ot her nes s 0 -pefspediveaqrdanotherpelr Epecti ve,d (Penl in
2008:1307). Yet here | would contend that self-perspective needs identification

and owning for dialogue to be most effectiwv
system of signs (representation, encoding and meaning, 2011:196) is employed

in an attempt to uncover pre-serviceteacher s 6 t hi nking. As they at
revealthepre-ser vi ce teachersé assumptions, Stock
recognise the multiple lenses that the pre-service teachers wear: cultural media,

own past experience with children and their own experience as a child. They

found that the students Oappeared easily ma
western worlddéd (2011:204) because of the re
of children playing and in family settings. This therefore reveals aspects of their

own worldviews and the influences on them and hardly seems surprising.

Surely it would be unusual if pre-service teachers, untrained in analysing visual

images, reflected anything else.

Perhaps a more controversial image is needed to challenge those

preconceptions and reveal hidden assumptions rather than have to work

t hrough Pier ceds .Tosea dniintagesofytise werldhi such @s0 8 )
the Mercator map verses the Peters projection map, figure 8, challenges the
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Figure8. Petergprojectioncompared to Mercatar(Austin,2013).

To use disorientating images might be a more effective way to facilitate self-
identification of worldviews. The images chosen for the teachers6CPD session
(Appendix 7) were chosen specifically for their ability to challenge assumptions
and possible prejudice in an attempt to facilitate the excavation of aspects of the
teacher soéo i ndi effectivela A beneditroflerhployire wretographic
images is that there is less of an expected answer than for a questionnaire or
vignette or written reflection i thus responses may be freer and may prove

more authentic.

2.21 Conclusion

The literature implies that worldviews are formed through life experiences which
are often buried deep within an individual® identity (Aerts et al, 2007, Hurd

2008 and Valk, 2009). Identification of these worldviews can be limited to
superficial terms and subject to generalisations. Yet excavation of self,

worldview consciousness, may be highly beneficial in the process of teaching

and in the impact on pupilsélearning (Steinberg et al, 1985 and Kyles and

Olafson, 2008). Whilst the literature acknowledges this impact oftea c her s 6
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worldviews, although!| i mi t ed t o i nvestigation of teach
beliefs, on teaching and learning there is a lack of secure and robust strategies

for worldview identification. To meet the challenge of worldview identification

this research devised a Ricoeurian methodology to develop a range of tools to

move beyond the simplistic T to enable teachers in dialogue with their peers to

identify aspects of their individual worldviews through discussion of
disorientating images (Stockalland Davi s, 2011), or o6disorie
(Mezirow, 2000) and to reflect on their teaching, planning and evaluating of RE

lessons. RE is a subject which is naturally suited to this discussion with the

introduction of non-religious worldviews (DfE, 2004) and with the range of

worldviews even within organised religions (Duderija, 2007).
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Chapter 3: Methodology

3.1 Introduction

To enable teachers to become worldview conscious presents philosophical and
methodological challenges: the multifaceted nature of the term, designing
effective tools and making what is held subconsciously conscious. The
multifaceted nature of worldviews creates a practicability challenge.
Additionally, individual worldviews have strong ties to societally accepted
norms, thus to differentiate out beliefs from societal norms can be problematic.
Furthermore, there is a danger of a tick box mentality which loses the
multidimensional nature of self. Attempting to catalogue the entirety of an

i ndi vi dual dwsuldundeed be & serouszindertaking and
impracticable. | concludedthatf ocusi ng on identifying aspec
worldviews, in particular about what constitutes a good life, and the process of
the evolution of those worldviews would be more beneficial in terms of
equipping RE teachers. To understand this evolutionary process and the range
of external factors may enable teachers to teach worldviews that are different

from their own.

To meet these challenges | implemented a narrative approach in this research
which assisted the process of making conscious what is unconscious, of
artcul ati ng what wakonideatitytand th®heaneneutic spiral
(1984, 85, 88) provided the dynamic necessary to understand the formation and
evolution of vibrant, embodied worldviews. Finally, | employed the three stages
of the hermeneutic spiral as a tool to begin to identify worldviews, to provide an
experience of training on worldviews and to assist teachers to self-analyse the
refiguration that occurs as they are hopefully equipped to reflexively examine

themselves and their RE teaching.
3.2. The multifaceted nature of self
Identifying aspectsofa n i n d i woilddiaws ihc@rs challenges, not least of

which is that the nature of self is multifaceted , as acknowledged in the

literature review. At t empts to delineate between an in
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beliefs are problematic and although these may both be subsumed into an

i ndi vi du alsdhss creates d wideriared\therefore even greater

challenge to identify. As many i ndividual sé6 views are sutk
further challenge is how to make conscious that which is in the realm of the

unconscious. These, together, lead to the final challenge of how to design

tools to enable teachers to identify aspects of their own worldviews effectively.

I contend t {1990) wdrior ideatity provedes a helpful philosophical
framework to understand the multifaceted nature of self , both numerical and
qualitative, and in understanding the actual process of the formation and

evolution of self. Ricoeur (1992:172) additionally provides a focus for

examination with his assertion that an indi
t heir | i v erg The defimtionomfdvbat constitutes a good story will be
i nformed by t he i nHExanvningtheir bwih sefinitionrofad vi e ws .

0 g 0 o dstory mayfereble them to probe further the origins and formation of

their views and how others may hold different definitions. EmployingRi coeur 0 s

work on narrative (1984, 1985 & 1988) provides assistance in making

conscious that which is unconsciously held. In the reading of their life

narrative individuals may be able to develop greater self-understanding.

Ri c¢ o eharmenautic spiral (1991) provides guidance in designing tools for

worldview identification. In acknowledging a three dimensional approach,

Ricoeur demonstrates the potential and varied impact of life experience on

individuals. Significantly, his identification of the need for a prefiguration stage 1

to assess the preconceived ideas which individuals bring to a text or experience

i is crucial in designing tools which prevent reinforcement of bias or

preconceived ideas but rather enable individuals to distance themselves and

see aspects of their individual worldviews with greater clarity. Further

assistance in this endeavour is provided by
transformati onal |l earning through &édisorien

ani ndi vi dual 6s worl dviews amidst contrast.

Whil st Ricoeur makes no reference to the | a
is, he does not use the phrase vision du monde, crucially he demonstrates links

between life experiences, or narrative, and views, beliefs and behaviours held

by individuals. The recognition of these factors, that influence and form

individuals @orldviews, provides guidance in terms of practically identifying
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aspects of these worldviews. This research was conducted in semi-structured

interviews, after a CPD training session with individual teachers, which involved

an archaeological and teleological investigation of self. Thematic analysis was

empl oyed to delve into the teachersoé interyv
their individual worldviews. Thus this research married a Ricoeurian

her meneutical methodol ogical approach, info
transformational learning theory, together with thematic analysis to enable

individual teachers to identify aspects of their own worldviews. Within this

chapter it is necessary, in order to provide a rationale for the chosen

methodology, to examine relevant literature surrounding hermeneutics,

narrative and identification of self.

I n employing the definitieferencefomaker | dvi ews a
sense of the wor |,dénnétukatlyrthese inelude adl dspectod 0 7 )

self, such as what an individual believes to be knowledge, their beliefs about

self, others and the world, their behaviours, their norms and their values. The

broadness of this definition proves challenging but in no way negates the
possibility of investigation. Sel f i s at the centre of oneods
Anal ysis of eordviews idviolves, therefdrefas understanding of

self. Attempts have been made throughout history to identify self.

Philosophical debates on self, have been reflected in approaches to identifying

self in teacher education programmes: self-reflection, discourse or dialogic

approaches and life story.

Understanding ofthei mpact of self on the individual o
possible when attempts are made to understand the self. This self-

understanding is not merely numerical or qualitative identity but needs a richer

definition to glimpse the multifaceted nature of self. The problem is how to

identify the non-numerical aspects ofself. Thi s i s where Ricoeur 6s
work may assist. Ricoeur (1992) propounded the idea of two aspects of identity

using the Latin terms 0 i nddsameness, and @ p somdself as self-same or self-

hood. ddemadidentity includes the idea of the essential oneness of a person as

well as a sense of numerical and qualitative identity. Whereas dpsedidentity, or

selfhood, incorporates the possibility of change of habits or traits that are

recognised characteristics of an individual. This assists in understanding the

multifaceted nature of self and the development and evolution of that self.
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The passing of time threatens this sameness with natural changes due to

growth and age. Indeed, Nicolet-Anderson concludesthat6t i me r epresent s
threat for identity, for it brings with it
However, Ricoeur draws effectivelyon Kant 6s r el ,akidhallow cat egor i
for the possibility of conceiving of change as happening to something which

does not change (1992:117). Additionally, Ricoeur sees the overlap between

idem and ipse identity as possible without one negating the other.

Ipse-identity can include change: habits that are acquired which become lasting

dispositions or traits, which can become a recognised characteristic of an

individual, one of the distinctive signs or acquired identifications. ldentifications

are associated 0 wials, modelsandherses, inwloichthess , i de
personorcommuni ty recogni ses 122).sThe questiofdRi coeur ,
per sonal identity is for Ricoeur tied to th
idem-identity andipse-i dent ity éis therrefl ¢khieveeth &r & ¢
Identification of aspects of this reflexive character of self is what this research

aims to realise.

As previously acknowledged Ricoeur does not employ the term worldview but
acknowledges the depth and breadth of character analysis and the impact of
values and beliefs both on individuals and communities. Ipse-identity for him
contains the sense of free will and choice, but he does not question the extent
of this free will. Is the individual actually free to choose? For if choices are
informed by societal norms or community norms and expectations, how free is

the individual to choose contrary to these norms?

3.2.a The formation, reinforcement and evolution of community worldviews

In examination of the formation of community worldviews, and these societal or
community norms, assistance is provided in examining the process of self-
formation and self-identification. The role of culture, society, time and context
are recognised as influencing individuals by many in interdisciplinary studies
such as politics, psychology and education (Bonfenbreener, 1998, Atkins,
2004). The influence of external factors on an individual has been identified and

examined by Bronfenbrenner (1998) with his ecological systems theory. Within
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histheoryt he f ocus is |l ess on the indiuvi

fitdo between the | earner and the | ea

dual

| e

rning

theory has been applied to explain parental impact on pupils with SEN( Rus s el | ,

2003, Liamdsay alnk0 @bgikekatogical systems theory
recognises a range of external influences on any individual. At the Microsystem
level this includes family, school, peers etc. The Exosystem includes influence
of neighbours, social welfare, legal systems etc. The Macrosystem
acknowledges the impact of attitudes and ideologies of the culture.

Additionally, the Chronosystem allows for change over time (Figure 9).

P The individual
Health [SEEEEE-1
services B Age
- Health
_ efc.

Chronosystem

Time ©
(sociohistorical
conditions and time
since life events]iﬁ

Figure9. . NE Y FSYyoNBYyySNRa SO02t23A0Ft aeaidsSvya (GKS2NB ol FGSNI .
Bronfenbrennerés theory assists with the
factors on an individual and the passing of time. Whilst he does not employ the

term worldviews he demonstrates the possible impact of these external factors

on individuals. | contend that these external factors act as forces which

contributetoformi ndi viwdu aldyd® ews . These informt

on self, others in their immediate microsystem, others in larger more distant

exosystem and societal attitudes in macrosystems.
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Additionally, the impact of context on the development of self has been
recognised by Atkins in her work on the link between ethical subjectivity and

narrative identity:

as living self-reflective beings we are subject to the mediating effects of
biology, society, culture and time (2004:343).

She would concur with Ricoeur that to under
understand the society, culture and time in which the individual is immersed. As
the society, culture and time changes, so too does the possibility of change for

the individual.

The process of the evolution of a community
simple diagrammatic form, see figure 10. Life experience, history and stories

inform the development of the worldviews of a community. These are expressed

in the justice system, education provision (and curriculum) and the stories which

the community continues to tell, wksich al/l
The process is therefore cyclical and narrative plays a key role in the

maintenance of community worldviews. However, external force can impact the

process and produce change: invasion by an external force, economic

hardship, exposure to other worldviews, civil war, famine or an epidemic may

I mpact the communityos worldviews which in
system, education system or curriculum, and the narratives that the community

continues to choose to tell. For example, evidence of the direct impact of war on

education systems are found in the attempts at, and challenges of,

denationalising Croatian history teaching and textbooks (Baranovic et al, 2007

and Berger, 2012).
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Figurel0. Asuggestednodel ofworldview formation and evolution

3.2.b.The move from community to individual worldview formation

| contend that this process of worldview development is reflected on a micro

level in the formation and evolutionofani ndi vi dual ofigurel®.r | dvi ews
Their life experiences, the stories they have been told and the history of their

communities has informed their worldviews. These in turn are reinforced by the

stories they tell, the education and legal system to which they submit and the
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